* DOCUMENT RESUME

ED 072 865 R ',—!:frfjcf—{f, cs 200 375

AUTHOR - Maxwell, John, Ed., Tovatt, Anthony, Ed.'
" TITLE - On Writing Behavioral Objectives for English. :
) INSTITUTION ) National COunCII'of Teachers of English, champalgn,
- I11. Commlsslon on: the Engllsh Currlculum.— o o
_PUB DATE 70 s T S
NOTE -132p. < e e

AVAILABLE FROM National Councal of Teachers of Engllsh, 1111 Kenyon
i " Road, Urbana, Ill. 61801 (Stock No. 0“02“, $2. 507,—
non-member, $2 25 member) i

‘EDBS”PR—ICE‘, ’ MF—$O 65 HC-$6 58 IR T D
- 'DESCRIPTORS *Behavioral Objectlves"BehaVIOr Change' Course
P - Objectives; Curriculum Development; *Curriculum
- Planning; -*Educational Objectives; Educational -
R Theories ;- Educational Trends; ‘English; English-
PR - - Curriculum; - *Engllsh Instruction; *Human1sm~‘, -
EETIE Humanltles BRI

e Th1s book presents the resqlts of the examlnatlon,
'f1969,Aof “the-beh: '

p01 ts’out that, although{sohe majo beneflts may eventually ar1se-
,rom:the wrltlng oszngl sh;behaV1ora”;

‘\MH
Dokns o

Sibl t hav10ra1 objectlvesﬂ,ﬁ, S
me ement"xlf ;t,f ils- to accommodate "theJhumanlstlc -aims- whlch have

|

\‘\‘ W e
SRR T

] ] n'Engllsh

dep ”tment chalrma, who;must;redeflne Engllsh in-a framework of -
1avioral objectlves. Part 2 contains 11 art1c1es concerning. Engllsh
instruction ane behav10ra1 obJectlves by?Sue,M. Brett, James Hoetker;

Cs F s Caffyn, J. N. Ho ‘Alan- C. Purves, Isabel

,,Geoffrey Summerfleld, ». Donald A, Seybold, and.
Robert F. Hogan. A blbllography on behaV1ora1 objecttves;concludes
the volume. (’ B g :




- .- - US.DEPARTMENT OF HEALTH, _ - : S

- ) _ EDUCATION & WELFARE . - T - o

I- - . -7 _- - - OFFICEOFEDUCATION _ - _ . o T --§ - T

: © _ THIS-DDCUMENT HAS BEEN REPRO: -, - - - - - - S DR o

- OUCED-EXACTLY- AS-RECEIVED FROM- - : E - S -

. . _ THE PERSON OR ORGANIZATION DRIG- - R - )

- =7 =77 - 7. " INATING IT. POINTS OF VIEW OR OPIN- S s E SRS
. ~ “IONS STATED 0O NOT NECESSARLY .~ - . - I S

: “REPRESENT_OFFICIAL OFFICE OF EDU-- : -

= - CATON, PDSITION ORPOLICY. _ Sl

Urpcr Midwcat chlonal Educalion&l
7Laboratory .

and Anthony Tovatt

Ball State Univcmty

COMMISSION ON THE: ENGLISH CURRICULUM
NATIONAL COUNCIL OF TEACHERS OF ENGLISH

PAFullToxt Provided by ERIC




. -
- IR -
_ N -
- . - - - - = _—— = s
- = b, -~

S Il..liiln ll llillllilnl B AL
- - *Ronmer HOGAN NCTE Exer‘uuve Secretary, Chaxrman e o - ":,;,' o

- o - - ROBERT DYKSTRA, Umversrty ‘of Minnesota - o= S - r

S R - Warker Gisson; Univetsity of- Massachusetts e e
B " 'Muorep E, WEBSTER St. Joseph Senior- ngh:SchooI"Mlchl an -

Eucz : of Public

e
2

NCTE Stock Number 04024 L R
berary of. Congress Catalog Card Number 70.125344 R

Copynght © 1970 T s -
National Council of Teachers of: Enghsh o —;722?‘5'35'&7"22. A?.EP:S:U:EEEJH?u fgrl’svd '
508 South Sixth-Street, ‘Champaign, Illinois. 61820 Coe S "
Printed i.1 the United States of émcnca T 7 ~; Téia;}: hers. b’fQ “Ene ﬁéhfi—

- TO“ERIC AND ORGANIZATIONS-OPERATING- . -
] . -UNDER AGREEMENTS WITH THE U'S. OFFICE - -
T OF -EDUCATION. -FURTHER REPRODUCTION- . - - -
) - : -OUTSIDE THE ERIC SYSTEM REGUIRES PER. = -
- - - - _ MISSION OF.THE COPYRIGHTOWNER™ - - - -




= 5’,' —HENRY B MALONEY, Umversxty Detroxt

Cleveland OhIO*'" N

, - ) Texas -
o ANTHONY Tovm-r, Ball State Umversxty
. {i WxLLmM Wonrk, Speech -Association of. Amenca
-~ - Ricraro. WORTHEN Dxablo Valley College

Cahfornxa ex- ofﬁcxo E
) tucky, exofficio -

2x-officio

7 SISTE“ ‘Mary Owen, SN. D, Board of Cathohc Educatlon, o : 7

RU'rH E: Rm:vns, Houston Independent School sttnct o

Rom:n'r A BENNETI’, San- Dxego Unxﬁed School D1stnct
THOMAS Connm'r, Covmgton Cathohc ngh School Ken-

MICHAEL -F, - SHUGRUE Modem Language Assocxatxon,'




Janvary . . i

eeieseis

) = { i .not Y. palatable but possibly : S

fnounskmg. LN

PAFullToxt Provided by ERIC




. . g
_ o
7 - - = -
. . . - -
- o E ) 5
- - . P, A
— — _ _ = -
B ; B ] 3 _EL B

Jamesrﬂoetker Limitations‘and “Advantages:
Jn- the Arts and Humamtles

:,Robe,-t F Hogzm on Huntmg and Flshmg and Behavnorlsm e 1o
Blblmgraphy P P . . .f. e 181




- -~ T T -
- I -
{ R . -
- - - " s _
- ER .

= E_— - _

P - = . =
R -l = -~ T - z e L

_ e e, . B _ -
- -4 = ,
- 4 -

 * . velopments-which bear upon instruction and-curriculum in the nation’s schools.

At times it-has sought through its publications and pronouncemerits to create -~

-~ trends -and ‘tendencies; at ot sought to interpret trends and ‘events .~ -

- for the nation’s teachers and supervisors at the local level.~ -~~~

B ,kggpinglwxgh;th -latter “aspect-of -its_work; -the. Comiss;ioﬁ'— in early -

1969 began to examine the:influence of-a widespread arid-growing movement
“called, “loosely, - “behavioral -objectives” -which had- begun sweeping -through-
schools_and some- colleges,-and to examine this movement as it- applied-to -
instruction in-English, -~ - oo T o o

- Through_reading. and -personal-study, members: prepared themselves for
- a_conference_held-November {-and-25;-1969, prior to the annual'NCTE con-~
vention_in- Washington, D.C." The conference was- called to- bring light upon -
‘certain substantial questions-which the Commission-felt-the-behavioral objec- -

) ﬁv,es';rjnpi'émenft};prdsit'ed;f,dgthﬁé—Qij@feégidﬁ';’&nj@giﬂpqgicfsfiqijs ;pr’oliédfigeré -
’thé,;follbgi{ing:,}fWhat{idoib’ehzi’vibfalfdbjgéti\?es}:implyiéboutéhij:njap}—leamixig, R

sbout instruction, about curriculum content? Are there clear benefs to st

dents and to their teachers from pursuing changes in overt behavior? Are there
-dangers ‘and-shortcomings which- have-not -been-realized? Are subjects (like
 English)” which -aim- partly toward-emotional-“response” or_aesthetics or the
 creation of novel utterances -amenable to “unalyses which presume that -all
leaming results in- overt, observable behaviors? -Or ‘are- such -analyses better

suited to subjects in which elementary -skills -and- the “acquisition .of content-
are-prime? Are there not extraordinary problems of measurement brought out
T - il T
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3 oo by the béhavioral'objecti"ves,movcx'nént?'Or, if these measurement problems

N S are not faced, is there not a real danger that curriculum will be limited to the
T "~~~ .. trivial since trivia can be readily-measnred?” e
S "7 On the-other hand, asked the Commission, is -there- not-a ricbulousness
. about'the goals-of Englishcurriculum that makes them:impossible-
“or-at least to knoy " has attained them or  orG

e, conference_at which: these_questions were faced-

roduced:in- Part I1. We-are’ indebtedto the-authors of the papers for ~ -
tting us to- reproduce- them here. Also-included with the permission‘of
he -authors are-five additional papers thought to be-useful:and of interest to -
- - those inlocal schools-wh aré'Sé’tfihgiqbdﬁt;theéwtiting’fiif,béhhiiOralpbjééfi\'iés,;' N
- = .= for‘English: T s e L T T e
-~ =The-first part.of this:monograph draws occasionally upon these papersfor =~ -
direct language- and- frequently for"specific ideas. But the substance-of the
Is-a_namrative - covering events-in “Anytown,” where an inservice
- - program hhjs—,l):cépz,ot@ﬁiigditb’fi)fépiyic:ffdr't[fé:;{irgtg’tb}ldétjbr[@f’fhcli,aﬁdially—’
“defined goals of -instruction. Miss' Emily Jones, department chairman,-faces
the task of redefining Englih in a framéwork of behavioral sbjectives, The:
~-attempt has been to-make the reading palatable and suited to'the tcachers who-
must. work on_curriculum_after hours when the spirit is weak, or to those
“more fortunate teichkrs,:Who'—;hhifé;bcénlgiYch;sjimrﬁféfftime;f()i"tbg;‘tiisk.— =
~“The: bibliography whicli: concludes -Part- I1-was prepared- especially “for
- this-publication by the N CTE/ERIC Clearinghouse 4in_the Teaching of Eng-

- lish. It -not only sets down-forthe profession_current sources of information
on-this question; but also reflects the pervasiveness of the issuc at all levels of

instruction, including behavioral-objectives programs already in use in two-

year colleges. ~ .~ .o - T . o :

~ ~If any one thing has been lcarned from"the’Commission’s study, it is that

writing behavioral objectives for English is-a devilishly. hard and-intellectually

demanding task (harder still is deciding whether to write them at all).-What
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,,seems patently clear-i is that, thhout Teverie and plenty of \vork thoughtful
results in-writing behavioral objectives are not possible. - -

“The: Commlssron on- the English. _Curriculum feels-that even though some-_
y ari "'from the- }yntmg of behavxoral ob)ectwes

nized- that-the growrng prachce of: proposmgthat ‘behavioral- objectwes ‘be -

o iﬂdeﬁned for-the” language-arts,: -and-that- these objectrves be employed m* 7'
- - testing, leads to-a-complex, mandmg, and 7
_ _ ous -activity. Expert witnesses-on the.goals of Enghsh ‘in.conference: thh -
~ -the Commission; have- -echoed"the-Commission’sconcern that real’ damage
~- - to:English “instruction may result -from-definit ns,of “Englishin: the be- -
~ “havioral mode, and-advise that the methods of meas iring the attainment of -
‘behavioral objectives are-still-too- imperfect -to’ lustxfy -the- extensxve use of

comprehenswe behavioral definitions of English: - =~ -

- While’the'Commission advocates that all-teachers bet open- mmded about 7
:possrble alternatives for defining and- structuring-the English-curriculum—

including " the use -of . behavioral - ‘objectives—at - the_ same trme it urges
caution and accordmgly presents the follo\vmg resolutxon -

' Resolved That thOse who propose to- employ ‘behavioral ob;ectives be
‘urged to engage in a careful’ appraisal of the possible benefits and the
present limitation of behavioral definitions of English with reference to the /
humanistic aims which have tradmonally been- valued in- thrs discrplme

And be zt further Resolved, That those in the: profession w}'o do undertake
to write behavroral ob;ectxves (a) make specific plans to account for- the
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" i onograph necessary and  possible: -

total Enghsh cumculum, (b) make an mtenhon "to. preserve (and if need -
be, fight for) the retention of important ] humamshc goals of-education; and -
(c) insist-on ‘these -goals - -regardless of whether or not-there exist instru-
‘ments- at the present time for measunng the - desired- changes in “pupil
behawor : -

valuable suggeSQOns dunng,rtsiidevelopment to form "mehilierg Dorothy-
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Mr. Sloan leaned over to Emrly Jones and murmured “Another scorcher,
Emlly I thought ‘yesterday aftemoon dunng the depa"tment meetmg that; 7
I d never makeit to the coffee break.” - - 7=

- Miss Jones opcned:her notcbook: and glauoed at lum ‘Well George you
never have been much for- department meetmgs anyway You sure 1t was the )

= heaters

] “Now L'nnly Dont seold 1 told- you I tummg over anew: leaf tlns ye'\r o

T'm going to be-a-model 1 member of the department No rebelhons Just sweet- ]
-ness and light” ~ - -7 - .

-Miss Jones made no- comment After ‘a. pause she saxd "I hope they get:

7 started ‘on-time this momning. Tve a_great deal to do.” She waved- to Tom

Flaunery, adjusted her skirt, and doodled:in her- notebook. - -
“Good morning, staff.” The -voice of the principal, Mr. Novatney, came too

' loudly over the auditorium speakers The feedback squealed and caused hrm
~to jump ‘back; but the noise quieted the babble. - -~ -

_ “Thismorning, we're-going to-begin- takmg a look at the sub)ect of our
mservice program this year, behavioral- objectlves That's B.O.s for short.” Mr.

~ Novatney chuckled to himself, hopmg to bnng the audxcnce along w1th his

humor. The:silence deepened. :

“I'm. happy to introduce to- you- today Mr.. Frank McNemar, a systems
expert_from the Endotion” Corporation who- will-be this year’s- continuing
consultant in- our inservice program. For years, ‘Mr. McNemar was associated
with the departments of psychology and ‘education ‘at the state univeisity
where ‘he-was associate professor. Many of you know hun and although he

_ 3

N lt Was- only 9 00 am., and already the September heat began to creep
T back into_the auditorium. -
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- - one of the important educators of this region. ) I
- “During the coming months, Mr, McNemar will speak to us several times
at faculty meetings but will spend most of his time with us in meetings at the
department level and, frequently, in conversations with individual teachers.”
Mr. Novatney-sipped-from a- glass at the side-of the lectern. “As youall -

"has-now gone into consultant work in private industry, we still count him as

~know, ladies and gentlemen of the-faculty, this past year was not a-pleasant

-one in-terms of our relationship-with-our community, I need not review the _
-, events-of the year, but:you'll-agree with-me that the issu
" _to pass was perhaps’ the culminating-event.

perh i e Board of Education’s analysis -

 ledto aconclusxonthatthepeoplewantewdenceofbettereducatxonbefore B |

- theyl give us more moncy, The Board has asked.
instructional. process some-of the m *

" military for planning and layin

- ments S S L

* - -“Inthe systems approach, which-Mr. McNemar-is going to help us to-

- understand ‘and apply, the first-step is usnally the specification of hehavioral

has asked us to-begin to-apply tothe - -
odes:that-are used_in-industry and the.
our objectives and assessing our achieve. -

'ﬁobj@vesféﬁ;g@éﬁ@i,,valiiﬁph? escribe in - concrete, measurable terms that
_which we are seeking to attain T EN T s s T

" “I won't-take ‘Mr. McNemar's time,-but hketosaythatltwouldbe o

easy to misinterpret the Board of Education’s action in recommending that -
-~ We apply-the systems-approach-to-our -instriiction. It s not, as tumored, an
. - attempt to save-money. If anything, the application of the systems approach -
_may-cost more; For my-part, T-would like to.stress- that-we are after greater

 clarity- of _our. goals, more: cubstantial individualization of- instruction, and
- ultimately'a better education for our boys and-girls. -~ -~ - - . -~

. -“Now Td like- you to meet Mr. McNemar, who will address us on the
~ significance of behavioral objectives to-modem app;oaches to-instruction, Mr.
. -A polite smattering of applausc crept across the -auditorium, Miss Jones’
- - back, beginning to perspire, objected:to the prickliness of the velour back on
_ the ancient-auditorium seat. She sat slightly forward and watched-the speaker
- move toward the lectern; a slender man, about fifty, gray-haired, strangely
cool-looking despite the heat of the stage lights,. . -

“Thank you, Mr. Novatney. It’s a-pleasure to be with you, and if Icould do

something about -the -temperature. to- make your introduction to the systems
approach more pleasant, 'd-do s0. So, I'll take a second tack bound to give

relief from the heat. Ill be as brief us possible, - - -

e failure-of the bond issue - -

S Ly I R i e § Ao
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“Before I begin, I'll mention the paperback which was distributed to you-as
o -~ you entered. Mr. Mager's little book! can be called the. primer in writing-
o instructional objectives, or as I prefer to call them, behavioral objectives. It
i is a programed - textbook for teachers—actually it was first written for teachers - ] . o
_- -of -vocational- sub]ects—and -aims_at the how-of writing-objectives. Beforeowr = -~ -§ - - - - ‘- -
- mext-meeting ‘on the 14th, T hope you will read and-discuss thislittle-book. Tt~ .- § -~ ~ -~
is well-written and-is-a-good -program-of its-type.-We'll-discuss-the matter of
how to- wnte ob]ectr on the- 14th and agam on—the 2lst ’,All nght, s0- much
“forthat. = <. i - -
- ~“Today;" however, it-is - more: nnportant that we look at the questron of why . g o
o 'Why is-there -such a widespread -call for writing-objectivesof -instruction in e
"~ the behavioral mode? “All-the way -from_ medi ed™school districts-like - '
yours, - through - the state- -department. -of education; tothe various  agencies
- “concerned - with education in Washmgton, “there ‘is an- extensive and diligent -
- -effort:to- descnbe educatmn ‘in-n-new-mode; that is, by describing both-its: goals
and its-outcomes.as a very Iarge,set of behavrors whrch taken together, constl- T
* ~tute'a.definition of the-educated person. =~ - . i e
- “But, the reasonable -questioner asks; why behavrors? What ]ustlﬁes thxs R S a
) shift of concern from-qualities of 'the. mdmdual that we seek-to'engender, toa 3 EEEIEE.
- style which talks about human learmng as- behavrors?” Mr- McNemar paused [ R e :
" to mop his’brow. - ' B S
“Human bemgs behave, : he contmued “No questlon about ‘it From the B T
first cry- at birth to ‘the death-rattle, humans- exhibit- an -enormousarray- of SR SR
actions which:can be(andare) -called behaviors. The actions we don’t’ like
_ are called misbehaviors, but for some:reason we havz drﬂiculty labehng ‘the .
- things we do like-as behavrors We. much prefer to call them Iearnings, out- : o
comes, or proficiencies. = . - S B
- “The -act of looking at- the behavrors ‘of - ammate and mammate things has
been the hallmark of science_ever:since Copermcus had the effrontery to sug-
gest that the earth was not-the center of the universe. The physical sciences
-have  long depended on acute and technically proficient observations and
descriptions of behaviors. The social-sciences—much younger but nonetheless
"assured—have for half a century put great faith in acquiring-enormous quanti- - -
ties of data as the basis for- predxction and, somehmes, manlpulation of socia]
structures

. 1 Rgl;;x;t Mager, -Preparing Imtructlonal Obiecttves {Palo Alto Fearon Publishers,
nc,, 1
e See the paper by Sue M. Brett in Part II Df this monograph
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“It is probably mevrtable that a socrety whrch is as much aﬁected by -
- science as is America-should ask: Is not the'school an instrument by which the
. society seeks to_affect the behavior of its students? If so, what are the behaviors -

i ] R - which are sought as a consequence-of schooling? Are the" presént means of

producmg those_behaviors_in children as efficient as _possible?”Are there other

‘waysthat will work better? Is: schoolmg, after all,-really working? How:dowe ~
- knowif-we do not. measure-the results with- any ‘precision? How-can_science
- improve the productive capacity of the-school-as “it-has 1mproved -the output' o

_ of factory, farm; systems- offcommumcatron,r travel, and even scholarly inquiry
- through- the apphcahon 0 scxentrﬁc—*
mentP” - -

* ~you-don’t ‘know in- “objective terms- what'w‘n e after, you ‘can’t. .improve your
- efficiency of- gettmg it.” You. are-doowed- to- ‘stumble- around hoplng agamst
- hope that you'll finally arrive, and never really knowing; -

at _the present_educational : system “which seeks such classic but nebulous-goals
as cltlzenshlp and ‘worthy use-of leisure hmc or ‘health What, they ask in
the name of heaven do.those terms ‘mean?

“Or, to bnng -the d1scusslon closer to home, what do we- mcan ‘when we

. 7 -the role of-history -in the life” of Western man, or ‘The student should be a
e creative, self-actualizing person’? -

g - - “The more temperate of the systems authorrtres wrll calmly say: T couldn’ -

agree-more with what you appear-to-be after. But will you help me translate

e the abstract objective into concrete, behavioral objectives?

L ] “Recently I posed this-questic nto a teacher in a district not far from here
"=~~~ The teacher—as I recall, she taught social- studies=didn't believe that her

question another way. Do you know-any- -creative, - self-actuahzmg people?’
““Welll’ she huffed at me. ‘Of course I do, don’t you? -

“I 1gnored her knife edge and continued. ‘Miss X, what does the creahve,

say,-T want the sludent to respond to hterature,’ T want_him to understand’

systematrc :planmng and manage-::' -

‘Mr. McNemar paused The wordfsystem isa. cnhcal factor in- t}us set of =
- - -questions:—For -the answer -to_the" malter of efficiency—from-rockets to ruta- :
} bagas—rs, “we- beheve, “the -efficient _use of ‘human - intelligence - through a -
- “systems” approach to- production. problems “And:in efforts. toapply. intelligence:
- to-these problems,-a listing of- specific and:measurable outcomes is essential. If

) “Those who ‘espouse- systems-approaches-in- educauon qulte naturally must o
- 'haVe goals, and they. must have the. goals stated in-such afashion that one can"
_ know when the-goal has ‘been attained.-Systems-experts_tend-to be dismayed -

objectives were abstract atall.-But I persisted. I said, ‘Miss X, let me try the

. « LT
o e YV BN 5, Seorh
[ . o
. | " .
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o S self-actualizing person-do? I mean how does he characteristically talk with

SRR others; treat his wife and family, participate in the-community, face problems, -
use his leisure time, or carry out hls work at- the ofﬁoe? In short, how do you
know him when'you see him? -

“I needn’t-pretend: that I- made much progress MlSS X heard the: bell for - ---
her-fourth™ hour;: gathered= -up- “her~books -and “papers,- fluffed her hair, ‘and. -
skewered me with-a stare. ‘Well,”she said, if T-have to explain-such things to -

_ you; it's-apparent we'll-never: be ‘able-to write- behavxoral ob]ectwes, wrll we?’ IR
"~ With that she departed. =~ -~ : -
"“Now,_maybe I caught MISS X— on ’bad day, but: later that aftemoon I o
visited-her -class and- observed” afterward;:that her: objectxves ‘had been to- be, R S
sure- that students. learned the names of the. presldents and their dates of office - - Bt

_in-order and to.come to appreciate what our forefathers haddoneforus. = - - - . b oo

“For the life of ‘me-I couldn't: figure out-the- relation between her ob)ectzves T
in the-class'period-and ‘the ultimate-goal of developmg a_creative, self-actualiz= -~
ing percon:- The’ point- of: this~story -is that ‘there is- “often-- a very: “wide gap. -~ -

- between what we-say our-objectives are -and: what happens in our-classrooms. = - - _
- -One-observer has- pomted out that-it is-not uncommon-for-classroom events - -
to be-aimed apparently at precxsely opposite goals from those we: profess in o
- ’thecumculumgmdes s :
- 7 “Well-formulated and well-thought- at: behavxoral ob]ectwes serve’ mstruc-f' g
: - tron by reducing this gap:between  what we do- and what we say we want-to. =
- -do. For the-behavioral- ob)ectwe is-written 'thfsuch specificity and exrsts S0 -
intrinsically in our-daily plans, that we ~annot escape its guidance.” -~~~ ~: -
‘Mr.McNemar-loosened-his-necktie- and_collar. “I- thinkthat’s: perhaps all
for now. When we.meet on-the 14th, we'll take up-the matter of: how one writes
‘behavioral - objechves “This “dves -not -mean-that the .why has- been“fully an-
swered, Not only is why a- critical-matter, it is- probably one-that cannot be
dealt with in a large meeting, It's enough to-say that in the'coming weeks we o
will continue to consider the matter of - why, and I look forward to these dis- -
cussions with you, Thank you” - - - -
The applause at the end of his- remarks was stronger than at the begmmng, CeTI
‘and Miss Jones wasn’t quite sure whether the cause was- enthusiasm for his S P
ideas or for his appreciation-of the audience’s discomfort. ) ¢ e TR
In a_moment, Mr. Novatney- waved-everyone to- the refreshment tables . ' o
which were humanely stocked with chilled soft drinks. - - -

3 See the paper by-James Hoetker in Part 11 of this- monograph
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;and fortha'little: -~ _ 3 PP R
- “At-our- first meetmg in’ September, I talke’ ,wrth you about the: purposes -

At precxsely 3 45 Mr Novatney opened the faculty meetmg All actmtxes
after-school had. been cancelled. (“Even- football,” mused-Miss:Jones. T “don’t -
think I've ever seén such-a-large- gathering at-a faculty- meetmg Hmmm.”) .
“Mr: Novatney spoke. “Ladies and - gentlemen, I-feel we're really- begmnmg
to:bite into. this-behavioral- ob;ectxves task. Several of -you-have relayed-to_me
your- dlsoomfort about-a ‘number- of aspects- of the pro;ect. AndT've relayed*

E them :to ‘Mr. McNemar: “Since - “you _now. lmow h1m personally, I’ll slup the R
—mtroductxons and let hirm get at-your questions.” "~ - -

'Mr.-McNemar sat- “on-one- offthe lounge tables and swung hrs legs back

of such a: style of phrasing objectives.. I'd “like:to take up.that question- again. -
today by- way. of consrdenng the matter o 'the ent1re framework of the systems
approach.- . - e

-“I feel. safe in- saymg that each person in thxs room has the desxre to- reach
that ultimate state which-education-has professed for a-hundred- years but has

" ot reached: that s, mdmduahzed instruction.t We all recognize the futility

of teaching something. to-a-person-who already “knows what we:want him-to-
learn, or the- reverse,- teachmg somethmg to someone wholacks_the ‘tools or
background -for learning . the new-idea orskill.“When we tell a° group of

students something, we- ‘make-substantial-assumptions ‘about the appropriate-

ness of the information for them in thelr present condition. A good- part of the
class is not- ready for what we're saying; another part has already known it
for some time. Fortunately, youngsters-are conditioned to be patient with these
practices, and-our mefﬁcrency as teachers goes largely unnoticed.

* 4 See the paper by John' Flanagan in Part 11 of this monograph B -

9




. _ - .10~ ~ ON WRITING BEHAVIORAL OBJECTIVES )
“The new ‘conception of education—some like to wll it the education of

the future=—is that education should be individually. tailored to the needs, the
readiness, and the interest patterns of individual students. A method of mass
instruction such -as lecturing, as you realize, doés not - facilitate -this sort of-
,erndw;duahzahon In-an-ideal-situation,-the 1lesson for a- given-youngster will -
take -into-‘account “his level " *attaxnment ‘in the sub]ect the prob]ems -he”
ally- encounters_in learmng 1t the'—

h w,ofdinar,ily :

- dfof d;vxduahzed 'nstrucuon, has ‘to do two thmgs. first, it must
‘definition of what i
comphsh phrased -terms gs-the student-is-supposed-to-be able to-do.
It is-necessary: that these be stated in- behavxoral terms, for it-is. only when the

. - “Secondly j—the systems approach requu'es that “the: work “be so- arranrred

~ - -that-each student a ording-to-his-energy and-skill ‘and -also- according:to- hxs
interests can -choose-( or -be_ aided-in choosing)- the next: un1t of work to be
undertaken;: Thus, the- classroom wou Id-rarely-be- ce
at-once were —proecedin'g? | i {

]eamxng 2 Lo i

~ “Now,. behavxoral objectlves are the key to. the system What the teacher :
doesis of-course- pertinent to learmng, ‘but'the teacher's- actlons are not student
learning: The_school is.concerned: about ]earmng, “and ‘exposure of students
to-a certain subject matter by the teacher may be- ‘teaching, but it is not
necessarily-learning,” That i is, ‘there may be little or no relation between-what
the teacher does and what an-individual youngster- ‘may learn;-So we car’t Took
at-the teacher to: detenmne what leammg has transplred We have to- ]ook at
the student. =~ = -

" “And-how do we look at the student? We have no. access-to his mxnd We
can only tell'when he-haslearned by looking at what he does. He can. write
- ‘words, he can speak, -he can. manipulate a_ machme, hé can make somethxng,
he can not do something (for ‘example: drop-his books at. precisely 10:03), or
thousands of other actions. But the cntxcal thmg to note is- that he does some-
thing.s : -

-_ 5See the paper by Lois Caﬂ'yn in Part II of this monograph
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. systems apptoach< It is based- upon the- notxon that people ought"

~ OCTOBER -

“When he-does somethmé upon request and accordnng to a measurable

- criterion; we then know that he has learned. If we really want to be precise,

we -can _find out before he studies whether he can already do_the thing we
‘want him- to do. It is, of course, more than’ possxble, isn’t it, that the student

-can already write-a business letter, and-do it-well. beforewe start him off-ona ~ . -
is to g1Ve him- some-’ CL

unit on letter. wntmg? TIf he- can, the human’ ’thmg to-do
thmg else-todo of more value. -~ - ==
““That’s-the-essence- of—the systems -appr 1 1S ]
want “the leamner to-be-able_ to do;-test- him to- ﬁnd out whether*he*can already,r
do it; if he_can't; give him i instruction that:he can go through as efficiently and

rapidly-as-he is-able; and then test to-see ‘whether:he can do 1t.,There s'nothmg S .

exotic about the systems approacht it’s just common se ]
~“On “the -other~hand, it “appears -nonsensical to roceed, as- though a]l ’

—students are_equally unable o—wnte 2 busmessfletter, 1

‘same -program- of instruction; and then- S

quence-of- mstructxon they wxll

ful. This:is to say that-a student should: study_ only that which he- 1sfready for.
It does not mean ‘he would:study that whxch;he already knows. It means: ‘he

of: the instruction- orthe fault of-the. prescnptlon ~(that is, the selectlon of the,,
leammg task)-that wasgiven to him.~ =
* - “So this is- the: ‘goal: mdwxduahzed:—mstructxon somethmg everybody—f
wants; but ‘which no-school-has_yet achieved. The systems-approach-is, I-am

_~convinced,- -the_only- practxcable way-to get:i ‘it And:the systems approach is -

critically - “dependent upon -your-stating - your: ob]ectxves -in” behavioral -terms.

- Without behavioral objectives,- there is no way to individualize. instriction,

for there is no way-to-know when one" ob]echve has been reached and when 7

- thenext one'should be sought after™ -~ = :

Mr. McNemar paused and- stood up, “Now, we've- got about twenty min-
utes.-T'd like to hear some of- your questions. This-is one ‘way T-have of-testing
whet;er I'm communicating.- You've probably already noted that I'm violating
the systems approach-by- talking-with you-in-a_ _group. Obviously;: not all of
you are-at the same readmess for what I've had-to 0 say. Queshomng and inter-

T

glye all students the s E

He is not supposed to,faxl:senously at any time. If ‘he -doés” fail, itis s the- fault, -
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12 - . ON wmnNc BEEAVIORAL OBJE(mVEs;

~ action are one way of mdmduahzmg mstrucuon but they’re not a very good'
] substitute. Anyway, let’s hear your questions.” -

Mrs. Horgan, the business teacher, couldn’t stand the silence and ralsed her

: " hand. “Mr. McNemar. I'wasn't here last week when you described what'a:
. behavioral- ob]ecuve looks lnke 7Coul ‘review-that briefly? I thmk tl:..rei—:i .

BN 51hstructzonal ob]ectlve. To.the: behayloral goal we add the ﬁmt and tlurd parts l
.- The mstruchonal ob]ectlve Tooks like thiss -~ o

Clven a column of the student is. able* - 95% of the hme
four. 3-place f'j, f: “to: add the column a.nd R

numerals

o In a real sense, the part of the ob]ectlve atthe left descnbes the test condmons -
r that with whichthe student mustdeal or-to
== which. he-must respond. At“th _right-is- ‘what-is-called the - quahty criterion,
- Notice -that ‘the- _quality - criterion- is- very" hxgh ‘While 70 percent-may be-the

You might call:it. the stimulus,’

separation-point inschool -grades between-pass-and-fail, the criterion-level in

an mstruchonal ob]echve is: usually qmte lngh Thxs snnply reﬂects the desu'e - -

S of course, be too high, for each of any set of educated adults will make an

occasional_error; but 70 percent is far too low to represent mastery of an

xmportant slull like addmon -

“Later on -this semester ‘we’ll be wntmg behavmral objectives for your
subjects, and-we'll. be able to take-a- detailed look at- the style of wntmg that
is required in particular 1 fields. For now; that's the essence.”. -

Mr. Flannery, the art teacher, waved his hand- speculahvely “Let me take
a crack at writing an ob]ectlve by way of askmg -a question, That O.K.?”

“Sure.
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“OK. How’ s this one? ‘leen “four palntrngs by Degas, the student will be
able to-appreciate French painting 95 percert of the time.’” A vague guan
arose from-one comer of the room. No one-else stirred.

Mr. McNemar-smiled. “Nice_ try. You've got all the parts of the mstruc-
tlonal ob;ectlve there.- But. Jet’s-look-at- the nuddle and partlcularly the word

. )ectlvec m ﬁelds concemed wxfthaesthetlcs—-such as- art, muslc, and’hterature
- ———McNemar glanced bneﬂy at MlSS ]ones who -had stopped:grading papers. -

:ipamtrng, ora- record whxch

- and look at; read; or hsten to aworkP- erl he spend ‘s money for an example -
. -of -the thing- he- appreclates? ‘Will-he-recommend. the qiwork to-other “people
with enthusiasm? Given, to -use -your ‘example, ‘a-painting by Degas and ‘a

pamtmg by Winslow Homer; will he chooseto-look at the Degas?~ ~ = -

- “In- other- words;”" con.inued: ‘Mr.. McNemar, what does” appreciate mean?. T

I'm sure you know what you-mean; and:I'm_sure-that gi--en-time to ponder
- the matter you could translate the-term into-observable . ehaviors-which-you
“could:observe and record; If-such translation is not done; then you-and-I have
no basis for saying that appreclatlon has been attained, do-weP”. - -
~ ~~Mr. Flannery- looked pensrve, but Sald notlung, and gave his mustache
a tentative twist, - -
"~ “Anyone else?” Mr McNemar walted : < -

“Yes,” rumbled the voice~of-Don- Demson, the football coach “I dont see
what all the-flap is- about “These behavioral objectives are notlung new. We've
been:breaking big moves-into small moves and training kids-in them for years.
That's how- we win ball games. -Fundamentals. If a-boy’s not-doing well on -
tackling, we analyze what he does-and-decide which. smaller part of the act. -
of tackling he’s failing in. Then we teachhim to do that.”-

“Good observation, Coach. The analysis you do-and” the teachmg of sub-
skills leading:to larger-skills is-an essential part of instruction-in the systems
approach. What's newis that the question is being asked of -academic-areas
for perhaps-the first time. What is it that-you expect - the student to do? In
football or basketball, it’s really rather clear what the student is to do, and the

irtroublesome because 1t does not -

i rt mean “that- he wrll ‘say that he — °
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- -work is clearly observable. Either he does it or he doesn't. But_in academics

there is a greater degree of” covert—that s, “hidden—behavior; and were

simply not used to the notion that thought has-consequences in behavior.”
““Well, it sure ought to. What's the use of thinking-if -you don’t ever do

- anything about your thoughts?”

~_Mr. MoNemar rubbed his:terples. “Well, I wish T had an casy answer to-
that. T think we-both-have-to-grant that some students who.do-quite a bit of
- thinking -apparently don’t- always: want:to ‘say or-do-something which reveals

~ the quality. of their thought. But, leaving that-problem aside, I have to agree
~ with-you, Coach, that thought of any significance should have consequences.
- in-behavior.” Otherwise, T'm “afraid that  education. in " thinking “would- be
meaningless” < - - .o o =0 oo e

‘Mz Malone, from social studies, sucked sharply on his pipe. “Mr. McNemar,

1 teach American history, and I expect my students to have good factual

information onpersons, places,.and ‘events. I expect this because- the parents

- expect it-and:because I-think ifs mportant-for kids-to kuow where they-are-

in time and who has made contributions to the world within-which they

operate. A ot of people in my department don’t share “my feelings on the

importance of facts. T kind of like this idea of behavioral objectives; i's specific
‘and lends-itself to teaching-and- testing-for facts and basic -understandings. I
think-we've needed this sort- of :thing-for- “Jong time. Without facts, social
":stuaies!isjglfetty;wabljy;’?; e

-~ Mr..McNemar rubbed his temples again, “Yes, I'can see how you mightbe

attracted in-this way. But as a-systems.person I'm forced to wonder a bit about -
- the place-of facts. What is-it-that- facts are:supposed to-lead to? I don't think
_ merely knowing or being able-to recite facts is-what you want. You mentioned-
during yoar

“question something about knowing where they are in time.’

“Right”- . . . - - -
“In other words, you might want students to be-able-to write o state how

a given present event relates to earlier events of significance in history. If that
is so, then' learning facts is, in itself, of little direct significance but is a type of
objective that lends itself- to a more advanced-objective. This, of course, is a
-common problem inobjective writing: knowing what a given objective of a
fairly narrow sort relates to. - o e o -
~ “Current events work is the ordinary place where these stimulations of the
desired behavior can be tested, and I'd say that in such activities you can begin

‘to know if the student can apply his knowledge to interpretation, This behavior -

- -

ity
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is probably close to the behavmr you seek.” Mr. Malone sucked on his pipe 7

and looked annoyed.
Mr. McNemar glanced-at his watch, “I- guess it's .
_“Just-a-minute.” The voice was Miss Jones’ clear s1b11ant specch “Let me’

understand this-matter ‘of levels-of objectives. I've-read one report ‘which- -

indicates- that -it is ‘perfectly -proper to- state- an-objective in-abstract -terms, . -
- -such as ‘Worthy Use of Leisure Time;" ® and t
_~ more-concrete, observable level. “Then “you' can ‘move to the level ‘which—

:move from that level to the -

describes. behaviors- that a-third grader;-a fifth grader, and so on-should ‘be -

able-and possibly reasonably perfect as a procedure.” Miss Jones-smiled at his-

- metathesis. “Well, I-think that’s-all the ‘time we._have today. I'll-be lookmg
“forward to meeting with you-in:your: department meetings. during- the coming -
~ ‘weeks. There’s a great-deal of thinking and talking to do-before we set down:

the objectives- for. your disciplines. This is not:easy work-nor. ccan it be hurried.

There are. avallable hsts of behavmral objechves wh1ch can- be adapted for- .

efforts” -~

- Mr. Novatney arose to thank Mr McNemar and the faculty for the inter-

esting- discussion, made a féw announcements:bearing-on- school procedures,

) welcomed a new teacher, and dlsmlssed the faculty meetlng

8 See the paper by 7. N Hook in Part I of this monograph

- -able to do-which:approximates some form of the ﬁnal or-as you's -said- termnnal -
- behavxor ‘Havel got thatright?” -~ =
- Mr.-McNemar wound his watch and smlled “Yes Thats perfectly reason-

o and yoiur - own pomts of stress - that are. pertment to- yom' own styles and- to
__ your students’ needs. So-there’s: work-to be done, and I feel gratified that your. .
: admmlsh'ahon is puttlng the t1me and facxhtzes of the- system behnnd your -

7 James Popham-and others have prepared:sets_ of behavml‘al objechves in language =

arts and other subjects for a-computer “bank.” Write to UCLA Center_for the Study of
Evaldation, ‘University of California_at™Los Angeles (Los Angeles, California 90024) for-
a price list and descriptive brochtire;

=




sts ]ones frowned at- the | paper in front of her “Mr McN emar, I m realIy

- ftrymg to-understand'and cooperate with what you're trymg to do But, frankly, 7

this sort of thing doesn’t make sense for. Enghsh S
."McNemar shifted uneasily, “How.so?” - :
““This is a-humanistic study. We're véry much concemed with- what people

" believe-and: how - they feel. I-try-to translate that- type of ob;ectxve into be-

haviors and I run into-all sorts of troubles” = -
Mr. McNemar rubbed- his- temples bneﬂy “The student is expected to- wnte )

7 ~ inthe Enghsh class, xsnt he?”

“Of course.” - - - T P
~ “And isn’t that a- behavxor? I mean- wntmg is a behavmr, lsnt u? I dont

- think thatisa feelmg or a belief.”

““Well, yes.” That's true, Of coursé: hls wntmg will be a little drab 1f it

* doesn’t reflect his feelings or beliefs.” -

Mr. McNemar said nothing. for a rrroment “Well what- else is there in
English? Spelhng, capitalization, punctuation, manuscript-format, handwriting
—those. are- all- behaviors. And T think we'd agree that they serve a larger

~ behavior, that of composition. Allnght?"

Miss Jones nodded. “I suppose.”

“And these mechanical skills, since they're behavxors of an observable,
measurable type, can be listed as behavioral objectives. They can be taught,
they can be learned, and- they are part-of Enghsh Do you agree?”

“Yes, of course. They are part of English and they are measurable. But it -

‘would be a terrible mistake to confuse the learning of mechanics with the

essence of English teaching: Am I to understand that you equate English w1th

 the learning of the mechanics-of composmon?"

17
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~ to-objective- measurement” - -~ - oo o
Mr. -‘McNemar touched -his fingertips - together -in- an-arch-and -gazed-at
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Mr. McNemar twisted slightly m his chair. “No, of course not. I'm merely
trying to establish the point that-behavioral objectives do have a place in the
English curriculum. You started out by saying that they don’t make- sense
for English,” - - - - T :

-~ “Allright; T grant that the:ré?séem;tb;;ibé; jsbﬁé;éspéb'tfsiof;rEﬁgliSli “which

lend themselves to- objective measure and-perception: as behaviors. But thats - -
a lqnggiwéfyifrpm?sgiingifﬂlatiall,Qr;é\féri;ailargé—pa;‘tbfﬂiesgbjéct is-amenable -

them speculatively. Miss Jones gazed-out toward the-football practice field -
where “long-shadows  partly hid -the -figures -of “the “helmeted players. “The
playing fields of Eton,” she murmured toherself, - -~ -7

- - “Pardon?” said -Mr. McNemar:~ - -

“Oh, nothing, Just a little whimsy.” She smiled at Mr. McNemar. “I was ~ _
just daydreaning a bit and thought-of a line of poetry. The line triggered an =~
idea about.some of thé boys in- my-classes-who are-outthere on the field. I- - _

~took a_little twinge- of -pleasure-in-being clever-and I think I understood the

boys a littlebetter for having thought the thought” - =

R Mi‘.,MéNemaf'gazediaiig'hér,r puzzled. “Yes,” he said, flat and itcfnéiéss. e

Hesitant, . -

“Don’t_you e\}ei' do t};aft sort of thihg?—‘]usrti look at somethmg, é;jp:y'it,,

think of something else. -And-then feel-you-understand it better for having’
thought?” - o - o -

- “Of course. Why do you ask?” - - A -

"Miss Jones stood and-walked toward: the window. “Well, that'’s what I've-
been talking about. To a degree, that's English. Trying to understand and -
appreciate, not just literature but also lifé and some of its nystery, its pattern.
Understanding what we ourselves are made of.” -~ S

- Mr. McNemar began -rubbing his temples. Miss Jores noticed the move- .
ment and laughed, gently. “I-know, you think I'm. getting fuzzy-again, Maybe
I.am, But the point I'm trying to make is that I have done something. Ordi-
narily I wouldn’t tell you what I did because there would-be no need. But 1
wanted to show that people think and reflect and grow in understonding, but
they don’t necessarily do anything that ancther person can observe.”

McNemar leaned forward. “Yes, but. . .” N o -

“No, wait a minute. Let me finish,” Miss Jones gripped her hands together,
tense. “This whole matter of reflection and seeing interrelationships is essential
in the work in English. We don't teach literature so that kids can pass-tests. We

g Al P ;
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- use hterature as a means whereby the students can better understand them-
selves and their lives through studying the lives and events in the lives of L
others. And only a small-part-of this understanding is supposed to mamfest o
itself -in_observable. action, at-least while they’re in the English classroom.” .- -
e ~She-looked again- out_the-window. “No. As:soon-as we ask-them what ‘it
T2 is that they feel or beheve, they get coy and € what they thmk we want

S

.
Mo A rheald,
|

_teachers or-evenp
- theylhtell” - - i ::

-McNemar- broke in, “Mlss ]ones, T:don’t see; any conﬂxct I agree thh you :
completely that-those are important_educational goals. T'm not sure theyre= -
the exclusive province of the-English-department. Mayke: they belong to-the =~

—whole school -or even. the whole socxety But thores no doubt in my mmd that

, ,, ol
' ot ot
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- theseare “important objectxveé
~ -~ *“I don't think you heard: what I Sald ;Mr McNemar I smd that we dont
have the fondest hope of ﬁndmg out what such- learmngs are, even if we' want
toﬁnueut. R :
- - “What-you mean is, I gather, that you concentrate on: carrymg out certaln
i types of activity-in the- classroom that you hope wxll lead to the acqulsmon of
certain values and beliefs” -~ - =
“No, not- really, If I knew what the perfect values and behefs were, Id
try to mculcate them,l suppose ‘But it’s muchmore accurate-to say that we ~ -
carry. on_certain- activities in-hope - that students will test their beliefs and-
values against other-sets-of- personal | ‘beliefs and- v:lues. We-hope that they -
will then determine their own tested -values and beliefs as a consequence of--
the activities. But-the main point is-that there’s no way-I know of to determine- :
' ob]ecnvely whether they have acquired a set of tested values and beliefs. And- JR
~ - that's our problem, yours and mise.. .The ob]ectxve appraisal of the results of :
instruction.” 8- ’
Mr. McNemar tumed in his chalr and stared at the floor. So, as you see it,
the problem is one essenhally of the measurerent of the objectives yau seek.”
“Yes, I think-so.” Miss Jones-tumed away from the window. “There are,
of course, people who are afraid of the idea of- objective measurement of their
efforts. The-idea is so new that they’re a bit terrified, but in my own case and

- 3See the paper by Alan C. Purves in Past It of this monograph
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in the case of most of our faculty, that's not the problem. We just feel that it’s
impossible to judge whether important learning-has transpired. Put in the
vaguest of terms, I suppose, we're after growth of our students as human
beings—responsive, concerned, thought-prone, action-capable, warm, loving
~ and...well, I'msure you know whatImean”s: - .

" “McNemar pressed his finger-tips-together. “Miss_Jones, let's go back to the

o _ problem L touched-on fin'rthefﬁrs’tf—meeting”—in’lSéptembérE*Ybu’?é—stéted: that

you're seeking a -certain type of person-through the study-of language and
literature. I believe you agree with my nameless Miss X and “call her the

creative and self-actualizing person. Is that about right?”
“.es. LLuse various terms, but Miss Xs. terms-will do.” g -

“All right. And T'm sympathetic to your objective, though my sympathy is
irrelevant in a technical sense. You see, -T'm supposed to-be, in my-work, non-
valuing; that is, I do not wish to set goals but to help people in local situations

] 7 realize their goals more fully, -

- “But leaving-that aside, I can only generally understand what you mean
"by ‘creative and self-actualizing.’ I hope you understand my problem; and
perhaps my problem is shared by many others, including perhaps your stu-
dents, If there’s no way of telling when a student has arrived-or made_progress
toward such a goal, might it not be a little less than edifying to the student to
come to the end of the year’s work and not be sure he’s gotten anywhere?”
Miss Jones said nothing, again gazing out of the window. : T

“Wouldn't it be helpful for one and all,” McNemar continued, “if we could’
establish objective criteria that would assure the student that he had made -
progress and assure the teacher that he had accomplished what he had set -

out to-do? For example, if the goal of instruction was, in part, that the student
would be able to write descriptive paragraphs to a satisfying degree of quality,
wouldn’t both student and teacher feel pleased if they had evidence that real

progress had been made? Wouldnt this have benecial effects on both .

parties?” He paused for Miss Jones’ response. .

She turned. “Well, there you've returned once again to the level of skill,
Mr. McNemar. And that’s what I'm particularly afraid of. Systems people, in
their desire to provide evidence of growth through objective evaluation,
threaten what is really important in the objectives of the English program.
I'm a0t saying that skill in descriptive writing is not important, The danger
is that in concentrating on skills and perhaps on the acquisition of facts about
English, you'll end up distorting the curriculum. Followed to its logical end,

the skills and facts emphasis you seem to be espousing would completely
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- - eliminate steps to develop the affective side of the student. Isn't it true that
behavioral objectives are most readily written for the psychomotor and the
K cognitive side of human behavior?”
* “Yes, that's true. But it doesn’t mean-that ob]echves for the 'lﬂ’ectwe domain -
can’t be written; Grunted, they are more difficult to write.” : :
Miss Jones gave him a frowning smile. “But don’t you see, Mr. McNemarP
The people throughout the- school- are- writing -the - easy type of objectives:
for facts, skills, and the lower levels of Bloom’s taxonomy.? Already we have
written thousands of objectives, and they barely rise above the simplest sort. o
The administration and many of the faculty are anxicus to get the system ’ ) - .
moving and begin teaching toward -behavioral objectives. And yet; here we -
sit, -acknowledging that-the higher level objectives are important but unable
to state them in-the form required. There’s the-danger I've been talking about.
We're on the verge of ending up with a sharply distorted English curriculum,
and the essence of the thing hasn’t been ‘written, maybe can’t be written.”
Miss Jones began pacing. “Even the easy objectives prickle with problems
of measurement. Teachers can’t even agree on the definition-of a satisfactory
paragraph. It'll take years to work out the wrinkles in that problem alone. In
the meantime, all our enefgy will be swung away from-ceitral concerns while
we struggle with more peripheral ones. I'm sorry if I seem agitated, but 'm
terribly worried, not about the program, or the department, or the faculty. I'm
worried about the kids! We'll be neglecting the most important part of the s
English program, and therefore what I think is the most important part of ]
their education, while we diddle with a high percentage of trivia. Don’t you i
agree? Don’t you see that the faculty is engaged in one huge effort at trivial-
ization- of the curriculum, writing thousands.of objectives about next-to-noth-
ing, simply because they are required to show how they w111 measure
outcomes?”
: McNemar teetered back in his chair. “Writing behavioral ob]ect.wes is a
- T difficult art, and we have to start somewhere, Miss Jones. Yes, there is a danger
- of trivialization, but the real danger is that you'll stop before the job is done.
Before you've written behuvioral objectives for the complete range of things
you're trying to do.”
- “Mr. McNemar, this is dreadful. You put the burden entirely on us. You
have come with a system for writing behavioral objectives and it seems to me
you have started us off on a primrose path. Yet you are not ready to supply

e 9 Benjamin S. Bloom, A Taxonomy of Educational Objectives: Handbook I: The Cog-
: nitive Domam (New York: David McKay Company, Inc., 1956) -
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22 ON WRITING BEHAVIORAL OBJECTIVES

help in writing objectives for what matters most, and you will go away long
before the task of writing those objectives is complete. I really feel that what
you're doing is sinful. There'll be acres of inconsequential behavioral objectives
written, and the heart of the matter will be gone. English will be a husk. The
school system will-look very mod,-and everyone will beat a path to our doors
to see how we did it.' And when they come, we'll have to force ourselves to
hide the fact that we're a sham. Instead of an educational institution we'll
‘have become a facts-and-skills factory, like a trade school. And we'll have

~ abandoned our central responsibility to the students.” -
“Whichis...?” o - - - .

“I've already-told you, Mr. McNemar. To help them become creative, self-
actualizing people, .to use Miss X’s phrase. People who care about others.
People who have courage. People who look upon-problems as opportunities.
People who are willing to keep an open mind on all points- of view but who
can make up their minds and take action when they've absorbed the facts
of situations. People who seek out quality in-artistic expression. People who
turn on to literary works, who get excited about life-and look at it optimistic-
ally. People who love others and help. them. People who constantly seek to
understand themselves better and develop ‘ways to improve them:slves

intellectually, socially, and emotionally. People who . . .”

" “Now you'e talking, Miss Jones.” McNemar swung forward on his chair
and pointed his finger at the department chairman. “Now you're defining the
creative self-actualizing person. You've given a listing of what that sort of
person does. It’s still at a relatively abstract level, but you're filling in the
details. You're telling me what-that person does, and that's the critical begin-
ning point. You've shifted from statements about the qualities or internal
states of people, and you've begun to describe what people do.”

Miss Jones twisted a pencil among her fingers. “How are we supposed to
measure those things? They don’t occur until years after schooling is over.
While they may occur during schooling, the real test comes years. later. It’s
nonsense to talk about writing behavioral objectives for the school years when
we don’t know the consequences of instruction until the student has been
away from us for years. Yet,-you talk as if we should be able to tell immedi.
ately whether instruction has had consequences in the behavior of the student.
There is simply no way to measure progress toward ‘hese objectives, and
these objectives are central to what we do.” Miss Jones paced more rapidly.
“Yes, Mr. McNemar, that’s the central issue. We have no tools, no means for
measuring these long-term objectives. I'm not a testing specialist, and I don't
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think anybody knows how to measure these important outcomes. You have
no right to require workaday English teachers to state how these objectives
are to be measured! And ahove all, you have no right to warp and distort
our curriculum by saymg or implying that if they can’t be measured, our
objectives_don’t-exist.” Miss Jones was red:faced and-breathing heavily.

Mr. McNemar wound his watch. “Look, Miss- Jones. It's getting late. Let me
leave a copy:- of this article with you.1® The author takes the view, and I agree,
that we have to admit we cannot know fully whether the behaviors we seek

can be known while youngsters-are in-school. Yet we have to know: whether

approximations of the desired behaviors have been attained. Otherwise we
have no idea how to alter our- practxces to get.as close as we possibly can to
the ultimate behaviors we seek. ™

~ “I think also that you and I are in agreement about the importance of
humanistic goals. Furthermore, it’s-extremely-important that you insist that I,
and other systems people, help-you to help students make progress toward
them. That they are not easy to describe in behavioral terms is beside the
point. The objectives™are real, and you should not settle for less. I justify
myself only if I can help you articulate what you mean; and I fail if I force
you to abandon your goals because of difficulties that this type of objective

raises. I’ve never intimated that a thorough job of writing behaviofal objectives -

would be easy. I appreciate your forcing these difficult questions. They're
important to me too.”
McNemar snapped his briefcase shut and ‘stood. “T'll be back. Next time

we meet, let’s talk about artlculatmg a more or less abstract objective, one per-

haps central to English instruction. Let’s try to get down on paper what that
objective means in behavioral terms. Do you have a suggestion of what we
might discuss?”

Miss Jones gathered a stack of themes and stuffed them into her purse.

~ “Yes,” she said. “Let’s think about the phrase ‘appreciate literature.’”

“All right, that sounds good to me. Lets both think about it. For now,
goodbye and thanks.”
“Goodbye till next time, Mr. McNemar.”

- Alone, Miss Jones broke the unnatural silence of the room by snapping off
the lights. She looked again at the football practice field where two boys
again and agair practiced the “long snap” from center to punter. Miss Jones
sighed, walked into the hall, and locked the door.

10 See the paper by Isabel Beck in Part II of this monograph.
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Tom Flannery wiped a smudge of putty from his wrist with a tattered cloth
and plopped into-the chair behind his desk. “You and I, ‘Emily—English and
art—we're in the same sort of boat in this situation. We're bedeviled by the
fact that the arguments for behavioral-objectives have a nice sort of logical
cor~istency. And if-we don’t think very carefully_about the outcomés of such

a system, we might go along, write a batch of behavioral objectives, teach

for them, and feel pretty good about the whole matter.” Flannery gazed
darkly at his fingernails.

“I don’t understand,” said Miss Jones. “I thought you were pumpirg for
behavioral objectives. Didn’t you say about two weeks ago that they were
applicable to artin some important ways?”

“Yes, I did. But that was two weeks ago. I grant that the whole process
has béen helpful to me. It’s helped me sort out my thinking about what it is
I want to achieve through art instruction. When I made the statement you
refer to, I was thihking about skills. You know. Shaping lines, choosing colors,
composing, mixing pigments and vehicles—that sort of thing. Those are very
clearly behaviors, and I could judge them. And I oould write acres of be-
havioral objectives for the skills in art.”

“But what happened? What changed your mind?”

Flannery smiled self-consciously. “I committed the sin of thinking about
the important terminal objectives, what it is that I want kids to be able to do
as the ultimate outcome of work in art. And you know what those proved to
be?”

Miss Jones asked impatiently, “No, what?”

“Nothing, I couldn’t say what the kids were to be able to do ten

years from now.”

25
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- don’t know?” - - 7 ) )
" Now Flarnery smiled and bent a paper-clip into a new form somewhat

26 ON WRITING BEHAVIdRAL OBJECTIVES

“Oh, c-ome now, Tom. You must have some idea what an artisticzUy edu-
cated person must be able to do. I'm right now having pretty -good luck
describing what a person trained in linguage and literature should be abls

to do.” She looked intently at Flannery to detect some whimsical sign. “You're

joking, Tom.” g

Flannery shook his head, slowly. “No, I had to_admit-fnally that I didn't

know. I had to face the absurdity of my present position, teaching kids without
any clear idea of what it-was that they were to be able-to do-ten years from

“now.”

He looked-intently at Miss Jones, “And you know \Vvhat?fEmily, you don’t
really know either what people are supposed to be able to-do ten-years from
now.” =~ ) - - -

“Why, I do too. People are going to have to be able to write and speak,
to be able to-read; to understand literature. All-that. What doyou mean, I

like a balanced triangle. “You're staying;pretty close to skills, aren’t you? Your

list is skill-centered.” -

Miss Jones pursed her lips in annoyance. B

“Look, Emily. When we state a_behavioral objective down the line—the
ultimate objective—we’re making a value judgment. We're saying that we
know what the adult of tomorrow is supposed to be able to do. That presumes
that what we do, or what our model man, perhaps, should be able to do is
good and that our description is of virtue accurate. I think it takes a lot of
nerve to say that what we've done is so all-fired good.”* My own view is that
things are in a pretty sad mess. We've got aggressiveness and war, materialism
and pollution, violence and pestilencz, noninvolvement and apathy, selfishness
and cupidity . ..” :

Miss Jones broke in, “Now, Tom, really. You know as well as I that the
schools have not aimed at those things. We've had our goals right, but our
failure is that we just haven’t known how to get at them properly. I'll admit
the world is far from perfect, but it’s not because we've lacked a perception
about where we ought to go. Surely you realize that.” ,

“In my better moments, yes, But all I'm trying to say is that in our percep-
tions of where we ought to be leading kids, we're very likely to be working

“from a model that is ten or fifteen years old. I'm saying we just don’t know

whether our model will work in conditions of the future. I'm saying that if

11 See the paper by Geoffrey Summerfield in Part II of this monograph.
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we freeze our conception and jam every kid into that mould, we may never -

get out of the perils we're in now, perils that seem to be getting worse by the
hour.” . i ] - '
“You mean that if we conceive of man in the images we now have, we may

~ get'even more.mired in-problems.” -

Flannery nodded. “Yes, and because T can’tpredxct or pl:égicﬁbe; with

certainty, T'm forced to allow an open-endedness about objectives and growth.

that-I'm afraid -wouldn’t satisfy_our systems friend. This is a classic sortof .

problem. When you analyze-present society-to find-out:what you should be
teachiny kids; you're probably ten years-out of date when you-begin- educat-

ing kids for those skills you think-they need now. And.after ten-years, the —
_skills you teach- them, the occupations-you prepared-them for, ‘maybe won't

exist. The vocational ed-people-are in the middle of that-box-all the time.”
“Well, all right. T admit that training for vocations is a -problem; but we're
not talking about that. We're talking about generalized skills, about under-
standings, about attitudes” =~ - - - - '
“Are we?” Flannery asked, though not'in a way_too-calculated to seek an
answer. “Even if ‘we were, I'm still-not sure that we know what generalized

skills, understandings, and attitudes we'll need in ten or fiftecn years.” Flannery -

swung out of his chair.and leaned against an easel. i :

“One writer I rather admire has said that ‘ecstasy’ is the gencral object
for education in the future.” 12~ . . .

“Ecstasyl” Miss Jones’ eyebrows rose. . )

“Yes. And don’t snicker. When you talk about ‘turning kids on’ you're in
that same ballpark. Maybe joy in learning, or self-actualizing. But, in general,
learning the skills which will be needed for survival in 1980.”

“Such as?” ) :

“Such as learning the basic skills joyfully and yet knowing that facts are, at
best, tentative. But more to his point, to learn not only what is current but
how to manipulate and change that which is current, to ‘Tearn delight, not

" aggression; sharing, not eager acquisitibn; -uniqueness, not narrow competi-

tion’; to learn to have increased awareness and responsiveness to other people;
to be joyously prepared for a life of increasing and unending change. And,
furthermore—this will really startle you, Emily—the youngster will have to
be prepared for lifelong leaming, for in the future learning and living will
be synonymous. Maybe what I'm saying is that kidsl have to learn to break
out of systems and create their own.”

12George B. Leonard, Education and Ecstasy (New York: The Delacorte Press, 1968).
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“Sounds pretty woolly to me, Tom. I suppose my immediate reaction is
that it’s not very practical either.” - o S

“That’s our hangup, Emily. Our practicality may be spurious. We've shown
ourselves very- practical in waging war and bulldozing other people into
thinking our materialism is the proper. mode of life-forevermore.- How con-

“fident can_we ‘be that our-practicality leads to-fruitful outcomes?”

“Gee, Tom. You sound:like a-gloomy philosopher today.” Miss Jonestried
bantering to relieve the tension. o

Flannery -smiled faintly. -“Emily, curriculum-decisions of the type we're
talking about are philosophical. We've been told we must have an-end objec-
tive in view, but-T don’t-have much confidence in last year’s model.”

“But if we-don’t have an end objective to shoot for, then how can we
shape a curriculum?” S -

“I don’t know, and that's-why I'm saying we have to be pretty-open-ended.
The free-student who finds and seeks his own objectives may have to be our
objective.-He has to learn to learn and like to learn. That will be his way of
dealing with unknowns that we can’t even predict forhim.”

“You can't build a curriculum on that basis, Tom. The parents would skin
us alive, and when the kids found out, they’'d feel betrayed.” )

“Well, Emily, I don’t know about the parents, but the kids would be
betrayed by something that doesn't prepare them for 1985, We've been hearing
people prattling about change as the big news for more than a decade. It
doesn’t seem to me that any analysis of present-day life is going to yield the
answers about life in 1985. And that's what the systems people are asking:
What do people do now? And that’s supposed to provide answers: for 19857
You'll have to admit that’s pretty illogical.” ’ )

“Well, I don’t know. I don’t know. If I follow your logic, then we have to
decide somehow what life is going to be like in 1985 and then decide what
skills and attitudes people will need at that time. Then we plan the curriculum
to produce that kind of people. I . .. well, I just don’t feel qualified.”

“I'm sure nobody does. The crystal ball went out with Merlin, and pre-
dictions about the shape of life in 1985 could be seriously askew. That's why
I think we have to have some informed guessing about objectives for 1985
and then shoot for those goals, but with a large part of our effort devoted
to helping the kids to shape their own objectives. They’re the ones who'll
have to take over the driver’s seat about 1980, and they’d better be plenty
flexible, as far as I can tell.” .

Miss Jones stood up. “I've got to get to class, Tom. But I'm curious about
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what all this means. We're all supposed to come up with behavioral objectives -

in rough form by the end of the month. What are you going to do?”

Flannery sighed and threw the paper clip-into his wastebasket. “I don’t
know yet. I've got some reading to do. Some of the answers might lie in the
Dixon book-you-lent me,’® and T've-got several frommy own-field. Oddly,
there’s an old-timer, John-Dewey’s Art as Expenence that haS some- nnportant

“things to say about 1985.” 14

“Well, keep me- informed. You may need -some backup on the day of
reckoning at the end of thexmonth I may not agree with-what you say, Mr.
Flannery, but I'll defend to the death your right to say it.”

“Say, -that’s a’ good line, Miss Jones. You ought to copynght it.”
sts Jones smiled, laughed a little; and- left.

. BJohn Du:on, Growth through Engllsh { Readmg, England National Association for the

- Teaching of English, 1967).

14 (New York: G. P, Pn'nams Sons, 1934)
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A steady drizzle and fog obscured the empty football field as Miss Jones

and" Mr. McNemar sat down at the conference table at the back of the

classroom.
“Yes, I quite agree with Mr. Flannery,” Mr. McNemar began. “We have
to-be quite careful that we don’t lock education too closely onto the past. And

I also agree that a consxderable part of the education of the student has to be_

the-development of his capacity to make decisions about himself and about
his curriculum. John Flanagan has described just this sort of system which,
though based- on behavioral objectives and constructed in modules, nonethe-
less puts quite. a bit of the burden of decision-making on the student
himself.” 18

“I gather that you mean that one e of the major behavioral objectives is that 7

the student have a developed skill in making decisions about learning based on
data available to him. That the decisions are not all made by teachers and
systems people. Is that about right?”

“Yes,” said Mr. McNemar. “Decidedly.”

“Well, that seems reassuring, In other words, there’s quite a bxt of choice

in such a system. The usual objectjon I hear to programed instruction based -

on behavioral objectives is that the only thmg that is varied is the pace—that
is, the rate that students proceed through it.”

“I think that’s a fair criticism. At least it’s a fair criticism of programs that
were popularly tried four or five years ago. Today, the notion of alternate
studies and alternate paths to attainment of objectives are receiving much
more attention than they were a few years ago. We have to keep in mind
that programed leaming is a relatively recent development. It has growing
pains and problems of naivete and crudeness.”

18 See Flanagan’s paper in Part II of this monograph.
31
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Miss Jones frowned. “I appreciate your saying that because it gives me a
chance to say something that's been bothering me. It's just this. The back-
ground behind behavioral objectives is an approach where there seems to

‘be a great dependence on individualized study of programed instruction, Yet

programed “instruction is at'an admittedly crude stage of development. Fur-
thermore, -there are really very few programs available and, frankly, I'm not
very encouraged by the quality of those I’ve seen. When I've tried programed

instruction, -there’s-an initial enthusiasm; and then, after a while, 1 begin to

get-groans. Tedium and. boredom set in. And pretty soon I have to drive the

kids to use the material.” . ] .

“Yes,” Mr. McNemar respended. “There are -those sorts of problems. But
as I say, the field of programed instruction is regrouping and doing better, -
though there’s a long way to go yet. What I think we have to focus on-is that
there is no necessary connection hetween ‘behavioral objectives and programed
instruction, In the present stage of growth of the systems movement, the task
is one of seeking clarity of objectives so-that good programing, really good
programing, can be déveloped. In the meanwhile, individualized instruction
can take many forms. From what you've told me, you do quite a bit of
individualizing of instruction right now.” ) a

Miss Jones gazed at him somewhat abstractedly, “How so?”

“Well, for example, in your eleventh-grade unit on “The American West”
you don’t have all students reading the same books. You vary the assignment
according to interest, to reading level, to’ the sophistication of the student,
and so forth.” T : )

“Ob,” Miss Jones laughed softly. “I've always done that. I don’t speak of
it as individualizing the curriculum. But I guess that's what it is.” )

Mr. McNemar smiled. “And you vary the composition assignments; your
students have quite a bit of latitude in selecting their topics. Furthermore,
your laboratory work in composition has you working with students whom
you group according to individual needs. Your work in spelling and other
skills is based on your analysis of student papers. Your program of outside
reading is highly individualized, and the reporting system uses not one but
a dozen modes whereby the student can report to you and others about his
reading. So, you see you do a great deal of individualizing already.”

‘Miss Jones laughed. “Oh, come Mr. McNemar. You're just trying to beat
down my resistance. Now, sir,” she smiled. “Flattery will get you nowhere.”

McNemar chuckled. “Ah, Miss Jones. You caught me. But no, not really.
I just wanted to point out that it's not necessarily programed instruction that's

RN ——
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“behind behavioral objectives, but individualized instruction is. All that the
: objectives do is specify what it is in concrete terms that you want to do and,
: further, to give you criteria- checks to determine wh_en you've accomplished
your objective. It helps for the student to know, too.”
S Miss Jones rubbed her chin for-a moment. “All-right, Mr. McNemar. Let's
] - - let the question of classroom practice go for the moment and get back to-the . o ‘.
question- of measurement of objectives. Last time we talked, we decided we'd - -
try to define the phrase ‘appreciates hterature in behavioral terms. What
g progress did you make?”
. Mr. McNemar reached into- his briefcase for a shm booklet. “I tried to oy - 7
apply some of the ideas in Mager’s Developing Attitude toward Learning. 16 - -

Have you read it?”

“No. What's it say?”- .
“Essentially, it says that one of the subject matter teachers main objectives

S . is to_produce ‘approach’ behavior in his students. This means that as a conse-
S quence of instruction in, say, history, the student will approach “history
T materials rather than avoid them.”

“You mean the student won't end up hating the subject?”

“Yes,” McNemar nodded. “That’s about it.” :

“Well, I guess we could go for that objective. The phrase I hate English’
is widespread in the society.” She tapped her ﬁngers on the table for a
moment. “But that’s a funny objective.”

“What do you mean?” McNemar waited.
“I mean it would be all very nice if the kids left us feeling good about our

_ subjzect. I know we'd feel good. We all like to be popular. But . . . but I don't
see what sort of terminal objective it refers to. I mean, do we really want
nothing more than everybody running around saying ‘I like English’® That

N : seems to be nothing more than chucking the English teacher under the chin.

. There are all sorts of quackery one can use to make students like the subject.

You know: fun and games and a little bit of spelling.”

Mr. McNemar frowned. “Don’t you think that’s a little extreme? After all,
what are we talking about? ‘Appreciates literature’ is nothing more than say-
ing that the student, when faced with literature, will approach it, rather than
avoid it.” .

“Oh, come now, Mr McNemar. Surely you're joking.”
“Not at all. I'm pretty sure that your objective is to do something which

will assure that in life, after school is over, your students will continue to
16 Robert Mager, (Palo Alto: Fearon Publishers, Inc., 1062).
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gravitate to literature of merit, or, at the least, continue to read so that litera-
ture will lead them to quality.” )

“Well, if you put it that way, I agree. But to call it ‘approach behavior,
really!l” - - :

“The term is Mager’s, not mine. But let’s not-quarrel about semantics. I
have to -grant that in the literature, some-of- the verbiage “surrounding be-
havioral objectives requires some_ adjusting to.” McNemar paused to pull a
paper from his briefcase.

“All right,” said Miss Jones. “Let’s accept ‘approach behavior’ for the
moment. We want the student to continue to approach literature ten; ffteen,
twenty years from now. How are we supposed to measure that? How are we to
gauge whether we’ve met that objective?”

“You can’t, not those behaviors. As Hoetker points out, you have to settle
for indicators or approximations of the terminal behavior. The indicators can
be observed while the student is still in school.” 17 ’

“I guess that's no different than what we do now. Only 1 guess we just
hope.” . _

“Well, not really, Miss Jones. You now do some measuring of approxima-
tions. For example, you yourself give your students wide latitude in their
choice of reading. Your records of what they read give you pretty accurate
data for judging what they will read later on. You can assume that you've
done something to produce an orientation toward works of quality.” .

Miss Jones reflected a moment. “I wish that were true. But, for example,
Jennifer in my fourth hour class. I'd say her tastes in literature are shaped by
her home situation, a particularly richly cultured one. We do nothing here but
applaud and give her access to our library. We can take little credit for that.”

“Oh, but Miss Jones, you can. You're at least not doing anything to prevent
the growth of that tendency to good reading. And that's creditable. But let’s
admit that Jennifer is an exceptional case. For practically all other students,
the work of you and your faculty is probably the only force disposing students
toward a lifelong contact with literature. You want to bring this about; it’s
important to you; and you'd probably like to do a better job than you now do.
Right?” .

“Yes, I think that’s a very central objective of ours.”

“Let’s think about this list I've sketched of behaviors which approximate
the terminal objective, 2 person who appreciates literature. I've merely

17 ¢ : Hoetker’s paper in Part II of this monograph.
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stated here what it is that such a person does. He may not do all of these
things, but he’ll do many of them.

He reads at least one book a month.
-He holds a library.card.
He owns a ‘personal” hbrary which includes. works of literature.
Hereads: book reviews in the Sunday newspaper.
He engages in discussions of current books with nexghbors coworkers
and others.

One-fourth of his lelsure time is given over to reading books or artlcles
about books.

Well; there -are -several -more here, some of them having to do with literature
in other fo:ns—plays, films, and so forth. Please understand, I don’t offer this
as a definitive list: English is your. field, not mine. But these are behaviors
which seem to-me reasonable as parts of the deﬁmhon of one who appreciates

m»whr

®

literature”

“Mf. McNemar. It’s- more than posstble that a-person who does the things
you have in your list may not like literature at all »
“I beg pardon?”

“He may be doing all those things because they’re socially acceptable orr

even because he thinks that somehow behaving in the ways you've listed will
gain him some sort of veneer of cuilture, so he'll look like one who appreciates
literature. He could actually dislike literature.”

“Remember, Miss Jones. We're talking about terminal behaviors, the ones
which occur when the individual has left school. No one is marking him. He’s
under no compulsion to do these things. I don’t understand how you can
reject this list of indicators.” ,

- “I don’t reject them. I merely have donbts about them as reliable indi-
cators. I'm just pointing out that we could be fooled quite easily by a socially
compulsive person who is not ashamed to flim-flam others. I'm saying we
still would not know that that person enjoys literature, that he appreciates it.
I'm saying that conclusions you draw simply from watching behavior can be
quite misleading.”

“Aren’t you mtpxckmg?"

“Mr. McNemar you've come here from the field of science which says that
fuzziness in observation is unforgivable. Yet any observation has to be partially
deficient because of the bias of the observer, even the bias of the scientific
instrument chosen to record the wiggles of an amoeba. I'm suggesting that
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36 ON WRITING 3EHAVIORAL OBJECTIVES

the objectivity of the observer of -a behavior is spurious; there is no such
thing as objectivity in the scheme you propose for describing and evaluating
human behaviors.” 28 ]

McNemar looked at Miss Jones steadily for several moments. “That’s a very
technical point, Miss Jones. I wasn’t expecting that you’d bring it up. Do you
think it nullifies the idea that the behaviors of the adult who appreciates
literature can be observed and be indicators of his appreciation?”

iss Jones paused. “I don’t know. I just know that I have to be dubious
about claims of the objectivity. of the scientist when people look at people.”

Mr. McNemar smiled. “Keep pushing me, Miss Jones. Keep pushing me.
That’s the way I learn.”

“All right. Then let me push this idea. Given the acceptability of your
list of behaviors as indicators of the person who appreciates literature, we
have to return to the question of what we do when kids are in school, the
time when we are able to measure their movement toward the terminal
objectives. What do we do to measure appreciation?” '

“O.K. Let’s try a few. We've already discussed the records you have on
what s*1dents are doing in your extended reading program. You do require a
certain minimum number of books to be read, and the number read above
and beyond that number can also be an indicator of what you've done to
foster an approach to literature.” -

“Only a partial indicator, for, as in the case of Jennifer, other factors enter
in. Sex for one; boys are not as inclined as girls to read, and they appear to
have less time for reading. But all right. Let’s take numbers of books read
above the minimum to be one indicator.” 7

“A real test,” continued Mr. McNemar, “would involve a free situation.
Let's phrase it this way. Given a work by Dumas, a copy of Sports Hlustrated,
and a cassette recorder with yopular music, the student who appreciates
literature will take up.the worlk iy Dumas. Now, would tk-* be a fair test?”

‘T'd say it would be the acid test. Could you pick something a little more
relevant than Dumas? How about Jamnes Baldwin? in paperback.”

“All right. You're the expert. Baldwin. Would you accept the test as an
indicator?” ]

“Yes and no. I see what you're driving at. That given a set of alternatives,
the student will gravitate-to the one which las given him substantial pleasure
and satisfaction. If the program has done that, then he would tend to turn
to literature. He would approach it.”

18 See the papers by James Moffett and Donald Seybold in Part II of this monograph.
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“Exactly.” Mr. McNemar waited, sensing a further statement.
“On a theoretical level, I suppose, the test makes sense. But let’s look at
things sensibly. I have 100 youngsters each day, and others have 150. I do
: not have the means for such testing. If I were to apply such tests for dozens i
o ¥ - of objectives we've already written in the department, I'd have to give up
) teaching and devote myself to testing.?® Or I'd have to have another teacher
to help me get such testing done. I hate to argue on grounds of practicality,
but such testing isn’t practical.”

“You don't strike me as the type of person who is opposed to testing, to
knowing where you are.”

“I'm not, but from what I see now, I suspect that for what you're pro-
posing, the classroom will be turned upside down. Well spend the bulk of ;
our time testing and the minor part in facilitating learning. Right now I spend
too much time testing, keeping records, badgering kids about their assign-
ments, reading papers, and a host of other silly things to make the student’s
learning visible—all for the sake of grades. I have enough doubts about the
utility of grades without adding to the difficulty.” .

“Please understand, Miss Jones. I'm not arguing for grades. They don’t
make sense to me on any grounds. I'm talking about ways of helping students
know when they have attained objectives, not getting numbers in a grade
. . book.”

“The matter of grades, Mr. McNemar, brings out another worry I have
about behavioral objectives.”

“What's that?” .

“That theyll tend to lock us into the things we do now, to blunt our
experimentation. If we find good ways to accomplish objectives, and those
techniques get locked into the language of the objectives, we'll tend not to
' change those techniques for others.”

; “Ah, good. Yes. That’s a real concern. I saw one the other day that
bothered me. It was something like this: ‘Given instruction through the Level
Sixteen unit of the Marsden program, the student will be able to state the
main causes, events, and outcomes of the Crimean War.” The problem with
that objective is that it’s not a behavioral objective; it’s really an excessively
specific instructional objective. We musn’t build our programs on instruc-
tional objectives. Those are temporary, tentative, perhaps one-shot events.
The thing that abides over time must be more general.?® To lock a behavioral
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19 See-the paper by James Moffett in Part I of this monograph.
20 See the papers by James Hoetker and J. N. Hook in Part II of this monograph.
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38 . ON WRITING BEHAVIORAL O3JECTIVES

objective into a specific activity or learning material is a serious mistake.”
“You're saying that instructional objectives, then, derive from behavioral
objectives.”

“Yes. And behavioral objeétives derive from what might be called educa- |

tional objectives which are often relatively. abstract, perhaps not even de-
scribed as behaviors.” )

Miss Jones sighed. “That’s a little naive, Mr. McNemar. Teachers operate
under a great deal of pressure. They're constantly looking for practical tools.
If they find something that works, thevll hang on to it and repeat it. If the
Marsden material works to produce a iesult, thatll be it for quite a while. It'’s
just human natureto keep on doing things that are successful. And that’s what
I mean. We'll get frozen into our present habits.”

“Well, Miss Jones. That’s a real problem, one that must ke guarded against.
The whole idea of systems is a continuing examination. of better and better
ways of getting at our objectives. Focusing on a limited set of activities and
materials is antithetical to the systems idea.” .

Miss Jones stretched her arms forward, yawned surreptitiously, and
glanced at the classroom clock. “Well, Mr. McNemar. I guess this ends our
conversations for a while. I've already taken too much of your time.”

“It's been my pleasure.” He paused. “Do you feel ready now to write
objectives for the English program?”

“Yes and no, like with most things. I know we can write low level ob-
jectives; we've already done it. And I think we can go beyond that. For
example, in a seventh grade literature unit with the theme, say, ‘On Being
Different, we could write an objective like this.” Miss Jones glanced at
some notes on her desk. “After reading Alexander Key's novel, The Forgotten
Door, the student will be able to demonstrate his understanding that people
who are different are persecuted in our society by others who are suspicious,
malicious, or frightened. He will demoastrate this by writing a paper in
which he discusses the phenomenon, making reference to four characters and
situations in the novel.”

McNemar leaned forward. “That’s very good. We'd want to wrestle with
the language here and there, but you're getting at some very important skills
and understandings. Would there be other means of demonstrating his under-
standing?”

Miss Jones turned the paper over. “Yes, he might also demonstrate under-
standing by contributing successfully in a panel discussion, writing and pro-
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ducing a skit, making a montage of magazine picture cutouts, or even
shooting a Super-8 movie.”

“Very interesting. I'm pleased. That shows real imagination.” Mr. McNe-
mar’s smile faded as he looked expectantly toward Emily Jones. *

“But it misses the point, Mr, McNemar. The fact that he has reached
: whatever objective we have set does not mean that after he has left school he
» ] will behave in a certain way. It doesn’t mean that he will, for example, become

- . involved in relieving human suffering, in seeking justice for oppressed people,
“in contesting bigotry. These cannot be measured while he is with us, and
these objectives will make a difference in the kind of life that he lives.” 2!

“But surely, Miss Jones...”

“It is this difficult part that troubles me, and it troubles others. Mr. Sloan
and Mrs. Hathaway are so troubled that they've decided to protest to the
school board about the damage that might be done. They're scared to death
of what we'll lose.” -

“And you?”

“Me? I'm an optimist, I suppose. And I've been around long enough to
know we haven't been terribly successful in meeting our objectives. I doubt
the behavioral objectives approach will do much harm. If they help us think
more clearly about what we're t1;ng to do, they might help. Maybe they’re :
like spinach.” 3

“Spinach?” -

“Yas,” Miss Jones smiled. “T tell my nephews: ‘If you haven't tried spinach,
don’t knock it.” Maybe behavioral objectives are like spinach; not very palat-
able but possibly nourishing.” N

“Miss Jones, I'm sure that you'll put enough spice in the spinach to make
it very palatable.”

: She smiled and shook hands with him. “We'll see. Thanks for coming, Mr.
i McNemar. We'll keep in touch. As I see it, I—we, all of us—have a lot of
: thinking and a lot of work to do. Thanks again.”

o When McNemar had gone, Miss Jones gathered a set of papers for her
‘ evening’s work and glanced at her lesson plans for the next day. She mused
! to herself, “I think I'll modify my behavior.” She put the set of papers aside
: and slipped a paperback novel from her desk to her purse. “Can’t be efficient

all the time, Emily.” She chuckled as she switched off the lights.

* See the paper by Robert F. Hogan in Part II of this monograph.
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The author discusses USOE support of developmen: iy
and evaluation of the “organic curriculum,” which {
is aimed at providing every student with a salable i
skill. To acquire this skill, the student is to be paced
through curricula based on sequences of behavioral

objectives. A recent progress report of this nation-

: wide experiment, beyond the scope of the present

: paper, is made in articles by David Bushnell, James -

Popham, and Lewis Rhodes in Phi Delta Kappan,

December 1969, pp. 199-210.

- The Federal View of Behavioral Objectives
i SUE M. BRETT

There really is no federal view of behavioral objectives. The Office of
: Education has never issued a policy statement on this subject and probably
never will, for school curriculum is not a matter for national policy. Selection
: of a style of curriculum is the right and the responsibility of the local school ]
e district only. There are views, however, diversc views, among federal em- 3
] ployees, and some of these views have appeared in print. Later I will quote
: from a few of them.

But federal view or no federal view, at this moment the Office of Education
is up to its ears in behavioral objectives. It is supporting the development of
o - —- ———gbjectives-in-office and business-education, objectives in citizenship education, : T

: objectives in biology, objectives in English, and objectives in all subjects in
the curriculum for one school system. At this point, unhappily, the money has
given out. However, the Office is also supporting the establishment of a bank-
for objectives, where objectives from all sources in all subjects may be de-
posited, then duplicated and mailed out to schools on . :ler. In addition to all
this, it is supporting a study of how behavioral objectives can be used to

; bring optimum returns. So even without a fcderal view, there is certainly

) federal involvement, and it is possible that when more money comes, other

; objectives will not be far behind.
: Sue M. Brett is with the Instructional Materials and Practices Branch, DCVR, USOE
f National Center for Educational Research and Development, Washington, D.C.
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44 ON WRITING BEHAVIORAL OBJECTIVES

Indeed, objectives for the past year have held a priority rank, which they
a~hieved by very reasonable steps. When Harold Howe II was commissioner

of education, he proposed to help education take advantage of the new -

developments in technology. For this purpose and others, he persuaded R.
Louis Bright to leave Westinghouse and come to Washington to head the
Bureau of Research. Bright agrced with others in the Bureau that, in all
likelihood, greater impact upon education could be made by large organized
programs of research than by the usual unsolicited small projects. He was, of
course, committed to promotion of the use of technology in education, and he
respected industry’s new program planning technique known as the Progam
Evaluation and Review Technique—rert, for short, (To the unseasoned
handler of business tcchniques, this new technique looks, on paper, exactly
like a commonplace flow chart of operations.) -

It happened that when Bright had become settled in his office, and his
biases had become known, there appeared on his desk one day a proposal for
action tailored precisely to his taste: it was a major organized effort to update
the American high school. It embraced a computer-mediated curriculum, and
the whole effort was to be laid out by industry’s technique, the perr chart.
(The layout is known also as the systems approach and is.much concerned
with such things as specifications, inputs and outputs, and time and cost fac-
tors.) This major organized effort was called the organic curriculum. It had
been drawn up by the Division of Vocational Education Research. To the
organic curriculum we must give the credit for boosting behavioral objectives
into their priority status in Office of Education rescarch.

Though a closer look at the organic curriculum may not be essential to
this discussion, for some of us it may broaden the base of understanding from

So let’s take a brief review, '

The overall purpose of the organic curriculum is to construct a model of a
high school for the future. The underlying assumption is that present-day
education is already out of date in both offerings and methods, and that sig-
nificant updating is a major effort, a longtime process, and a very expensive
undertaking. In order to accomplish it at all, the plans must make sense, not
only to educators but to taxpayers in general, and enough lead time must be
allowed for completion, testing, and revision of the experiment before it is
offered as a model to the public. The mid-1970’s was set as a target date for
this work to be completed.

The curriculum, as projected and perr charted, will provide a truly

which-we-condone-or-condemn-our-concern here with behavioral -objectives:
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comprehensive education for. cach student. In this context, the term compre-
hensive education is conceived to be a developmental sequence of experiences
that qualify a student at graduation to select among four choices what his
: next course of action will be. He will have the qualifications to enter a four-
-z year college, or a community collegé, or a technical school, or the world of
work. He will be equipped -:ith a salable skill and with abilities that will -
enable him to shift easily from one job to another. Though-the target popula-
tion of this curriculum is the entire enrollment of a high school, the principal
concemn is for the students who will not graduate from college. Hence the
emphasis on the salable skill.

The curriculum is spoken of as “leamer-centered”—a familiar term, for
which teachers have had a friendly regard for many years. In this context, ;
learner-centered signifies individualized instruction and a custom-made cur-
riculum for each student. As you have guessed, the tailoring will be done by

v % b

the computer, which will track and guide the student, task by task. The
individual pacing will be made possible by an abundance of instructional
materials, some with hardware and some without.

The personalized curriculums and paces are expected to be highly moti- !
vating and to reduce drastically both the dropout rate and discipline problems. !
Part-time jobs and work-study projects will also contribute toward these i
effects. i

The success of the curriculum will be judged on the basis of student prog- -
ress toward predetermined behavioral objectives. The hope is that the testing
: can have such a high validity and reliability that reports can be made to the
public of the educational vaine and the cost of individual compoxnents of the.
curriculum. For instance. a board of education may find in the superintendent’s

+——————report-astatement such as the following: “The voice and-diction improvement - S R e
: program, using electronic laboratory tape cartridges, has cost $10,000 this )
: year. It has served 800 students, 80 percent of whom have shown marked
: improvement in their voice quality and diction. Data sheets supporting this
conclusion are attached.” On this information the board determines whether
: voice and diction will be given continued support. And herein, in the organic
N : curriculum at least, lies the major importance of behavioral objectives.

It is interesting to note that here again is the concept of schools as indus-
trial plants. In the early years of this century, as you remember (from your
history of education textbook, of course), industry cast the figure of education
in its own image—school administrators were management, teachers were
labor, and processed pupils were the product. Now schools are adopting
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industry’s new technique to plan; implement, evaluate, and calculate profits,
as if a high school graduate were a manufactured product. The question is,
to what extent is the analogy useful? By the pzrr approach, administrators
and teachers would meet stated personal and educational specifications. But
administrators and teachers cannot be sized to specifications as a- piece of
lumber can, and few will fit the demands. Compromises must be made. Indeed,
compromises may have to be made all along the system, simply because pupils
are people as well as raw materials, and their reactions: to processing some-
times surprise us. - . : - -

To what extent the organic curriculum, or any similar program, can im-
prove education, of course no one knows. It has never been adequately tested.
Adequate testing is very expensive, involving the cost of computer services
and the careful development of multi-media teaching modules for all subjects.
But adequate testing is what the organic curriculum proposes to do—if the
money can be found for it. ’

Now back to the subject of the federal view of behavioral objectives.
Though there is no federal view, there have been some strongly supporting
statements by high-ranking Office of Education officials, as follows.

The first voice is that of Robert M. Morgan, who was an energetic pro-
motor of the organic curriculum. The quotation is from an article that ap-

peared in Trend in 1968.

The first step in applying a systems approach involves the rather specific
definition of what outcomes or results are desired. It is against these specifications
that the system, whether space ship or educational program, is to be built. . . .

For goals to become purposeful in a design of a new system they must be
defined in terms of behavioral outcomes, which would facilitate measurement of
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taxpayer will grow weary of increascd taxation for educational funds with no
tangible evidence of the effect these funds have on the education of his ctldren.
With behavioral objectives, it should be possible to associzte behavioral change
with program cost,

Next is Louis Bright, associate commissioner, head of the Bureau of
Research in 1968, He reviewed the Bureau, past, present, and future, at the
request of the commissioner: :

To improve the quality of education, I think that we should start looking at the
affective domain as well as the cognitive and make stated objectives available to
the schools along with structured ways of attaining them. Historically, when
we have talked about curriculum we have always seemed to be talking in general
terms about the three R’s, I think we should talk now about specific stated ob-
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jectives and should structure the interaction of students toward achieving them,
rather than just assuming that if you have a teacher talking to students these
objectives will obtain. They won’t.

The next voice is Henrik Gideonse, director of program planning and
evaluation, Bureau of Research. Gideonse replies to an article on behavioral
objectives written by J. Myron Atkin and published in The Science Teacher,
1968. He speaks-first on what we should mean by behavioral objectives:

What we should mean by behavioral objectives is not so much the ends we are
trying to achieve, as performance indices that we would accept as evidence that
we have achieved the objectives toward which the curricular experiences were
aimed.

On the need for specificity of educational outcomes:

Educators need to pay much more attention to exactly what they hope they are
achieving and how they are assessing what they are achieving. Behavioral
indicators of progress can lead us to much more explicit and justifiable formula-
tions for what we do with school children and why we do it, and how we
evaluate whether our intentions are indeed being met,

- In a compliment to Aiken; Gideonse makes an important point that has almost
but not quite come up for discussion here: :

[Aiken] points out that the total effects of instructional programs and curricular
offerings are always much broader than the outcomes which are specifically being
sought. That is an important point to keep squarely before us whether we are
writing behavioral objectives or performance specifications, or just muddling
through. .

This final statement was made by Commissioner James E. Allen, Jr., in his
S .= . speech, “The Right to Read,” Chicago, October3,1969: 1. ..

We have dealt with the public in terms which, while reflecting worthy programs,
- ; too often have little meaning for the average citizen—compensatory education,
- team teaching, individualized instruction, etc. We have been, in some instances,
defensive, vague, and even secretive about the results of our programs. We have ;
pleaded and cajoled for maximum support for everything in our schools from .
marching bands to advanced placement mathematics with too little acknowledge-
ment sometimes of what is .sential versus what is desirable. I believe we have
been expecting too much of our publics and proving too little. I hear a message
from across the country which impresses me with one fact: our communities
are becomirig more concerned with results than they are with offerings and
good intent.

The attitudes I have presented are the best indication we have of what a -
federal view of behavioral objectives would be, if there were a federal view.




Asserting that dogged insistence on “a priori speci-
fication of all objectives in terms of conveniently
observable behaviors does far more harm than :
good,” Hoetker sets down specific guidelines for i
writing behavioral objectives -that go beyond the J
“can-do” variety. He sheds light on what might be !

termed acceptable post-instructional behaviors. The
writer makes a distinction between the behaviorist,
! - a psychological theoretician, and the behavioralist,

a social scientist who restricts his attention to ob-
servable phenomena. .

Limitations and Advantages of Behavioral

Objectives in the Arts and Humanities -
JAMES HOETKER
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There are three sorts of behaviors that educators are concerned with. I am
: going to call these “can-do” behaviors, “may-do” behaviors, and “will-do”
! behaviors. “Can-do” behaviors are those specific things that a student can do
at the end of a particular unit of his education that he could not do at the
: beginning of it; in terms of Bloom's Taxonomy, the “can-do” behaviors include
knowledge, comprehension, and the. application of knowledge in familiar
situations. “May-do” behaviors are things a student may be able to do in a
.- - * novel or unfamiliar situation because he has mastered certain “can-do” be-
haviors. These would include, among cognitive behaviors, the application
of abstractions in novel situations, analysis, synthesis, and evaluation; plus,
among affective behaviors, attending, responding, valuing, and, in some cases,
organizing. “Will-do” behaviors are the choices and preferences that describe
the quality of an adult’s life, and which are present only fractionally during
the school years. The affective Taxonomy refers to “will-do” behaviors as
. “characterization by a value or a value complex.” ?
, James Hoetker is with the Central Midwestern Regional Educational Laboratory, Inc.
: 1 The Taxonomy referred to is Taxonomy of Educational Obfectives: The Classification
. - of Educational Goals; Benjamin S. Bloom, Handbook I: Cognitive Domain (New York:

: David McKay Company, Inc., 1956); David R. Krathwohl, Benjamin S. Bloom, Bertram B.
$ Masia, Handbook II: Affective Domain (1964). .
49
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Traditional education is concerned with “can-do” behaviors—skills and
knowledge. Progressive or radical educators arc more concerned with “may-
do” behaviors. But all educators profess to believe that the can-do and may-do
behaviors they shape from day to day lead to the development of desirable
patterns of will-do behaviors—patterns which describe good citizens, free
men, cultured gentlemen, or whatever.

Unfortunately, will-do behaviors are, by definition, exhibited in times and
places far removed from the training situation, so teachers seldom know
whether their efforts have borme fruit. These elements of time and distance
also make it unlikely that behavioral scientists will ever be able to establish
empirical relationships between particular can-do or may-do behaviors and

.particular patterns of will-do behaviors.

Let me coin the term “specificationist” to refer to the behavioralist who
advocates the specification of educational objectives in behavioral terms. Ang
let me suggest that responsible specificationists acknowledge their inability to
deal with will-do behaviors and are simply saying to educators something lixe
the following: “I will accept, in the absence of any contradictory evidence,
that you know what you are talking about when you say that studying litera-
ture and art makes a person somehow better. But what you do in your class-
room is to expose students to certain experiences and have them learn special
skills, memorize great numbers of facts, and perform certain operations. Let
us assume you are correct that these experiences and mastery of these tasks
leads to the development of the will-do behaviors that you desire. Then it
follows that shaping the can-do and may-do behaviors more effectively will
make the acquisition of the desired will-do behaviors more likely. If you can
carefully describe for me the behaviors you are trying to shape, maybe I can
help you to-evaluate more precisely your-success as a teacher and help you to
find the most effective methods of instruction.”

As a reasonable specificationist, I believe that our educational practices
can be improved if teachers and administrators and curriculum writers begin
to think about their work in terms of changes in student behaviors. But, as a
fiumanist, I also think that simple-minded insistence upon the a prior specifi-
cation of all objectives in terms of conveniently observable behaviors does
far more harm than good.

The sad fact is that not all specificationists are reasonable. It is inevitable
that specificationism has had its share of converts who can do nothing with
ideas except turn them into slogans, passwords, and shibboleths. And these
sloganeering specificationists, I am_ afraid, are responsible for much of the
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' hostility that exists among humanistic educators to the idea of behavioral ;
| specification, - ) . -

- At their all-too-frequent worst, these troublesome zealots are like the man
in the old “Twilight Zone” episode who found himself mysteriously trans-
ported back to a small midwestern town in 1910. “Wow,” says the man,
looking around, “with my knowledge of modern technology, T can really take
over back here.” The man goes to a machine shop where two brothers are

: handcrafting a car. “O.X., guys,”.the man says, “I have a million dollar idea

- for you. The electric starter for the automobile,” The men, of course, are i
interested. “Great. Give us the blueprints and we’ll get right to work.” “Blue-
prints?” says the man, “I'm a thinker, not a mechanic. I've given you an idea
that will- make you rich. You clods make it work, and Il sell it.”

For some reason, the brothers did not appreciate the man’s offer of riches,
and they ordered him out of the shop. Teachers in general, though some
have found trying to write behavioral objectives an enlightening exercise,
have ushered specificationist advisers out of their shops, and for the same
reasons.? ' :

So maybe the first question to be dealt with is this: Why has the insistence
upon behavioral objectives continued to grow more urgent? Some years ago,
Elliot Eisner tried to answer this question by tracing the concen with micro-
scopic specifications of objectives back fifty years to the “scientific movement
in education” and to Franklin Bobbitt, “the father of curriculum theory.”  One
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. 2Several ycars ago Alan Engelsman and I began work on some drama curriculum
: materials by spending two wecks with a group of thirty English and drama teachers, trying i
. to discover what they wanted, needed, and would accept. Most of the teachers had had an i

exposure to specificationism, either in college courses or in summer curriculum workshops. ]

Their hostility to specificationism and to its avatars, Bloom’s Taxonomy and programed :

textbooks, was unanimous, absolute, and unshakable. At the root of this hostility seemed ;

T 777 7 777 7 to be the common experience that the presenters of specificationism were arrogant, badly ! T
\ educated, and clearly of the opinion that anyone who couid not sit down and write ;
: behavioral objectives for his discipline was a fraud and an incompetent. Accepting the

experiences and attitudes of these teachers as representative, we were careful in ‘writing

our materials to avoid the jargon of specificationism and programed learning, Our experi-

ence has been that behavioral specifications of objectives, presented within the context of a

particular sequence of werk, and without the jargon, are accepted as self-evidently useful

gy teachers who would be turned off at once by an abstract presentation of specificationist
octrines, .

#“Franklin Bobbitt and the ‘Science’ of Curriculum Making,” The School Review, 75
(Spring 1967), 29-47. An article by Eisner in a later issue of School Review is perhaps
the best exposition of the humanist’s objections to specificationism: “Educational Objectives,
Help or Hindrance,” School Review 75 (Autumn 1967), 250-260. Eisner’s article is
followed by a number of commentaries (loc. cit., pp, 261-281), most of which attack
Eisner’s remarks. The most telling criticism of Eisner in these commentaries is that he
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of Bobbitt's disciples, he reported, identified 1,581 social objectives for English
before he ran out of steam.* o

The early specificationist zeal lapsed during the progressivist thirties, when
concern was more for processes than for singular objectives. Then, according
to Eisner, specificationism was revived in the late-forties and early fifties by
such influential writers as Benjamin Bloom, Ralph Tyler, and Virgil Herrick.
But Eisner's interesting history does little to explain why specificationism has
become ascendant, -

Ray Callahan has shown how the {scientific movement in education” was
one manifestation of a broad social movenient, originating in industry, toward
efficiency, rationalization, and human engineering$

In the same way, the contemporary rage for specificationism in education
is part of the new order ushered in with the resurrection of the turn-of-the-
century efficiency expert in the guise of the systems analyst. Abetted by the

- computer revolution, systems analysis and cost effectiveness procedures were

first developed and applied in the armed services and in defense industries.
And specificationisin has come into its own as systems analysis concepts have
been more and more widely applied in civilian institutions.® The influence of
the systems analysts upon public education has been exercised primarily
through the U.S. Office-of Education, in the interests of evaluation, cfficiency
and accountability; and through the more prestigious graduate schools of
education, in the interests of rigor in research and efficiency in school admini.
stration. h

Now the point has been made well and often that democratic civilian in-
stitutions are so much more complex than autocratic military institutions that
systems analysis procedures are not applicable to the management of civilian
enterprises—unless, of course, * > civilian enterprises are restructured to meet
the needs of the systems analysts. “imilarly, it can be argued that the educa-
tion of a human child is an infinitely raore complex task than the management

misrepresents specificationism by considering only its must cxtreme and dogmatic pro-
nouncements. :

¢ Eisner, “Educational Objectives,” p. 252.

® Education and the Cult of Efficiency (Chicago: University of Chicago Press, 1962).

¢ The first applications of systems analysis in education took place in the military,
and it is probably more than an accident that the educational ideal of some specificationists
seems to be the military classroom, with its fronbound curriculum, its stereotyped proced-
dures for attaining narrow objectives, its interchangeable and volitionless instructors, and
its standardized proficiency tests.

7 See, especially, Antony Oettinger and Sema Marks, Run, Computer, Run (Cambridge,
Mass.: Harvard University Press, 1969).
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of an institution; and that the specificationist’s doctrines, in their extreme form,
can be applied to the management of an education only if “education” is nar-
rowly enough defined for specificationism to deal with it. Such a redefinition
is currently being urged by influential and powerful voices in education; and
the net result of the specificationist movement may conceivably be to exag-
gerate the most grotesque features of existing American schools—standardiza-
tion, rigidity, regimentation, and authoritarianism.

But this is not necessarily what must happen. Liberal education is vulner-
able to attack from the ‘specificationists primarily because humanists and
artists have not paid enough attention to behaviors and have ignored the re-
lationships between ends and means. Humanist attacks upon the specification-
ists may be rousing and witty and satisfying, but they are trn often snobbish
and self-serving, too ofter empirically ungrounded, too »fim attacks upon
“science” rather than arguments to the issues.

My contention is that the adoption of a behavioralist stance in regard to
the content and processes of a liberal education can help us to rid the schools
of their worst evils and to improve the quality of education. I am arguing that
the specificationists have a better way of talking about the instfuctional process
than the humanists have had, and that the humanists would be foolish not to
try to understand the specificationist way of thinking, so that they can put
specificationist technology to use in strengthening the humanist position. And
I am arguing-that this can be done without anyone’s having {0 subscribe to a
mechanistic reductionism or involve himself in a lot of metaphysical foolish-
ness. Europzans, after all, borrowed gunpowder from the Chinese without
becoming Buddhists, the Greeks began to use the Phoenicians’ alphabet with-
out abandoning the Olympian gods.

Let me suggest ..vv ways that humanists can use the specificationist’s in-
sights to improve education in liberal studies and the arts. The first is rather
general and has to do with the analysis of instruction. The second is more
specific and involves a set of rules for writing behavioral objectives which
are useful in guiding instruction without becoming trivial.

There is certainly nothing original in the observation that there 1 Yttle
correlation between the goals educators profess and the daily goings-on in their

classrooms. We talk and write incessantly about aesthetic sensibility, enlture, -

creativity, appreciation, empathy, imagination, and so on. But the evidence
continues to pile up that teachers and administrators are concerned almost
exclusively with can-do behaviors of the narrowest sort. The most popular in-
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structional method is still the rote recitation over the textbook.? The cognitive
activities most often demanded of students are memorization, recall, recogni-
tion, and reproduction. The ambience of the typical classroom swings between
tense boredom and dull depression. Curiosity, self-assertiveness, independence,
individuality, and overt expressions of self-respect are punished or more
cleverly discouraged. The situation is, in short, that many hehaviors elicited
and reinforced in school situations are logically and emotionally incompatible
with the liberal objectives schools profess.

One can-admit the impracticality of specifying in behavioral terms the ends
of liberal education, while still insisting that there has to be some relationship
between what we do every day and what we finally achieve. At the very least,
we cannot shape one sort of br havior day after day, year after year, and expect
that at the end of their educai.ons students will manifest precisely the opposite
behavior. We cannot teach critical independence by insisting on the mechanical
application of memorized critical formulas. We cannot teach respect for
" thought by attending only to mechanics and forms of expression. We cannot
teach honest sclf-expression by punishing disagreements with established
opinions. ‘we cannot teach students to be free citizens by treating them as
witless ninnies. And, above all, we cannot teach students to honor the common
humanity of all men by expressing contempt for the student’s own humanity
in"our every word and gesture.

As a start then, let humane educators begin to think in terms of behaviors
at this level. What are the things a liberally educated man does that are not
done by the uneducated? What are the preferences, responses, pastimes, ex-
penditures, companionships, activities that distinguish him from those who
have not had his advantages? And then: which of the behaviors of the liberally
educated man do we actively discourage our students from exhibiting? Which
of the behaviors of the uneducated man do we reward our students for ex-
hibiting? -

From the commonsensical analysis of what is actually done in classrooms,
we can infer what are the real objectives of teachers and we can infer what
behaviors students are really learning. Where such an analysis reveals that the
can-do and may-do behaviors that are actually being practiced and learned
are self-evidently incompatible with the long-term, will-do objectives of the
discipline, then we have advanced in our knowledge; then it becomes logically

8See James Hoetker and William Ahlbrand, “The Persistence of the Recitation,”
American Educational Research Journal, 6 (March 1969), 145-168,

'
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inescapable that we must either change our practices or bring our objectives
in line with reality.®

But the habit of thinking about educational objectives in behavioral terms
can also make the more positive contribution of improving our instructional
practices. I want to suggest a very tentative set of rules for humanists attracted 5
by the’idea of behavioral objectives. Following these rules—or rules like them
—one can avoid the obvious impracticalities of doctrinaire specificationism,
while still taking advantage of the basic soundness of the behavioralist’s hard-
headed insistence upon public evidence.

RULE ONE: Never write behavioral specifications having to do with can-
do behaviors. There is already far too much concemn with such things in
conventional classrooms. Everyone says that such learnings are not ends in
themselves but groundwork for the development of higher level may-do and
will-do behaviors. Let us concern ourselves, then, only with finding ways to
operationalize the higher level behaviors. Simply by refusing-to concem our-
selves with operationalizing lower level can-do behaviors we accomplish
several things. We avoid the feduction to absurdity, inherent in specification- i
ism, which can lead to lists of 1,581 social objectives for English. We avoid ;
the charge of triviality so often thrown at attempts to behavioralize objectives

s e R A — i SO It S
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?0r at least that should be the case. Actually, things are more complicated. For

instance, fifty years of research studies have concurred in finding that there is no connec-

tion between the can-do-behaviors shaped in the study of language and linguistics and the

may-do and will-do behaviors which English teachers have identified as their objectives. It

is instructive that the response of some English educators to their long-delayed acceptance

of this evidence Las not been to abandon compulsory language study but to try to dispense

‘ with objectives altogether so that they can continue to concentrate on teaching can-do

. behaviors. The study of language is interesting for its own sake, the argument goes, and :

that is justification enough. ;
I bring this up in the present context only because it seems likely that this particular t

ploy is going to prove increasingly attractive as a way to avoid the challenge presented by )

the specificationists. But the “I teach it because it is interesting” dodge does not solve the

problem, it simply redefines it. I certainly think that “interest” and its stronger relatives,

joy and ecstasy, are commendable objectives and have been too long ignored by our

educational systems. And I also think it is completely reasonable to demand that the

educator who is working toward these objectives be able to specify in behavioral terms

what u student does when he is feeling interested or joyful. Pleasure is a desirable condi-

tion in itself, and it motivates and accompanies and follows successful learning. But if

one says pleasure is the terminal objective of an instructional sequence he has under-

taken, then he must consider that he opens himself to the objection that his students

might be given more pleasure by other means. He must be ready to explain how the

particular kinds of pleasure behaviors he wishes to elicit are different from and preferable

to those elicited by drama, rock music, dance, movies, sex, pot, or simple freedom from

any imposed tasks at all,
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in the humanities and arts. And we free teachers from a lot of poor and un-
profitable labor. Let us write behavioral objectives, then, only for higher level
behaviors. If they are displayed, then we may assume that the requisite lower
level tasks have been mastered. If the higher level behaviors are not displayed,
empirical evidence that students have nevertheless mastered the. so-called
foundation tasks is actually an indictment of our incompetence. If we really
do not value quiz-show knowledge for its own sake, let us stop dignifying it;
and let us certainly not waste our time writing behavioral specifications for
every little gobbet of fact in our discipline.

RULE TWO: State all behavioral objectives in binary terms: pass or fail,
happen or not happen; present or absent. This enables us at a stroke to avoid
the problems of criteria, baseline data, and levels of student achievement. The
statement of the objective should be a description of the behavior to be per-
formed or the product to be produced or the activity to be engaged in. The
only question involved in evaluation is whether a particular student or a par-
ticular class did or did not do or produce what the objective describes. Teacher
concern for finer measures of gradations of performance can be justified only
on the basis of wanting to rank order students rather than teach them.® Note
that with a dichotomous objective it is not the student who is being evaluated
as having achieved this or that percentage of mastery. Rather, it is the teacher
who is evaluated as having succeeded or failed with this or that percentage
of his students or his classes. This gives the teacher the inestimable benefit of
a public and objective criterion by which his work may be judged, the same

criterion that is used to judge coaches, who win or lose so many-games, and

generals, who win or lose so many battles.

Within the constraints of the first two rules, may-do behaviors are the ones
to be specified in behavioral terms. May-do behaviors are produced in re-
sponse to novel stimuli and can be thought of as fractional components of
will-do behaviors. They resemble can-do behaviors in that they are elicited by
the teacher and can be observed at a particular time; but they resemble will-
do behaviors in that the dctails of the performance are, within limits, chosen

by the student and are indicators of his cognitive organization and his per-

1 To the researcher, evidence of change without measures of the magnitude of the
change would seem trivial. But the teacher’s needs are different from the researcher’s.
Besides, the expression of objectives as binary choices does not rule out the obtaining of
as much other data (test scores, grades, etc.) as one might Jesire. It simply means that
objectives will not be expressed in terms of such criteria (unless in pass-fail terms) and
that the primacy of the binary objectives may at times dictate that certain conventional
measures are pedagogically uudesirable.
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sonal value system. The may-do behaviors that can be specified in behavioral
terms heed not be scholastic behaviors in any usual sense; they may be be-
haviors which are signs that the student is newly open to or is seeking certain
competencies or understandings; or they may be behaviors which will expose
the student to the possibility of further learnings.

RULE THREE: Do not define behavior too narrowly. All the following
might, in certain circumstances, be the behavioral objectives of an instructional
sequence: the students will cut class iess often; the students will express enjoy-
ment, laugh, and touch one another; the students will take a walk in the
woods; the students will begin to speak out in defense of positions they feel
strongly about; the students will question or criticize authority; the students
will try to help or protect younger or weaker students; the students will play
the roles of persons very unlike themselves; the students will ask to do addi-
tional work of a certain kind. And so on.

Let me give you just two examples of what may come of the application
of these rules. The first example is from some of Alan Engelsman’s and my own
work in developing drama curricula for English classes. The main thing we
were concerned about was teaching students how to “visualize” as they read
a play. We concerned ourselves only with the may-do behaviors involving
visualization, not with whether students could verbally define the term or
remember the many ideas and examples presented in the lessons. We defined
“visualization” behaviorally, in terms of student performance on tasks of in-
creasing complexity. Each task was a problem which the student solved or
did not solve. Some of them involved role-playing situations: the student who
was not imagining the script in terms of movements and bodies might find
himself standing as he said, “I'm on my knees like a fool.” Others involved
written responses. For instance, students were given an excerpt from Antony’s
funeral oration and asked one simple question: What would you see happening
during this scene if you were on a high building overlooking the Forum? If
the student mentioned Antony'’s stripping the cloak from Caesar’s body, he had
behaved in such a way as to demonstrate he was visualizing the scene; if he
did not mention this essential action, he was not visualizing, no matter what
else he may have written. Other behavioral indicators of progress, built into
the lessons, included such questions as whether or not, by particular stages
in the lesson, students have voluntarily brought in props, voluntarily memor-
ized their parts, read unassigned parts of the play being studied, and so on.

A succession of such explicit behavioral signs of progress is, obviously, use-
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ful to the teacher as a source of feedback to help him decide what tack to
pursue in the next class and as a source of information about the progress of
particular students.

But other sorts of behavioral specifications can give guidance of a more
general sort. In one case I know of, for example, a committce of high school
English teachers were asked to produce a set of behavioral objectives for the
low track or basic English ¢lasses in the schooi. Their feeling was that there
were certain observable physical states in which achievement was more likely
to take place than in others. They felt further that positive changes in these
states were self-evidently related to positive changes in affect toward the
subject matter and the tasks involved in mastering it. From these assumptions,
they drew up a list of unorthodox béhavioral objectives which included items
like the following.

Absences from Basic English classes will be lower than they were last year.

" Fewer 11th and 12th grade Basic English students will drop out of school than
dropped out last year.

A smaller proportion of students in basic classes will receive semester grades of
D and F than in the preceding year.

An examination of each teacher’s grade book at the end of the year w:ll show a
decline in the number of late or missing assignments.

The' number of students participating in class activities and the length and
frequency of their contributions will increase during the year.

Such-objectives have several important characteristics. First of all, although
they are stated in terms of class behaviors rather than individual student be-
haviors, they meet the specificationist criteria for the writing of educational
objectives, or they can easily be rephrased to do so. Second, they have face
validity as indicators of changes in student behavior in a direction essential
to the attainment of desirable will-do behaviors. Third, though they do not
specify anything about the content or organization of the course, they imply
a great deal about how the teacher wishing to attain these objectives will
interact with his students and how he will arrange his priorities. Fourth, the
same objectives may be—and were—stated at all grade levels, thereby putting
upon each teacher the clear responsibility for moving his students further
ahead and providing a sort of articulation that is organic rather than artificial
or arbitrary. Fifth, the objectives are so stated that the teacher’s class attains
a particular objective or it does not. Once a teacher has accepted such goals
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as the definition of his job, there is no room for self-deception and no point in
blaming the students for not achieving. ’

Within such broad guidelines as are provided by these sorts of objectives,
the more limited objectives, such as teaching students to visualize, have their
place. Still, the process of writing sound and useful objectives for particular
lessons is not something to be done in the abstract or before the fact. The broad
behavioral goals for a year's work should come first, and the sensitivity to be-
havioral signs and processes that will develop when one is working in full
consciousness of such objectives will lead to the emergence or the discovery
of the more specific objectives.
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Much of today’s curriculum is obsolete, and, though
functional replacements are now only dimly to be
seen, the author says trends clearly indicate that in
the schools of this new decade the student will be
given responsibility in formulating his goals, plus
considerable latitude in the management of his own
learning program. Objectives that now emphasize
specific content will give way to those stressing
concepts and trinciples. However, these objectives
will be explicit and evaluation of instruction direct.
Emphasis will be on the functional. This paper
particularly complements those in this part by Sue
M. Brett, ]. N. Hook, and Isabel Beck.

Visions of the Future Schoolroom
JOHN C. FLANAGAN

The vision of the future schoolroom to Be described here will be based on *

clearly defined trends. The projections will not go to the twenty-first century
or even to 1984, but only to the seventies. It is hoped that this estimate of

what the immediate future will be like will emphasize the urgency of the

need for changes in the English curriculum to meet the requirements of the
schools in the next few years.

The most obvious trend in American education is the change from a system
for educating the elite to a system for educating all the children. The change is
dramatically illustrated by the change over the last sixty years in the propor-
tion of those entering the first grade who go on to complete high school. The
figure has increased from 10 percent to 70 percent over this period. In the last
several years, the number completing high school hus been increasing about
1 percent per year. It seems likely that the goal of elementary and secondary
cducation for all will be achieved in the not-far-distant future. .

Because of this anticipated infusion of students who in the past dropped
out, the students of future years generally will be less academically inclined
and somewhat more limited in their ability to use language as a tool of com-

;—[ohn C. Flanagan is with the American Institutes for Research, Palo Alto, California.
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munication. The 1960 Project TALE~T survey indicated that about four students
per thousand at the ninth-grade level were unable to read even simple sen-
tences. More importantly, the Project TaLENT study indicated that the typical
high school twelfth grader had serious difficulties comprehending paragraphs
from the Reader's Digest, failed to understand even a larger portion of the
ideas in paragraphs from Time magazine, and missed more than seven of ten
questions based on the typical paragraphs selected from Saturday Review.
It should be emphasized that not only are there large individual differences
in the ability of students to read and comprehend materials, there are also
increasingly large differences in their interests and their ability patterns.

The second major trend is the rapid increase in technology in our era.
These technological changes are having a major impact on career patterns,
leisure-time activities, and the responsibilities of the citizen for both civic and
internationa] relations. The technological revolution has not yet occurred in :
education, but there are numerous indications that this will not be delayed for {
long. There is little doubt that the future schoolroom will benefit greatly from :
technological advances -vhich will provide both audio and visual performances
of plays and poems by the best available talent. Instant replays can assist the
student to appreciate the methods of both the author and the actor in ex- ‘
pressing an idea. Similarly, the.electronic computer is becoming a valuable
resource to the student and teacher. :

Another trend, which is at least in part dependent on the two trends noted
above, is the enormous expansion in available knowledge. The number of {
books in print is increasing exponentially, and the concepts, principles, and ‘
theories in many fields are growing so rapidly that procedures for selecting the
most appropriate materials and for improving the efficiency of learning are {
absolutely essential for future schoolrooms. Lo

A fourth trend is the broadening of the focus of the educational program. s
Other changes make it necessary for the school to accept increased responsi-
bility for (a) preparing the student for an appropriate occupational role, .
(b) preparing the student for citizenship responsibilities, and ( c) assisting
the student to find and explore satisfying activities for the increased leisure
and recreational time anticipated. This broadening of focus would apply not
only to the changing functions of education but also to the increased emphasis
on develcping abilities rather than memorizing content. Students must learn
how to learn, how to think, and how to make decisions and choices.

The £ifth trend is toward focusing on the individual's educational develop-
ment rather than on a course to be given to all of the thirty students in a
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classroom. The increased variation in the patterns of ability of the students,
the specific requirements for their anticipated roles and activities, together
with the need for greater efficiency, tend to make it even more desirable to
individualize most aspects of the educational program.

Another important trend is the use of more systematic and sophisticated
procedures for both determining and stating educational objectives. Tradition-
ally, in American schools, the textbooks and a narrowly prescribed course of
study defined the main educational objectives in the various subjects. In iso-
lated instances, experimental schools were established with unconventional
objectives and teaching methods. Also, many-teachers were allowed to formu-
late their own educational objectives for their students. In the past thirty years
national commissions, state and local committees, and groups of teachers have
develnped sets of educational objectives. The usual procedure has been to pool
the experiences and impressions of the group members and formulate a set of
educational objectives. This has resulted in the proliferation of many sets of
objectives. These sets have similarities, but each set has its own distinctive
emphasis and flavor. ’

One of the first suggestions that there might be a better way than merely
pooling personal experiences to develop objectives was the statement of
Ralph W, Tyler in his chapter on improving instruction in Educational
Measurement: “There are types of data that can be obtained by the school,
college, or instructor that will provide bases for wiser decisions than when
the choice of goals is made without such information. These include: (1) data
regarding the students themselves, their present abilities, knowledge, skills,
interests, attitudes, and needs; (2) data regarding the demands society is
making upon the graduates, opportunities and defects of contemporary society
that have significance for e¢ducation, and the like; (3) suggestions of specialists
in various subject ficlds regarding the contributions they think their subjects
can make to the education of students. . . . Another consideration in choosing
objectives is the findings of studies in the psychology of learning.” 1

More recently, Joseph J. Schwab of the University of Chicago, in an
address delivered before the American Educational Research Association in
February 1969, presented the following thesis: “There will be a renascence
of the field of curriculum, a renewed capacity to contribute to the quality of
American education, only if the bulk of curriculum energies are diverted from
the theoretic to the practical, to the quasi-practical, and to the eclectic. . . .
What is wanted is a totally new and extensive pattern of empirical study of

1 (Washington, D.C.: American Council on Education, 1951).
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classroom action and reaction; a study not as basis for theoretical concerns
about the nature of the teaching or leamning process, but as a basis for be-
ginning to know what we are doing, what we are not doing, and to what

effect; what changes are needed, which needed changes can be instituted with-

what costs or economies, and how they can be effected with minimum tearing
of the remaining fabric of educational effort” ]
More recently Elliot W. Eisner, chairman of the Cubberley Curriculum
Conference held at Stanford in May 1969, in his closing remarks emphasized
the need to collect a wide range of valid data to evaluate the attainment
during the school years of important real-life objectives. Perhaps the best
example of this trend toward a systematic and sophisticated approach to the
development of educational objectives is exemplified by the three-year study
now in its second year in Bucks County, Pennsylvania, known as the Quality
Education Program Study. In this study, extensive data are being collected
in representative school districts based on classroom observations of behavior
indicating both effective leaming and learning deficiencies. These data are
being supplemented with intensive longitudinal case studies of both students
and graduates to provide empirical data to be used as one of the bases for
developing educational objectives, '

The major implications of these six trends for the schools of the seventies
can be described under three main headings: first, a more functional cur-
riculum; second, a truly individualized educational program for each child;
and third, a new role for the teacher as an experienced guide, a continuous
source of inspiration, and a valued companion in the child’s search for self-
realizztion.

The quality of education is very dependent on what the student is given
an opportunity to learn. Much of what is in the curriculum today is obsolete.
It is not so clear what the most functional replacements would be, It can be
expected that objectives stated in terms of specific content will be replaced by
generalizations such as concepts and principles. In all fields there is a strong
tendency to replace simple facts with more functional skills and abilities.
These include such tools as reasoning, communication, judgment, intuition,
and creativity. Similarly, instead of exposing the learner in the schools of the
seventies to music, paintings, poetry, and prose which the experts agree reveal
beauty and truth to them, a genuine effort will be made to expose the child to
examples which are functional for him in developing appreciation of effective
or creative expression of an idea. It has been said that an important ingredient
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of education is an exposure to greatness. However, if the student perceives
greatness primarily as something unintelligible to him, the educational experi-
ence has more than failed—it has reduced his ability to appreciate this type of
greatness. '

The functional curriculum of the future schoolroom will not be focused
on having the students learn who was the author of what novel or the name
of the leading character in a particular book. Specialists in language arts are
recommending that the basic functions of reading, writing, listening, and
speaking provide the central core around which the curriculum in language,
literature, and composition is to be constructed. Skills such as interpretation,
critical reading, organization, and creative writing will be emphasized within
these broad topics.

It can be argued that good teachers have been doing this for many years.
Perhaps the major difference will be in the explicitness of the objectives and
the direct way in which the effectiveness of the instruction will be evaluated.

The second change which will result from the trends listed above is the
development of a truly individualized educational program for each child.
This change will have a marked effect on the appearance, management, and
equipment of the classroom and the functional roles of the teacher and
students. Individualized instruction has been talked about in schools for more
than fifty years, and numerous attempts have been made to ungrade the cur-
riculum and allow each student to proceed at his-own pace. A system of
individualized education is only now beginning to be developrd. The dis-
tinction being made between individualized education and individualized
instruction is that in individualized education the curriculum is adapted to
the individual student as well as the rate and method of learning.

This type of educational program gives the individual student the respon-
sibility for formulating goals, making decisions and plans with respect to his
educational development, and managing the learning program to carry out
this program and achieve his goals. It is important to examine carefully the
implications of this type of educational system, since there seems little doubt
that students want, and will be given, increased responsibility. Ignorance of
choices and consequences is the main cause of unwise decisions, and the
individualized educational program must therefore assist the student to learn
about the many roles, opportunities, and activities which life offers him. He
must also learn how his present level of development, with respect to the
abilities required by these possible choices, can be changed in order to
qualify him for desired goals. This requires some knowledge of both indi-
vidual differences and principles of learning.
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<

Such an educational system requires that the student start leaming about
the world of work and the satisfactions to be gained in avocational pursuits, as
well as the responsibilities of citizenship, during the first year in school. By
some time in the intermediate grades, students begin to relate the abilities,
interests, and values contained in descriptions of former students with the
goals formulated by those students and their subsequent case histories. Gradu-
ally, by the time the student is required to make important choices in the
eighth and ninth grades, it is hoped that he will have had practice in anticipat-
ing the consequences of various choices for persons with known characteristics
and will be prepared to make tentative decisions for himself.

It should be emphasized that schools do not operate on this basis at the .

present time. If the student wants to know what to do he goes to an advisor or
asks a teacher or his parents. Other “advisors” include his peers, the press,
radio, and television. Unfortunately, it cannot be expected that all advisors
will agree, and the student must take responsibility for the final choice. With
the possibilities for educational development becoming increasingly numerous
and complex and the potentisl losses from wrong decisions mounting, the
importance of detailed knowledge of the available choices in relation to his
abilities, interests, and values is abundantly clear.

To enable the student to acquire the detailed knowledge of contemporary
life and its opportunities, it may be necessary for the curriculum makers in
such subject areas as language arts, social studies, science, and mathematics
to draw only sparingly from the great literature of the past. Contemporary
models and problems may have to play a greater role in the novels, biogra-
phies, and other written materials used in achieving the primary objectives
of the language arts curriculum, There is so much to learn about how to live
in the twentieth century that we may not be able to afford the luxury of a
detailed knowledge of life in the Roman Empire.

Some of the problems and procedures in the development of one new
system of individualized education will be described briefly. First. a compre-
hensive set of educational objectives is being prepared. These include both
the kinds of objectives that can be achieved in a two-week period and also
intermediate and longer-range objectives. The longer-range objectives are
items such as reading comprehension, interpretation, and effective expression
which appear to be best measured along a developmental scale rather than
in terms of mastery or unsatisfactory performance on a specific test. The
short-term educational objectives are grouped in such a way as to require
about ten to twenty hours of student time for mastery. These groups of objec-
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tives are referred to as modutes, and the guide suggesting the specific textual
materials, films, tapes, or workbooks used to achieve these objectives is called
a teaching-learning unit. The test given when the student feels he has mastered
the objectives of the module is called the module test. The average student
is expected to complete about 20 modules during the academic year in a
given subject. A comprehensive educational program from grades 1 through
12 would contain at least 2,000 or 3,000 modules, of which the average student
would take only about 1,000. Thus, it becomes very important to select those
most appropriate for the educational development which will assist the stu-
dent to achieve his life goals. )

This introduces a new problem into curriculum making, the question of
which set of approximately 200 modules from among those available in the
language arts curriculum are most appropriate for a student’s educational
development. One approach to reducing this question to more nearly manage-
able proportions utilizes a classification system involving long-range goals.
For example, using the test results and follow-up data from the 440,000

: students included in the Project TaLENT survey in 1960, a set of twelve
: groups of occupations has been developed. Briefly, these can be summarized
: in terms of the following group names:
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. Engineering, mathématics, physical science, architecture
. Medical and biological professions

. Business administration

. General teaching and social service

. Humanities, law, social and behavioral sciences
. Fine arts, performing arts

. Technical ’

. Business, sales

. Mechanical and industrial trades

. Secretarial, clerical

. Construction trades

. General, community service, public service

.
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Although the occupational group for which the student is preparing is
certainly not a sole determiner of the language arts objectives most important
for him, it can assist in the inevitable selection procedures which must be
used. A program of study developed for a student using all available informa-
tion about his goals, abilities, and interests must always be regarded as
tentative and subject to continual review in the light of his recent perfor-
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68 ON WRITING BEHAVIORAL OBJECTIVES

mance and other types of new information. In proceeding through his program
of studies, the student takes the module test as he completes the module, and,
if he passes all objectives, he moves on to the next module. If he does not
show mastery of some of the objectives, he is directed back to the same or
alternate learning units for additional study and review. )

It is hoped that curriculum groups will give thoughtful consideration to
assisting in the development of decision rules and procedures for generating
the most appropriate program of studies in language arts and the other sub-
jects for each student. :

The final topic is the role of the teacher in the future schoolroom. Clearly,
for an individualized program of the type déscribed above, there will be only
a minimum of teacher presentation to a class of thirty students. With the new
technological equipment, such items as tapes, filmstrips, and even movies
may be used by a single student or a small group of students. Even the six-
year-olds hiave shown that they can manage the tape cassettes and the roller-
type filmstrips without assistance from the teacher. The teacher’s role is one of
managing and administering the classroom in such a way that students can
take full advantage of the opportunities for learning. The learning guides-and
instructional materials and equipment must be readily accessible to the stu-
dents. The learning units »ssigned are judged in advance to be ones on
which the student can succeed. However, in case there is an unexpected
difficulty, the teacher or another student is expected to provide assistance.

Teachers' who have participated in this system indicate that they are
required to learn a great deal more about each individual student as a person
in order to assist him with problems of distraction, availability of materials,
planning and acquiring information about the most efficient learning methods
for-him. Students in the new system do not perceive the teacher as someone
to be pleased by completing assignments given them but rather as an aide in
the program of educational development that they have helped formulate. By
assisting the student to formulate at least tentative goals and by seeing that he
is given evidence of his progress toward attaining these goals in terms that
have direct meaning and known implications for his future plans, the teacher
can contribute to the student’s motivation for learning and his acceptance of
the responsibility for his own educational development.

The use of a computer terminal in the school, to score student tests and to
store the results for future reference, relieves the teacher of much of the usual
clerical load and makes available an invaluable resource for the student’s use
in formulating his program of studies end his long-range goals. The teachers
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who have participated in the development and early use of this new educa-
tional program are enthusiastic about its potentialities for providing a much
better education for our future students.
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Take a shortcut in writing behavioral objectives, this
state language arts consultant advises. First decide
what are “desired adult competencies” in language
arts, then determine if these are served by the cur-
riculum at successive school levels. If lessons or units
or courses do not contribute to the desired compe-
tencies, eliminate them. Behavioral objectives, then,
are really behavioral competencies.

Behavioral Objectives: English-Style
LOIS CAFFYN

Those teachers of English language arts who have become involved in
curriculum study—either singly or in committee—in an effort to do some
local problem solving often feel themselves miring down at the beginning of
the process in an attempt to formulate acceptable philosophy and objectives.
They reach in every direction for a r-ady-made answer, assuming that someone
else has already said it better than they could say it; but sometimes they dis-
ccver that they are clutching only collected driftwood. The logs may be
warped from having grown in a prevailing wind or on the half-darkened side
of a hill, or they may be smooth and gray wita no place to take a hold. At this
point some teachers give up the will to go on with the struggle.

One basic difficulty in either accepting or formulating philosophy and
objectives is that they are traditionally stated in terms of learnings that are
almost impossible to detect, let alone to measure. They are usually dependent
on forms of such verbs as know, understand, appreciate, develop, and enjoy.
They are worded in much the same way for all levels from the second through
the twelfth grades. With goals stated thus, teachers find little or no relationship
between the aims and an actual lesson in a room full of students. Even learners
cannot be certain of their own accomplishments.

What, then, should the curriculum committee members do to cross the
quagmire and get on with constructive curriculum study and planning? They
Lois Caffyn is with the Kansas State Department of Education, Topeka. This article’ is

reprinted by permission of the author, from Elementary English, 45 {December 1968),
1073-1074. n

W bt do indd ' ol e D AR B e st Ak i e A X 1

o Lt L W ans et et bt | i M, i h M Pl

ety S e

DA

B T L Rl e




might well by-pass the entire slough and come to firmer ground by another
way. They could lay aside both philosophy and objectives and formulate
desired adult competencies in the four language arts areas—listening, speak-
ing, reading, writing—in terms of what people do. The following examples,
obviously not a complete listing, are accompanied by suggestions for directions
in thinking. People with adult competencies in English

- listen (eagerly, courteously)

attend (community meetings, clubs, concerts, lectures)

participate (in discussion, conversation, government)

discuss (issues, beliefs, new knowledge)

converse (with poise, imagination)

explain (with clarity, patience)

seek (unassigned knowledge, interesting side issues)

choose (some challenging reading, stimulating dialog, some drama and
poetry)

read (variety, for v:rious satisfactions)

share (experiences, humor) :

habitually use (preferred language forms, appropriate degrees of for-
mality) .

employ (colorful language, interesing vocal and bodily expression)

relate (new knowledge to old, different areas of learning)

show (language courtesy, curiosity, emotional control )

: demonstrate (thought through considered language rather than through
. ] violence or profanity)
respond (to sensitivity, beauty, fine distinctions)

It has been said of reading that the important thing is not whether one
can read but whet'ier he does read. So is it with all the language arts.
When the desired long-range competencies can be identified for primary,
upper grade, junior high, and senior high blocks of grade levels, within these
blocks each unit of work and each individual lesson can be checked for validity
as it contributes to one or more of the block and long-range des:rable compe-
tencies. If it does not serve both, it should probably be eliminated. The
i relationship is usually clear. ;
Such desired competencies are the goals of language arts teaching—be- i
havioral objectives, if one prefers current educational terminology. The under-
standings and appreciations of the traditional objectives are reflected in these '
behavioral competencies. They can be stated alongside as summaries of de- :
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The voice of the “anti-intellectual cost accountant”
is strong in the land. In response, some measurement :
people have rushed in to use old and inadequate |
yardsticks in the futile attempt to assess student
behaviors masked by so many variables that valid
measures are impossible. This specialist in evalua-
tion in English says that one result is the destruction
of the creative mind. He calls for new modes of
measuring and suggests direotions in which this
effort must move.

Plan for what man might become!

‘Measure what men are doing. ' %
- ALAN C. PURVES _ f



sired behaviors if the teachers wish. A thoughtful consideration, however, of
the stated desirable ends will show rather quickly the felt responsibilitics and
aims of the language arts teachers, the convictions that make them tick as
tcachers. These, stated briefly and dircetly, form the philosophy. :

Is it possible, one may ask, for a learncr to accomplish the behavioral
competencics without the less tangible traditional objectives? It seems possible,
but only if he is motivated in all his choices and habits by his image in the
eyes of other people. It is not probable. Is it possible for one to attain the :
traditional goals without demonstration of at least some of these desired !
behaviors? It secems highly unlikely. Are there no silent, intangible learnings
and devcloping sensitivities that cannot be stated in- terms of behavior? There
are many quiet understandings and pleasures, especially in acquaintance with
literature, and there are taciturn an< shy people, but'some of their habits and
choices will indicate their tastes. The behavioral competencies should be stated -
to include them. )

These behavioral objectives and this philosophy are not driftwood. They
are rooted in real evidence of language learning; their branches reach every
teacher, every student, and cvery lesson; and they are especially reassuring to
the curriculum committee.
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A more general pioncering work is that of the group led by Benjamin
— ‘Bloom, David Krathwohl, and, later, Bertram Masia that sought to taxonomize
‘the various behaviors (both cognitive and affective) that education sought to
enhance.? The niain purpose of such a‘taxonomy was not to write. curricular
goals but to examine those that had been written and then to classify test items
in a way that depicted cross-disciplinary similarities. The taxoriomics assume,
for instance, that analysis in chemistry, language, literaturc, and music is a
single activity of the mind operating on disparate entities, or at least that the
different kinds of analyses have certain common elements. As we know, the
taxonomy also arbitrarily separates the cognitive and affective behaviors for
its classificatory purpose. As long as this classification was to be used descrip-
tively, either to characterize existing curricula or existing tests, it remained a
useful tool. .

It was six years after the publication of the first of the taxonomies that
Robert Mager’s Preparing Instructional Objectives was published.? This vol-
ume was developed not for the scholar but for the average tcacher of voca-
tional education so that he or she could determine preciscly what it was that
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In teaching literature the principal behavioral ob-
jective that teachers seek is a gleam in the student’s
eye. “But how can we measure a gleam?” Hook asks.
-We can’t. He suggests that good behavioral objec-
tives ‘must incorporate the idea of this gleam. In this
report he cautions, like James Hoetker, against de-
fining “behavior” too narrowly.

e mpc——

The Tri-University BOE Project:

A Progress Report
J. N. HOOK

With the support of funds from the U.S. Office of Education, representa-
tives of three midwestern universities embarked in the summer of 1969 on a
two-year study of behavioral objectives for English in grades 9-12.

The purpose of the study is to develop during the first year a preliminary
catalog of behavioral objectives, to field test it during most of the second year,
and then to bring out for the information and use of tlie profession A Catalcg
of Behavioral Objectives for English in Grades 9 tc 12. ’

The codirectors are employing the assistance of a number of consultants.
_ Senior consultants are Dean David Krathwohl of Svracuse University, co-
author of Taxonomy of Educational Objectives, Handbook II: Affective
Domain, and Robert F. Mager, author of Preparing Instructional Objectives
and Developing Attitude toward Learning. Other consultants represent vari-
ous specialties and points of view within the profession; some are from
secondarv schools, others from colleges and umversmes (Project personnel
are listed at the end of this paper.)

Much of the writing of the objectives is being done by the consultants,
although the directors will necessarily ill in gaps and do considerable editing.
The precise form and extent of the catalog have not yet been determined, nor
have the means of its dissemination to the profession.

The directors have from the beginning shared some of the reservations

J. N. Hook is with the Department of English, University of Illinois, Urbana.
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76 ON WRITING BEHAVIORAL OBJECTIVES

reflected in other statements in this publication. They do not regard behavioral
objectives as a panacea, and they are aware of the potential abuse of be-
havioral objectives in the classroom, especially the danger of trivialization.

Why, then, did the directors undertake the project? There are several
answers. One is that interest in behavioral objectives is sweeping the country,
and many ill-conceived statements of such objectives (as well as some good
ones) are aiready not only in existence but in use. The dircctors believe that a
" carefully prepared, well-reasoned statement, subscribed to by representative
leaders in the profession, may guide developers of such objectives and prevent
their misuse. If English experts do not do the work, it may be done less well
by others. ’ )

Second, the objectives conventionally followed in English classrooms tend
to be so vague as to be almost meaningless. What, for example, does “appreci-
ates literaturc” mean? What does a student do when he appreciates? What are
the evidences of appreciation? A clearer statement of objectives might make
much class activity less rambling, better aimed, more valuable to students and
teachers alike. . )

Third, the directors found the whole idea of behavioral objectives for
English {> be an intellectually challenging one. Such objectives are obviously
casy to formulate in some fields. Students in a typing class, for irstance, may
have as an objective to learn to type fifty words a minute. That is easily
measurable. In a science class, an objective may be to label correctly the
parts of a frog—again easily measurable. But are the things done in an English
class reducible to the kinds of statements that the behavioralists advocate,
without doing damage to the genuine but not readily measurable values of
our subject? Do some parts of the work in the English class lend themselves
o behavioral statements, but not other parts? The directors found such
questions real challenges to their minds, and to their emotions, too; and as the
work progresses the amount of challenge is not diminishing. For a full hour -
at the 1969 annual business meéting of NCTE,"a resolution on behavioral
objectives was debated, and valid points were made both favoring and oppos-
ing such objectives for English. The directors and consultants must weigh
those arguments and others as they proceed with their work.

Some things in English are relatively casy to describe in behavioral terms.
For example, “Given a list of twenty spelling words and a half hour for study -
and discussion, a student writes the words as they are dictated and spells all
of them corrcctly.” Or, “Given five paragraphs of conversation, typed without
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J. N. HOOK 77

quotation marks, a student inserts quotation marks in conformity with present
standard practice.” Capitalization, matters of form in business letters, and
the recognition of rhyme scheme or alliteration are other examples of the
casily measurable.

But the mere fact that some parts of English are easily reducible to
behavioral terms constitutes a danger. This dange: is that in all parts of
English, teachers may pick out as objectives only those things that are readily
quantifiable. As a horrible example, they might reduce literary objectives to
such things as identifying rhyme schemes and picking out similes.

There is a great deal in English that transcends mere counting, mere
mechanical detail. The samé thing is true of art, music, or any other of the
humanities, and of the social sciences, too. In art, for example, it would be
possible to limit objectives to recognition of specific paintings and description
of their superficial characteristics. But certainly there is much more to art
than that: the artist’s use of his medium, the themes of his works, his relation-
ship to his time, the philosophy of his paintings, what his paintings say, to
people today—especially what they say to the students in a class. In social
studies, behavioral objectives may (undesirably) be reduced to listing the
members of the president’s cabinet, to naming the chief generals on both sides
in the Civil War, or to memorizing causes of depressions. Such trivialization
would not permit students to develop awareness of much more important
matters, such as the light that history sheds on human beings as part god and
part animal, part Ariel and part Caliban.

‘In English the danger of trivialization cxists in all parts of our work but
appears to be particularly grave in literature. It is fairly easy to list a number
of observable Gehaviors like those I have mentioned regarding rhyme scheme,
similes, etc. But are those really the learnings, the understandings that we
‘want students to gain? What behaviors do we hope for? If you and I are good
readers of literature, what behaviors do we show: as we read and after we
have read? We certainly do not read a novel by underlining all the similes, or
read a poem with our chief focus on its rhyme scheme or its alliteration.
. Rather, we read it for the esthetic pleasure, the illumination, the knowledge,
the understanding of human beings that we can get from it. If we like the
novel, there’s a gleam in our eyes as we read, and the gleam may return Iater
when we think again of the novel. Really, the behavioral objective that we’re
mainly after in our teaching of literature is a gleam in students’ eyes. But how
can we measure a gleam? If we phrase an objective, “Having read “The Rime
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78 ON WRITING BEHAVIORAL OBJECTIVES

of the Ancient Mariner,’ a student has a gleam in his eye,” any outsider who
reads that objective will think we're crazy. We need to find ways of stating
the objective so that the idea of the gleam is there, but thc word gleam isn’t.

b o e ki
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The directors decided early that, in order to keep from compiling a list
of insignificant objectives, it would be necessary for each behavioral objective
to grow naturally from a larger objective (non-behaviorally stated) that the
profession generally accepts and that reflects current thinking about what
we are or should be trying to accomplish. Basically there are four levels of ;
objectives: ‘
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1. The large ob;echves of all education (a sound mind in a sound body,
the ability to think clearly, good citizenship, etc.).

2. Major objectives in English itself (appreciation of literature, verbal
interaction among students, ability to write coherently, knowledge of
basic prin. ples of the language, etc.).

3. Behaviorally phrased objectives growing out of the sccond level but
expressed in somewhat general terms.

. 4. Behaviorally phrased objectives growing out of the third level but more
; specifically stated (for example, with reference to particular pieces of
. litera.ture).

The goal of the Tri-University BOE Project is to produce definable ob-
jectives on the third level. A school, a school system, or an individual teacher
could then rather easily translate these third-level objectives to the fourth
level, by inserting the title of the specific author or piece of literature (or
whatever). The behavioral objectives would thus be in effect fairly specific
statements emanating from the second- and first-level objectives accepted by
the profession. Thus the danger of trivialization, of selection of objectives
just for measurement’s sake, would be lessened.

On the matter of measurement, the directors and consultants were influ-
enced not only by the writings and advice of Krathwohl and Mager but also
by a talk presented by Alan Furves, who made the point that there are kinds
of measurement besides the conventional ones. That is, measurement is not
necessarily just in terms of countables—“linear” measurement, as Purves calls
it—but also more sophisticated kinds of measurement such as those that he
refers to as “topographic” and “trigonometric.” The directors are not yet sure '
just how such measurement can be accomplished, but they will be trying. To
the extent that they succeed, their catalog of objectives will be useful with
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reference to those parts of English that are inadequately measured by chiefly
subjective means. ’

The directors are not yet ready to-submit actual examples of what the.
catalog will eventually contain. The consultants have prodiced several hun-
dred level-3 objectives, usually related carefully to level 2, but these are
currently’ undergoing revising and editing, and further refinements will un-
questionably occur after the field-testing. Perhaps none of the examples that
follow will actually appear in the catalog. They arc presented here, however,
in order to inform the profession about some of the directions in which the
BOE Project is tending, '

First, some examples with regard. to language.

In the study of the English language, what is it that we really hope our
students will learn to do? What is worth leaming? What is worth doing? What

is meaningful and useful to them now and also later, when they are no longer -

in school? L

A level-2 objective that most teachers will accept is an understanding that
the English scntence is systematically arranged. Regardless of the type of
grammar taught, it shows in its own way the systematic arrangement of the
sentence. Words can't just be put together in random order to build a sentence.
Sentences are not random arrangements. Random not are arrangements
sentences does not make sense, nor does Not arrangements are sentences

random. It is very important to clarify the fact of system for stvdents and to

bolster their self-esteem and self-confidence by helping them to realize that
they have already mastered most of the intricacies of the systeni. The human
mind works at computer-like specd, and this speed is nowhere better illus-
trated than in the ways in which our minds almost instantaneously put several
ideas together to form a compact sentence.

In translating this level-2 objective into level-3 terms, we necessarily break
the large objective into a number of small ones. For example, “Given instruc-
tion in the basic sentence patterns, a student writes examples of each.”
Or, “Given a set of twenty kernel sentences in various patterns, a student
matches those sentences that follow the same pattern.”

For other examples under the same level-2 heading, consider transforma-
tions. “Given a sct of sentences similar to Tom hit Jerry, a student rephrases
each in a form similar to Jerry was hit by Tom and explains in nontechnical
language the systematic way in which such passive sentences are formed
from active voice kemnels.” Or, “Given a set of statements similar to The king
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is in the counting-house, a student transforms each into a question that can bz
answered yes or no, such as Is the king in the counting-house? and draws a
simple diagram to illustrate the systematic shift in word order involved in
such a transformation.”

‘Let's tum to a different facet of language. Most teachers now believe that
it is worthwhile for students to realize that language changes, that it has a
history, that Americans have contributcd and are contributing to the develop-
ment of the English language, that students themselves help to shape the
language of the future. “Knowledge of the history of the English language,”
then, is a level-2 ‘objective to which many teachers subscribe.

Among the many behavioral objectives into which this larger objective can

be translated are these: “Given instruction in the chicf ways by which places
in the United States got their names, a student examines place-names in his
own state and draws tentative conclusions concerning their origin. As far as
possible cach student checks his conciusions against reference books such as
Mencken and Stewart.” Given a list of vords with interesting histories, such
as abundance, aftermath, assassin, ballot, curfew, inaugurate, tantalize, and
taxicab, each student uses a large dictionary or other reference book to dis-
cover some of these histories and presents his findings on one word to the
class in-a one-minute report.” Or, for an advanced class, “Given an Elizabethan
play, a student examines the ways in which questions are phrased and writes a
brief essay comparing the Elizabethan and modem structure of questions.”
Other kinds of comparisons can also be developed. Even though the chief
reaon for reading Elizabethan dramas is literary rather than linguistic, stu-
dents who have become interestcd in the study of language can find such
comparisons enlightening, .

Any objective, behaviorally stated or not, should be included only if teach-
ers honestly believe that it represents something worthwhile and important
for the student to be able to do. In our teaching of the English language we
have seldom done enough to get most students excited about it. We have paid
so much attention to grammar and usage that we have neglected the interest
or even cxcitement that can be aroused by semantics, history of the language,
dialectology, and even lexicography. Students can become tremendously in-
terested in how places got their names, how people got their names, how
words have changed their meanings, and how concepts of dictionaries have
changed. In the study of semantics thcy can be almost awed by the ways in
which choice of words can affect human lives. In writing objectives, one must
keep such outcomes in mind and not concentrate chiefly on having students
distinguish restrictive from nonrestrictive clauses.
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If our instruction in language has been successful, it will produce almost
as many gleams as literature does. The Tri-University Projcct is seeking, in
part, to find ways of stimulating young people toward a love of language and
to indicate ways in which that love can be revealed. It is worthwhile for
students to seek the deeper meanings in words and sentences and to enjoy
doing so. They should often talk about language when they are reading
literature, and they should become sensitive to language in their speaking and
writing—sensitive to the ways in which their usc of language may affect
others. They should enjoy language play, writing nonsense rhymes or poems in
the style of Ogden Nash or E. E. Cummings, inventing word games, punning,
and the like. i , |

With regard to composition, teachers are becoming increasingly aware of
the process of writing, though this process may vary from individual to indi-
vidual. Much good writing, as British teachers are showing, results from good
talk, from miming, improvisation, discussion. Behavioral objectives must take
such modemn developments into account.

The directors of.our project are still not satisfied with what has been -

accomplished so far in the preparation of statements in composition, and
thereforc no examples will be included here. The consultants have provided a
good basis for many such statements; but much reworking is needed.

A major worry about objectives in composition is that there is danger of
stifling genius, of inhibiting the student who is highly inventive and very
unconventional. Conventional objectives and conventional methods have often
had such an inhibiting effect. As a profession we must seek ‘ways to avoid
smothering the potential Shakespeare. If Shakespeare had been taught compo-
sition by the essentially negative ways employed in many schools, his name
might be entirely unknown to us. .

In literature, too, there is danger of stifling—not just the genius, but all
students. We turn students off with literature at least as often as wec turn them
on. Robert F. Magcr, in Developing Attitude toward Learning, draws a useful
distinction between “approach responses” and “avoidance responscs.”? In
teaching literature (or anything clse), we should aim in our objectives at
those things that will help students to approach literature willingly and even
cagerly, not cause them to avoid it.

The observation or measurement of such responses is often necessarily
long-term, not immediate. One seldom becomes an avid reader of poetry after
reading just a few poems. The approach is gradual and uneven; there may be

! (Palo Alto: Fearon Publishers, Inc., 1962).

P e D | oot rna

[T

Lo R LA bl N A e . N 5 08?4




82 ON WRITING BEHAVIORAL OBJECTIVES

regressions. Sometimes the outcome is not even observable di. » . the school

IS

years. In the Tri-University proposal for this project, the directors said:

It must be endlessly repeated . . . that because of the nature of English some
aspects of it do not lend themselves to completely reliable non-subjective
measurement, especially at the time when the in-school leaming is occurring.
We hear frequently, for instance, of stories like that of the boy who was appar-
ently bored by Shakespeare but-who as a soldier, a few years later, was heart-
ened when he happened to recall the lines

Cowards die many tintes before their deaths;
The valiant never taste of death but once.

Perhaps some faint clues may be suggested that can help to identify Shake-
speare’s effect even on boys like that, but it is clearly impossible to provide a
definitive rating scale to take into account outcomes that may not be visible for
years, Further, objectives must not concentrate on the supexficial merely because
superficialities are easily observable or measurable. It may be found that certain
aspects of English instruction cannot be framed in behavioral terms.

" Mager points out that in evaluation, particularly in the affective domain,
we should be concerned especially with terdencies, with indirect indications.
With regard to literature, we may ask whether at the end of a term a student
tends more or tends less toward approach responses. Does he participate more
eagerly or less eagerly in discussion of literature? Has the pattem of his
responses changed at all? Does he more often relate what he is now reading
to something he nas read before? Does he check out more or fewer books
from the library? On anonymous checklists concemning literature they have
been reading—lists with words like interesting, dull, fun, too ha.d, exciting,
boring, useful, useless, too easy, very important—what changes in a class’s
responses occur over a period of time?

These are signs of the gleam—outward manifestations. In teaching litera-
ture we have been enhancing the gleam in some students, diminishing it in
others. Think of the dull-eyed boy who finally finds an adventure story that
turns him on and makes him hungry for another one. In contrast, think of the
first-grader who one day bounces home and shouts proudly, “Mom, I can
read!” but whose enthusiasm is diminished year by year until as a high school
senior, though he can read, he doesnt. We want to turn kids on with lit-
erature, not off.

So in choosing behavioral objectives in English (or any other subject) we
need to try to find what will turn the students on or at least not off. As Mager

| AU
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says, “If I do little else, I want to send my students away with at least as much
interest in the subjects I teach as they had when I arrived.”
This doesn’t mean that literature instruction has to be all fun and games,

or that there is no work involved. The University of Illinois professor of

English to whom students annually give the highest rating as a teacher is also
the one who works them harder than anyone else. But the work they do seems
significant to the students, and the classroom atmosphere is a pleasant, excit-
ing one. Work, according to Mager, should not be confused with unpleasant-
ness.

Here are some examples of behavioral objectives in literature (taken from a
much longer list), showing what the Tri-University Project is considering for
inclusion:

Given a play or short story, members of the class mime or improvise parts of the
action or dialogue. Any student who participates, regardless of the degree of
effectiveness, is considered to have succeeded.

Given a poem suitable for choral reading, each student participates actively in
the reading and occasionally contributes a suggestion conceming a way to im-
prove the reading of a particular line or passage.

After class discussion of basic causes of conflict among*human beings, each
student looks back at several short stories the class has read and writes down
what he considers to be the basic cause or causes of conflict in each story. In
class he presents and substantiates his ideas, and the class attempts to reach
common agreement concerning the causes of conflict in these stories.

Given a play, each student reads a role chosen by him or assigned.to him in a
particular scene. The student and the class comment on his reading of certain
speeches, especially from the point of view of how well he brought out the
meaning and the emotion. The scene is repeated and again critically analyzed.

Given a piece of fiction or a play, the class discusses the basic motivations of
each important character in an attempt to understand why the character behaves
as he does. When disagreements arise, each student writes a paragraph or more
to uphold his point of view. Students who have written about the same char-
acter read their papers to the class, and discussion follows, perhaps leading to a
decision or a reconciliation of viewpoints. -

After exposure to several genres, the class discusses the variations in treatment
that would have been necessary if the author had written in a different genre.
For example, if the author of a short story had written a lyric pvem on the
same theme, what would he have done differently? Or if Shakespeare had
decided to make Midsummer Night’s Dream or Twelfth Night a tragedy mstead
of a comedy, what would he have done differently? Following the discussion,
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84 ON WRITING BEHAVIORAL OBJECTIVES

each student writes a composition in which he answers such a question concern-
ing a work of his o wn choice. :

In réading a poem aloud, a student avoids a singsong reading, and avoids stop-
ping at the end of a line except where punctuation signals a stop.

In the book Selected Objectives- for the Language Arts: Grades 7-12,
Amold Lazarus and Rozanne Knudson state this objective non-behaviorally:
“To understand that every poem has a logic of its own; that generalities and
rules are likely to betray the explication; that many a poem is in part like a
unique puzzle to be solved on ils own terms.”? The writer of a behavioral
objective must ask himself what outward manifestation of this internal be-
havior may be revealed. Here is one not completely satisfactory statement:

“Given a poem that is difficult for k..., « student treats it as a kind of puzzle.
-He carefully examines each sentmce, each word, cach image, etc. to discover
what clue it may provide for t'ie solution. He reveals this attitude through
his contributions to class iscassion of {i-¢ poem.”

The Tri-University Project is still young. The directors believe tiat be-
havioral objectives have a place in English instruction, though they have
reservations,, too. Thev do not believe that the mere creation of a set of such
objectives will miraculously transform an Eaglish class, causing every student
to become an excited and fully involved member. And the danger of trivizl-
ization, it ‘must be constantly reiterated, is a real‘'one that must be avoided.

But on the positive side, work on behavioral -objectives forces teachers to
rethink why they are doiny; wi:at they are doing. If the reasons are inadequate,
if something is being taught only because it usually s taught, some deac'wood
may be removed from a, curriculum and replaced with something alive and
relevant. Second, well-conceived behavioral objectives may in some instances
replace the vague statements. now so frequently employed. Third, behavioral
objectives require emphasis not on the subject alone nor on. the student alone
but upon the interaction of subject and student. By placmg a premium on
doing and not on “understanding” or “appreciating,” behavioral objectives
recall to our 'minds the hope that students will make use of what we are
teaching, not just absorb it. Fourth, in so far as evaluation can be built into

objectives (and the directors are not yet convinced that immediate, completely .

nonisubjective evaluation is possible in all parts of English), the teacher’s task
of evaluation is somewhat eased and the results may be more fair te all
students.

2 {Boston: Houghton Mifflin Company, 1967),
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The young project faces other problems not yet mentioned. How, for
instance, is it possible to avoid the teacher-dominated classroom if the teacher
phrases the objectives and then expects the students to attain those objectives
rather than others perhaps equally valid? Can students themselves help to
frame behavioral objectives? Is it possible to correlate, within a behavioral
objective framework, the study of observing, reading, listening, writing, speak-
ing, and language, rather than presenting them as seperate strands?

With the help of an extremely able group of consultants, the directors
hope to find at least partial answers to those and other questions.

The Tri-University BOE Project

Codirectors . -

Indiana University: Edward Jenkinson, Donald Seybold

Purduc University: Amold Lazarus, Thomas Pietras, Adnan Van Mondfrans
University of Illinois: Paul H. Jacobs, J. N. Hook

Censultants
Jeffery Auer : Jeanne Fay
Indiana University Quincy Public Schools

Quincy, Massachusetts

James Gaither -
Crispus Attucks High School

Oscar Bouise
Xavier University of Lonisiana

Charlotte Brooks Ind: . h
Supervisor of English Indianapolis, Indiana
Washingtoi, D.C. Richard Gray

Indiana University

The Rev. Ashley Harrington, O, Carm.
Mt. Carmel High School
- - )f—Chicago, Illinois

Francis Christensen
Northern Illincis * niversity

Philip Daghlian
Indiana University
Harwood Hess

Stephen Dunning Purdue University

University of -Michigan

Margaret Early Warren Hubbard

Syracuse University School No. 570

) Baltimore, Maryland
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undertook this as part of an international study so that I could reconcile the
various statements about the teaching of literature.
We found that, in relation to content, the prime behaviors listed by the
curriculum writers included those marked A through J in Figure 1.
Figure 1

Content and Behavioral Objectives in Literature

Behavior
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Now the problems of establishing criteria for cach of these bchaviors

emerge as soon as one examines them. Even that simple behavior, to know,

poses problems, for no two people can agree as to what the salient parts of a
literary work are that should be known; we might agree that every student

should memorize everything, but I thitk that is a bit unrealistic, and besides, .

most of us would temporize by saying that knowledge of that sort is less
importaxnt than certain of the other (although not higher) behaviors. Taking
the second series of behaviors, these too scem on the surface capable of linear

National Committee, I.LE.A. Literature P oject,” mimengraphed (#lew York, 1967). Avail-
able on application to the author. )
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90 ON WRITING BEHAVIORAL OBJECTIVES

measurement with a fairly self-evident criterion; it is easy to tell whether
someone can spot the metaphors in a poem by Keats or note the similarities
and differences between Silas Marner and Macbeth, or the relationship be-
tween “A Rose for Emily” and Faulkner’s life. Yet even this area has its
problems. What is the correct application of knowledge of Faulkner’s back-
ground to the story? Is it related to an incident in the writer's life, or does it
exist as a symbolic-instance of the decadence of the South that Faulkner saw
and described elsewhere? Who is to say? We know we couldnit trust Faulkner
even if he were alive. How sure are we then of the relationship of a work like
The Scarlet Letter to Puritanism, to Hawthorne’s life, to the transcendental-
ist’s ideas of nature, to Hawthorne’s satiric works, to the pastoral tradition,
to an Aristotelian or Hegelian idea of tragedy® We riay well have asked
examination questions about any of these relationships without any real surety,
I would argue, that such a relationship is valid. These- relationships, these
applications of the knowledge of one set of data to another set of data are
the basis of a great deal of the intellectual stature of man. “Classification is
all of learning,” says I. A. Richards, echoing Aristotle. Each of these is a way
. of structuring the world that we see; that is, we look at a work of literature
and classify it as a novel, a romance, a tale of greed, a warning about pride, a

symbolic recreation of the Fall, and so on, and so on. Each of these is accurate

to a point; none of them captures the full work, and none fully captures even
part of the work. The criterion for judging the adequacy of a studeat’s relat-
ing The Scarlet Letter to Puritanism is not simply that it is or is not related,
but whether it i . depiction of that relationship in a way that seems to the
observer-*o account for every stray ‘word and thought in the work, and for
every facet of American Puritanism—a jcb beyond the massive capability of
the late Perry Miller.

As with the application of knowledge, so with the various modes of expres-
sing response. Response itself, the mos. vaunted goal of literary education, is
unmeasurable, and so we must be content to deal with its various -manifesta-
tions: the recitation or enactment of the work; the various statements that
may be made about it in writing or speeck; and the other activities that may
result from it, as well as the simple act of choosing that work over some “sub:
literary” work: Each of these manifestations is a structuring of a part of the
relationship between the reader and the work. His recitation or mime repre-
sents how he would recitc it; there is no criterion that says that Burton’s
Harilet is better than Olivier’s, or which of the words in “That's my last
duchess, hanging on the wall . . .” should be stressed. Nor in the expression
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ALAN C. PURVES 91

of one’s engagement can there be a criterion that places engagement over
aesthetic distance; nor in analysis of language patterns of a sonnet, which of
the patterns is of pnme importance; nor of interpretation, whether a psycho-
logical interpretation is better than an archetypal one; nor of an evaluation, ]
_ whether praising “Trees” for its eloquent statement of an important thought : §
is better than damning it for being an illogical verbal structure. Morris Weitz, ’
in Hamlet and the Philosophy of Literary Criticism, shows that each of these
deals with a different order of question, and each is equally unsuitable to
“objective” validation.® Michael Polanyi in Personal Knowledge goes further
than Weitz by showing that objectivity is an illusion, that even the-most™
scientific of statements betokens an assumption or set of assumptions about
< the nature of the universe or a part of it.®
z But, one might argue, there are better or worse statements about the
language patterns in a sonnet; of that I am not so sure. The criterion of
“betterness escapes me. Is it better to say that it is an ababedcdefefgg rhyme
: scheme, that it is iambic pentameter with inversion in the first foot of lines 1,
3, and 7, or that there is alliteratior. in lines 2, 4, 6, 8,"and consonance in lines
3, 11, and 12? Each speaks of different things. Granted there can be inaccurate
statements, such ac calling the meter anapestic trimeter, but this level of
accuracy is also one approaching triviality.
. Perhaps we can find a criterion when we deal with attitudes about litera-
oz ture, Certainly it.would seem better to be a reader than a nonreader, to go to
libraries rather than to climb mountains, and to deplore censorship rather -
than to burn books. I would say yes, and so would you; yet I recognize that
many intelligent and go)d people are not readers, that climbing is important
-t for one’s health, and that some kinds of censorship seem at times socially
: desirable, witness those kinds that the Ncrx is fostering with such an inno-
- : cent volume as Reading Ladders for Human Relations—why that instead of
- : Reading Axes for Human Hatreds, save that we want to suppress the latter
— - - -3 kind of literature? . = . - .- =
: We can, then, delincate the overt Echaviors with which literary education :
: deais, but we have a hard time being very sure about the dircction in which
many of these behaviors should move. In language study, too, we have a hard
time establishing a criterion of good writing or good grammer or even of
. which grammar, since each is - different and complimentary and viable
Y structuring of the flux of language. I would suggest that the fault lies not in U
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the behaviors themselves, whether we spell out objectives or not (those are
the behaviors with which we shall be dealing), but with the very notions of
criteria and direction. Instead—of linear measurement, we need to cmploy
topological or topographic and trigonometric measurcment, measurement such
as that performed by James Squire, Kellogg Hunt, Francis Christenscn, Louise

Rosenblatt and others.” We need not ask whether a student has a good mind

for literary study but rather, What kinds of literary study does he do? Not,
Does he have the right response? but, What kind of response does he make?
As a means of pointing some alternative directions in evaluation of student

achievement, let me seek to define those three different kinds of ineasurement

—the linear, the topographic, and the trigonometric. The best way I can do so
is by analogy to the measurement of a flagpole. Most of what educational
planners are interested in is covert behavior, what happens inside a person

that may determinc some subsequent 2ctions. Teachers are intcrested in

whether people like literature, what ‘peopie think about the world, what sense
of grammaticality resides in people’s minds, what attitudes towards God,
home, country, and art people might have. This covert behavior may be
likened to the flagpole. It exists, and we are pretty sure it is there, but we
don’t know how tall it is, nor exactly what is at the top—a ball maybe, with

-an eagle, or is it soune leavesP When the sun is shining, we do have the

shadow of that flagpole available to us. The shadow may be thought of as
overt behavior, the statements abo ‘reading interests that people inake, the
essays and sentences they write, the actions they perform.

In treatig that shadow, there are three possible operations. The first is
to take a rulcs or a yardstick and see how long and how wide it is. This might
be called linear measurement. In this case the measurer has a standard or a
criterion of how long a foot should be, and heé sets that ruler against the
shadow. In English, we have a great many rulers or yardsticks: our sense of a
proper critical response, our sense of what proper taste should be, our sense
of grammaticality. If a student’s utterance does not measure up to that cri-
terion, the student is deficient. The shadow is not what we want the shadow

to be. This kind of measurement, the most prevalent form of measurement

?James R. Squire, The Response of Adolescents While Reading Four Short Stories.
(Champaign, IIL.: National Council of Teachers of English, 1964); Kellogg Hunt, Gram-
matical Structures Written at Three Grade Levels. (Champaign, I1L: National Council of
Teachers of English, 1065); Francis Christensen, “A Generative Rnetoric of e Sentence,”
in Toward a New Rhetoric, Papers from the 1963 Confer.nce on College Composition and
Communication (Champaign, I'l.: National Council of Teachers of English; 1963); Louise
M. Rosenblatt, “Towards a Transactional’ Theory of Reading,” Journal of Reading Behav-
ior, 1 (Winter 1069), 31-49, - -
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ALAN C. PURVES 93

in education (even though the ruler is disguised as a normal curve and a
standard score), suffers from a false notion of the surety of the yardstick, as I
have pointed out in the first part of this brief. )
But there is a second way of treating that shadow. The shadow falls on a
part of the field or asphalt. We can measure what part of the field it covers.

"“This might be called topographic or topological measurement. To take an

example from English, the essay might be descriLed to see what logical path
it does follow (comparison, division, and definition) or whether the path is a
nonlogical one, what critical response it pursues—interpretation, description,
evaluation, or an impressionistic reconstruction—or which of Martin Joos's
five clocks it might fall under. To use this kind of measurement is to treat
the student’s utterance as a document as worthy of critical attention as a poem

by Donne. Curiously, most measurement of student writing is not critical in

this sense but a repudiation of all the critical standards that we profess: most

- measurement treats a student’s writing the way a dyspeptic copy editor or an

opprobrious censor treats a novel. No wonder students reject our values. We

might urge ourselves as measurers to be topographical as well as linear. This -

measurement too, of course, is necessarily limited as o its validity. -
But topographical and linear measurement are simply dealing with shad-
ows: ncither of them relates the shadow to the flagpole. There is a kind of
measurement, what might be termed the trigonometric, that secks to infer
from the length and shape of the shadow what the height of the flagpole is
and whether it has an eagle. It does not assume that the inference is absolutely
accurate, however, but secks continually to validate its measures. This trigono-
metric measurement has its counterparts in the measurement of ~~ert behavior
in English. When a student writes an essay, as readers of that essay we may
seek to relate the expressed utterance to what we presume went on in the
student’s mind.” We miay say of it, “that’s honest;” or “that’s not what you
really mecant,” or “that’s an expression of real interest.” If the student talks
about the author’s life, we may;, if we are Freudians, say that he is repressing
the phallic wounding in the poem. When we hear a child of five speak a
number of sentences, we may say that the child has mastered the grammar
and morphology of a certain dialect. In each of these cases, we are not
exactly sure that our depiction of the flagstaff is an accurate depiction, but we
are willing to make ‘a fairly large wager. This kind of measurement is what
psyunometricians are performing when they say that scores on a certain
test are indices of something they call intelligence. Unfortunately, too many
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94 ON WRITING BEHAVIORAL OBJECTIVES

people assume that the inference is absolutely val‘d; or, worse, they assume
that the shadow and the flagpole are the same thing. It is this assumption
that leads oo many people to write behavioral objectives with the assumption
that the measurable behavior that they are setting as an objective is the

- behavior they desire. :

To be a bit more specific about the differerices between the three kinds
of measurement, I shall work through the process of measuring an educational
objective. One of the common general goals of Titerature instruction might be
said to bz that the students should develop an informed and varied taste in

- literature. For a specific grade, that goal might be rewritten to say that the

students should deinonstrate an acceptance of a variety of literary materials
both through their talk and writing about literature and through their active
selectior of materials in a free situation. ]

Linear measurement of that goal would be of several sorts. The most
obvious one might be the collecting of data on the book and magazine buying
and borrowing habits of the students (either through indirect observation or a
questionnaire). After collecting this data, one might analyze it according to
content type (animal stories, sports stories, and the ] - :), genre, and level
(children-adult or pop-cult-high-cult). The reporting o. tuis data would then
be to say that the children who are reading more and more varied material
are doing “better” than those who are not. To measure linearly whether the
children’s taste is informed, one would have tc ask them why they chose-the
selections they chose and determine whether the justification was subjective
or objective, whether blurted or reasoned, whether based on no criterion or
some criterion. In any case, the better justification might be determined to be
objective, reasoned, and based upon a criterion. The students could therefore

be measured as to their degree of fulfilling some agreed-upon critcrion of

taste and rationality. .

Topographic measurement would take the same shadow, the dafa on
habits and preferences, and would possibly take the samc first steps in
analysis; but the similarity would cease there. To take the buying habits, the
topographic measurer would seek to define an exhzstive classification of the
possible kinds of sclections (with a taxonomy of aGventure stories or animal
stories drawn along some Fryean or Jungean lines perl..ps) and say of a
child, “Why, this student prefers stories of types x, m, aud p. She also dislikes
intensely stories of types b and h. She therefore fits intr a pattem similar to
the pattern of 60 percent of the students. She differs from the majority of that
group by being a more active reader in that she reads over seven books a
week.” There is, therefore, a placing of the student. A topographic measure
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of justification would also stop at description but would seek to analyze that
.description more fully, determining whether the criterion is one of form or

. content, whether the criterion is consistently supported, or whether the
criterion is dependent on the work judged.

Neither of these types of measurement, however, go from shadow to sub- -
stance. Trigonometric measurement might very well take the same data and-

ask another type of question about the student’s taste. If the student preferred
horse stories the measurer might ask, if the student were a girl, about the
student’s relationship with her father. If the student showed a preference for
both popular action stories and adult contemplative fiction, the measurer
might hazard that this indicated a tension between what the student preferred

and what he thought others would want him to ‘prefer. If the student gave

involved formal justifications of his taste, the observer might infer that the

" student had a highly developed esthetic sense which had supplanted an emo-
“tional response, or that the student had developed a series of defenses for
preferring works that in other respects were suspect (cf. Nocman Holland,
The Dynamics of Literary Response [New Yorn: Oxford University Piess, Inc.,

- 1968], especially pp. 193-224). Needless to say, this kind of measurement is
anecdotal and tentativ2 2nd based on the vantage point of the observer. Linear
and topographic measurement suffer from similar limitations, but, because they
can often be reperted in numerical fashion, they have the veneer of objectivity,
and the measurer too frequently hypostasizes his numbers and pretends that
his vantage point is the only one there is.

Too often the objective sought in the statistically reliable test is not the

behavior that the curriculum builder wants. To give an example, many of the
curricula of the sixties sought to bring students to a point of mastery of certain
cognitive processes with respect to literary texts. They [prepared students for
high scores on the Advanced Placement test or some other measure of critical
acumen as determined by the yardstick of new criticism. That is the shadow
they sought to pursue. If one looks at the students taught through this cur-

riculum, however, one might surmisc that the sun has shifted or that the

flagpole has changed, for the behavior that seems produced is a repudiation
of all the values established in those measures, a repudiation in favor of doing
one’s own thing. One can, then, fault the curriculum builders for assuming that
the shadow of intellectualization about a liternry work was directly relate

a flagpole of the rational man. Something went wrong, and we do not ku
the extent to which an intellectualized curriculum produced an anti-intellectual
generation: too many variables ‘ntervene, but it is this very fact of intervening
variables that establishes the main danger-of behavioral objectives.
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96 ’ ON WRITING BEHAVIORAL OBJECTIVES

But having said this, I realize that the proponents of behavioral objectives

can counter and say that it is all very well to be idealistic, but that topographic-
-and trigonometric measurement do 1ot face up to the problems of determining

which students should be promoted and which held back, which should be
admitted to college-and which not when one throws away the measuring stick.
This came home to me recently when one of the guiding forces of the National

* Assessment said, “All I want to know is whether we're’putting enough money
. into literature, and your kind of measurement won't tell me.” He represents,

I think, a-strong influence in this country, the influenc of the anti-intellectual
cos* accountant. Now the payoff of literature is not alw s manifest. We cannot
prove that it does any good. Oh, it helps the literacy rate somewhat, but we
don’t think it affects our attitudes much. We can say the same thing about
teaching composition. It doesn’t help people much either. Each of them, how-
ever, gives the student a chance to try different ways of structuring and con-

- trolling the flux of experience around him, As Jerome Bruner wrote, “Emphasis

on discovery in learning has precisely the effect on the learner of leading him
to be a constructionist, to organize what he is encountering in a manner not
only designed to discover regularity -and relatedness, but also to avoid the
kind of information drift that fails to keep account of the uses to which infor-
mation might have been put.” 8 This being 50, it seems to me that education in
the mother tongue should have as its objectives and modes of instruction open
and tenttive systems. Evaluators can seek to describe and measure people’s
behavior, but they must realize that they are ‘'dealing with only a small part
of what is going on whén people read and respond to literature, when they
generate utterances, and when they compose their conceptualizations. They are
dealing with the ovcrt response, the utterance, the composition. Even with
those evaluative means that seck to dea] with process, means that need furtl:er

development, we can only guess at the validity and accuracy of their descrip-
tions. ’

But describe they will, for we are measuring and systematizing animals,

ana we want-to know how we are doing. We need not forego our natural
curiosity about ourselves and our fellow men. Bu. the describer should not
become the prescriber; that trend, it least, should hac. Education, particularly
education in English, should not be limited to the measurable but should seek
to do what educators deem for the human weal. Let the measurement people
seek new ways of measuring and discard their self-imposed limitations which
are coming to destroy the creative mind. -

*

. 6; ?n Kn_(’)wlng: Essays for the Left Hand ( Cambridge, Mass.: Harvard University Press,
862), p. 87. .
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Meld humanistic goals and behavioral objectives, this
writer urges. She suggests that to accomplish this,
behavioral objectives should be viewed simply as
technique, and emphasis should be placed on indi-
vidualized learning, on analysis of each student’s
entering competencies, on process rather than prod-
uct, and on defining the learning process as succes-
sive approximations. This will insure the emergence
of the educated man with humanistic orientations,
now too often formed “by chance or because of
favored circumstances unrelated to the educational
system.”

Towards Humanistic Goals through

Behavioral Objectives ’
' ISABEL BECK

7

The title of this session, “Humanistic Goals versus Behavioral Objectives,”
evokes the image of a Skinner box (experimental space) enveloping the soul
of a student, The clever and preferably fiendish operator of the experimental
space is succeeding in having the student do and say what he does not want to
do and say.

One can also easily conjure up another image—that of a steam engine
labeled technology roaring down upon a female tied to the rails. She, pref-

" evably, is posed as Wisdom. The imagery suggested by the title is not helpful

to education. The title shouid be “Humanistic Goals and Behavioral Objec-

_ tives.” Rather than seeking con{rortation between humanistic or educational

goals and behavioral objectives or ";ehaviorally oriented instructional practices,
we should be seeking ways to bring them together. {fumanistic goals set the
ends of education and behavioral objectives the specific sub-goals or means to
goal attainment. . :

Isabel Beck is with the Leaming Research and Development Center, University of Pitts-

burgh. This paper was read during the Fifty-ninth Annual Meeting of NeTE, Washington, -

.C., November 1969. It'is also to be published in Elementary English.
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B\ behavroral ob]ectlve is deﬁned as a specxﬁc 1nstructronal statement that,
tells as precisely as possible-whata student should-be able to do-after he has
had a given learning experience.! I have seen behavioral ob]ectlves for various
levels of mathematics and’ readmg, for. a college-level course-called Introduc-

_tlon to- Structural Lrngulshcs ~for elemer f, ice },for a, college rhetonc

have :never-seen any, I'm:s 1-experienced
thh':the ‘opportunity to- observe ‘and- nalyze a uccessful’con man :could
wnte an -excellent set of behavroral obje ) ] : :
There is nothrn ‘in- -

to teach somethmg, a commrtment t iorganrze the mstructronal process
,around ‘behavioral objectlves,rs not- neutral. ‘When-a ‘teacher develops and -
S ( ‘based: on behaviorally_defined: goals,

he finds-that he must- ‘specify the-outcomes-in-terms-of - ‘the-performance-ex-
pected of -the learnér-at ‘the-conclusion.of-his teachmg efforts. What- m'tapght
therefore, must be based on"clear- specifications of what the student 1sexpected
to-do. The student’s final perforrhance, as-well as-steps . ‘involved in acquiring.

the final ability, must be observable-and assessable: When appropriately struc- -

tured, behavioral ob)ectrves can become tools- through whrch educahonal goals : o

are achieved: They are_not an end i

"It seems neither- -very revolutionary nor- very threatenmg to requrre that
we 1dent1fy systematrcally ‘what kinds of student. ‘performances-are- associated
with various stages in‘learning, nor to_assert that learning is more ~effective
when these stages are sequenced-in such:a way. that latef, more complex learn- )
ing_is built upon earlier learned: ‘competercies:- A structured: learning system
based on behavioral- objectives has a special _potency. Tt is: potent because, in
requiring- careful- specification~of “the-expected- outcomes for- ‘any given unit
or course, it forces us to reassess both what we are teaching and the premises
~ that underlie teaching the way we do: We must be concerned with specifying ~
the goals of instruction, with sequencing the steps in learning, with_planning
instructional activities which will enable students -to “attain the goals, and
“with evaluating the effectiveness_of our- instruction in -achieving them. There

has to be systematrc and analytlc concern not only w:th the sub]ect one teaches

C Lindvall Introduction, in- Deﬁntng Educational Obiectioes, edited by Lindvall
( Pittsburgh Unive.rsity of Pittsburgh Press, 1964), o
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oL ——whether freshman Enghsh algebra, or early readmg—-but with. the observ-
S LT able behaviors which will- demonstrate- competence in the skllls and under-
R - - -~ . - standings associated-with that subject matter.. ~ - - - -
- e } ABehavroral ob]ectlves are, then a techmque Yet they are suspect, Be-
P - - th .

] } , for-example; are inclined " to” specif;

- -terms-as-* acqumng “values;” -“developing - understandmg,, thmkmg clearly and
- effectively,” or-more- specifically “learning to-read,” or “learning. mathematics.”
- The -psychologist; - however, prefers-to :vrew—’aIl these objectives as:;

-about desired-changes: in- behavior. For_l
behavior

' read is. taught toread,-

7 —teacher has mdeed changed h1s behavro Leammg to?' dd two-drglt numbers
- isa change ; leal - : -

lues. T am. argurng

’ore what the’?behavronsts ave leamed-if we are

to- teach eEectxvely the goals which-humanists- hold: We have a-twofold re-

sponsibility: utxhzmg ‘what we know about how people learn and contnbutrng’ -
“to-that- knowledge4 S R L

6573 Wimam D Hitt,' “Two Models of Man, American Psychologist 24 (July 1969), 651-

Leaming and Televisron,” bnpubllshed paper (Lewxsburg, Pa Natlonal Project ﬁor
Improvement of - Televised - Instruction; Bucknell -University '1966), p

+.-4Robert Glaser, “The Design and Programming of Instruction,” aupplementary Paper
No 28 (New York Commrttee for Econornlc Development, 1968),




. L ~ 100 - - o wnr'r'mc —nEHAviQR&LoB}ECnVEs—',, -

e Ceoo i IE ool ) Present in the ratronale for pubhc educatron are two' values upon whlch
- - I think we would.agree. They are-that each individual should be provided
- e oL - opportunity to-devclop-his_personal potential, and that-individual differences-

T L TR T —physical, mental;  behavioral—should be appreciated and provrded for wrth-

-in_ educatronal, rograms The- chievement of theseff

ved nsform gfour vrews ofr
¢ utlhzatlon of ehavioral

) Behavroral ob]ectlv are v1tal?b,caus the 1 reqf 1)
- outcomes:of “instruction in “observable-pupi behavior-all

the student to. assess -whether he has I

] sed -object
“stated 1in terms- of,puprl perforxnance,

: aboutrwhat ‘¢ ]

) write clearly chhard Chmann states some of the
S problems m resent Enghshco’ ¥ -

Apparently Wi have no wrde agreem ’t o the nature and purpose of Enghsh
10L. .. ‘How we judge: otir-success-depends:in- - part- on-whether-we:think-of

'Engllsh 101 -as teaching students. to-write fluently, teaching them to think- ‘well,”
- preparing-them-for liberal" ediication; * ‘exposing”-them to- the best that has been
-thought and. known,-. ‘helping -them “to -become -intelligeat citizens, -
_them-for specific careers,-
covert -aims;-B

-
“qualifying™ -
or serving"One or-more-of many other-announced and -

uteven_if we-agree for.a: oment on:one: aim, such- as-th
s 1 achrevmg -it-can-be; has cen, seriously quesuone

- Lets narrow “the- problem “by: ]ust Iookmg -at-one —,expeeted outpome of
English- composition—to" write “clearly. This particular goal is-the aim of niot
only college English 101, but many- precedxng and succeeding: courses. When -

-we_ask the question, What-does_it mean to- write clearly? we frequently- come
_up- with -answers' such as:to. “communicate the writer's-ideas to- the reader, to
wnte precrsely, to wrxte cogently, to* put one’s - thouﬂhts on’ paper. clearly

‘Editor‘s note for. “Talk-Write A Behavxoral Pedagogy for Composxtxon,”—by Rohert
Zoellncr, College Engltsh, 30 (January 1969), 267. - )
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his- work? I would propose!

- sunple behavxors only—those which.can-be: forced “into- measurable and observ-

p 'I'SABEL’{BEC'K -

These kmds of broad reasons gwe Enghsh teachers httle help in- choosmg th
appropriate- methods and - experiences: to- achisve the outcome: Now,-let’s ask-
_the_question another way:- How- do we recognize a clear writer when we-rcad

able- terms—xs an:incorrect:- notron 1f;one thmks of thi

- eogmzed and assessable
ttl’, for what can be easrly

-aspects-of “hiuman - behavior, “then_ they need
- - goals. Overly “general- objectwes ‘may" force—
- expressed- and measured T

- SAlbert Bandura, Princi ples of Beham'or Mod:ﬁcatlon ( Ne
- Winston, Inc., 1969), p. 74.= = - 3

T “Evaluation of Instruction and Changing Educatio a ,Models anluation of Imtmc-
tion; edr)ted by M G Wxttrock and D. Riley (New York Holt, Rlnehart and Winston, Inc N
in press - - -

that many ‘of us do recogmze a_clear. wnter T
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~ _behavioral orientation towar:

ON WRI'I'ING BEHAVIORAL OB]EC'I’IVES

Zoellner succmctly smtes the problem and the needs of composxtnon 1nstruc- -

--The central faxlure of current compos:honal pedagogy . isits apparent mabxhty
to- fum:sh the student-wnterithh -anything- but-the_ most generalized ‘specifica-
- getti One de ofithe—wnt;n "sxtuahon [poor wntmg] to= the

* the- St“de!‘ti?o Iearmng ‘experiences which-ca “e", fesult-in h
desnred'goalsrbut evoke instead” frustrahon nd-a ense-of failure.

system. wants ‘him to do.This: isa false '1mpress1oni

we-ask the question; How:do- students{typxcally acl ‘th
‘own-thing?- I would. have to ‘agree with -James Evans, t
random variables- t00- often determine--wha ing-they- do. These,xnclrude
social- c]ass;
loglcal attributes, and color.? -

_Although no- humamst'woul argue agamst the worth and regard forithe —
- mdmdual -many of our- edumhonal -institutions- in _practice- deemphasnze ‘the

mdmdual ‘We- use -instruments_ in -our " predlctlons ‘which _are- sometimes
culturally. biased, and we- assess_performance- -using"instrumentsof -doubtful-
validity. We base- evaluation : the acceptable paper, or:score; As was stated
" *Zoellner, “Talk-Write,” p: 284.

9“The 'l'eclmology of Doing Your Own 'I‘hing paper presented at the Seventh Annual
Convenﬁon of the Nahonal Society for Programmed Instmction, 1969

location of the school famxly remforcement physxcal and ‘sycho- ,li B
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before, we. do not systematxmlly explore the entenng competenctes of the -
student, nor do_we ask what is needed to i improve these entering competencles -

- so0 that the: student ‘could-show important growth on his class- papers, 1 in his

test scores, or so that the student could indeed-do that:which" intrigues- hxm

AlLin-all_we_are-inordinately- concerned-with -the- -product- rathe

’each,,rstudent “a-prograr
taxlored to hxs learmng'needs and- hls charaeteristi

7 - i - x “suggests “such a

schematxc in lus,behaworally ‘based: operatxonal model for mdivxdualizatxon
- “This-model-provides-for (1) ecxfym I
(2) diagnosmg the-initial state-of a“stude j’entenng a parhcular mstructxonal
“situation, (3)-a_variety ‘of- paths for-attaining-a particular: Tlearning outcome,
(4)- ‘teacher- and/or student prescnptxon of the- leammg'tasks (5) monitormg
-0 Robert Glaser, Science Educatlon ‘News; Iune 1967 p.-1-

—11Glen Heathen “Teacher -Education -for “Individualized Instruction, _paper as_part
of a teacher training institution conference conducted by Research for Better Schools,
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student performance at_ appropnate mtervals (6) self-unprovement of the e

system-through continuous feedback of information and evaluation.’? -~ - - L T T
For the-past five years the Leaming Research and- Devdopment Centcr A

-at the “University-of Pittsburgh.in cooperation_ with the*Bal :

School- Dlstnc has: used’:th devel

ggest, nor:is it-humanistic . ~

_ to lignore- the. chemahcs’}that} ome- from “machine analogues 3. In using -~ -
analogu one:nee not:adppt!tli -

elpful eveloping an- 'explorato ;
the: Tlearfung process, They neednot-be regarded-as true pi
nrund.

Quite- theicontrary ]eanne;Chall, for

* - example,points -out-that-there-is- “plenty “of room for confrontatio vnthm -
avaxlable data-about-how children should be taught to ‘read.?

Humams goals “and’ proceduresj

: ”With'ock and Riley, Evaluation of oty / T .
718 Zoellnier, “Talk-Write;” p. 285, - - -
‘1¥Jeanne Chall,- Leamlng to Read. The Great Debate (New York McGraw—HilI Book
Company, 1967) : . -
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'mdmduahzed educmonal system the followmg are necessary specxﬁmhon,, R
-in-behavioral- terms, of the Icaming goals-associated with" different levels of - - B
the educational process; analysis of the entering competencies of évery student; - :
remforcement of those behaviors whxch lead progresswely toward the achleve- e
the q ¢ : -as-—
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- True to- the intent he expresses in hzs introductory
remarks,_ the -author-poses some “provocative -ques- -
- tions-about -the language-used to formulaté. behav-- - - - -
:wral obiectives “Can we,really achaeve an mtegrity -

'G'rowth -a- large -abstraction which can:only- assume adequate meamng*When
seen in-terms-of individual, loc SC : :
( . some mplimted guf bops. Wln ’bljmgs me
pomt that the sxgmﬁcanoe of - growth” is-a- en

: “growth
- supported by one’s. culture—sustamed’;that is; b
-by- the-minds, the-deeply-sustaining minds of suc fi)eopfe "as Colendge, Wll-, -
liam ]ames ]ohn Stuart Mlll -and Matthew Arnol ; -

sodoeconomic:aﬁd ,political;assumptiqns.i In:this;—sense; it mayiwe jat t]
children- of - revolutiourwxll -when-th me to effective’ matunty,,have very
dlfferent answers:from those-that w we~ clmg to But the concept of owth” is
‘Geoffrey Summerﬂeld is with the Parlc Grove -

. of-York; York, England. - -
7 A (Rcading, England
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 -speak the student,fas he-moves: 7m::{and through' adolescence, ¢
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o 1981 jf " -- ON WRITING BEHAVIORAL OBJECTIVES

also keenly problemahcal in that it must also subrmt 1tself to empmcal analysxs

- and be modified by the techniques and-the findings of those who operate em-
pirically. In the crudest sense, growth is_quantitative as well:as organic: and -
7 —whenever we.. mvoke -any of the. long-chenshed values of the;humamsteduca-

R natmg, one of -the first features to compelfattentx 1-is ] the dxscrepanc betweenr
: a-limited-and- limiting- lex:s, on the one: hand 1
- modulatm -and modifyi ’

t ey are mrthe States ”Generally,

-of three-things.The “minority- expenenee no_conflict between home -and

cchool -both paren‘s and teachers speak the same language, and"the lexis -
m-or-more-extensive than- that )
of the livmg room. The ma]onty, however, hve in“two camps, and, to_some -

marked degree, they are brought-to-make-a series of - choices ‘between them.
Scott -Fitzgerald remarked” oneeithat -the-test-of ‘a first-rate mtelhgence is- the
abil.lty to-hold two opposing ideas in the mind-at the same- time, and go on

- operating.- The_opposing “ideas, in: _thiscase, consist of {a) a more -versatile_
o lexlcal repertoxre, capable of sustaming such activxtxes as conceptual thinkmg

i
L ks Fustades DTS *w‘wﬁwwwqﬁ_ﬂwwww,wtmw,m -

“does_ one”

oy ot
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: ,culture, of the ‘mass medna.,gt;;,,:—,, R

T ,I’ll g0° do\yn i:the bog,and get som e bog-pa

) Droved,of it, she,enjoyedlt* and she: pmned it u on her classroom «vall for-
~-students-to-read. The -school ~ptincipal- rernov
; why he: had- done so:Hw explana -

- washed ‘behind:the ¢ars—she was: -working to-provide a universe: of-discourse -

] of the tribe, -

’f"chFFREYJdeMEiiFiELD’— 109

and analysrs, a kmd of- urbane play thh abstractrons, and- (b) the “dralect of
the tribe,” thelanguage of home; of - parents and of grandparents,- supple~
‘mented- by the accessible, acceptable, and socrally useful l'mguage of pop -

-an exemplary case; a’fable,
1'th 'igraduate'f'department

7 t *readers, e -
to convey the distinctive }tensrons ang excrtements that one expenences m i;;
watchmg a. game The students we 3

omethmg at-thi
““The whole- thin

ing, nay, enco :gxng, vulganty e
Her-answer, in effect, that"one“can-only § grow in oné’s own- sorl 'l‘hat N
by -accepting-and- enjoying the ,language of her - students-—unredeemed, un-- j g

within ‘which both: she and her students could share a ‘language: the principal’s -
hang-up was.that -he was threatened by the dialect- of the tribe, because-the -
school “stood for" the- obhterat:on org rohibrtron or suppressron of the dmlect

- Hrtherto, we have played -an- odd one~way game based on- the premxse
that ‘we have. possession of that ‘which ‘our students- need: lexis, register, cul- -
tural heritage, deportment, and-so on.-What we need | to promote is a delicate _
kxnd of awareness’ that will allow our students to explore thh all due mtelll-

3
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gence '\nd sensxtlvxty the place of the word “bog in the complex transactlon )
- of contexts that takes place when they enter our classrooms: If we are, how- ~ .. -
ever, to- describe such objectives in. _general terms, we stand-in danger of i
sxmphstlc formulaic bland- generaliti=s: the life of the ﬂesh may have been . :

- scraped:from'the—skeleto, - ST T
. : : y co wnte ob)ectwes, for. ST 4F
Enghsh tho our cumcula, brochures syllabus:s or hatever is-there nota BE
-tendency for-us-to_perpetuate the: hlgh; unding cant-of educdtional officialese, T
instead. of speaking.from -within- the actual person-to-person relatxonshlp hs it
_exists between ourselves and our tudents? S o )

- } ran is-to-be genumely exrstentxal—-the articu-"
:what we- actually do- 1ather than the windy “formulation-of pious :
aspu'ahons—what kind-of language can we mi t-usefully use? -Can we really, = -
achieve-an integrity-somewhere- ‘between the unsystematized msxghts of Law-

‘rence’s-Fantasia_ of the Unconscious-and the. systematwea observatxons of the
. quantifying-behay - ]
-~ Another_ supplementary question:-much" of,our lexical repertorre denvesf -

from an engagement with-and-pleasurable_ involvement in- literature: but we
didn’t read Faulkner “or Thurber or Mark Twain in order to- -improve our T
vocabularies]- ‘When “therefore we -attempt to_ forrulate objectives . explicitly,
~what do-we say about_our alms"m our: hterature program? Do we actually
claxm that it is to- be ta ight; ,part, in order to rnprove (1 e., extend and
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B - The author contends that the behavioral approach [ S
- SR : is-neither sclentific nor. honest, offering “a one-sided ST
~ ~ . __approach-to -human affairs.” The Curriculum Com-
- ‘mission feels that this paper-states well some of the
- o= - ~fundamental--difficultics underlying the-writing~of - -
TIE —;',behaoloral obfectwes especzally in light ‘of the-rec- * -
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- teachers to_ 7wnte behavmral ob}echves—and —;then throwr them away We

probably tend to be more 'fuzzy-headed about what we are domg ;than math

- ,;mterpersonal and mtrapefsona;
- research-in Enghsh may be necessa

Iames Moﬂ'ett is with the Unlversity of Caleomxa, Berke!ey He prepared this posihon
.- paper in- October 1969 as one of the consultants meeting in Indianapolis with the co-

directors of the Tri-University- Project Behavioral Objectxves in Enghsh Grades 9-12 See.
the paper byJ N Hook in this sectxon .
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prefacmg the goals. Consider, for example, what may be happemng in a more
taciturn member of a discassion group. The effects.of certain reading, acting, _
and writing on a student’s social.- emotional, ‘and ‘cognitive growth tend of -

course to be-long-range: and inextricable.- Although it helps to- acknowledge -
that many of:these: eEects wﬂ’ elther Joccur-years:later: and often- out of school .

‘a psychology that in- the name of Vob)ectmty refuses-to. infer -what is going
_ -on-in-the black-box of:our head but doe: ] i

" -observed behaviors “because_ the: latte"ar supposedly self-evzdent and entaxl"; o
: no- inferences. But any- observation “er -an -

-objective -observe

‘meré fact of bemg overt d
- -not-make-a-behavior- ob]ectlve Einstein-said- that the observer is the- ‘essence-

of the s1tuatlon (In thrs regard mcldentally, the clmm that the beh vroral

systemahcally vary one factorr ;,tlme For thxs reason; the protest that- tnvia
nced not result rings hollow; it-is-built into the: “objective-observer” emphasls,
whxch requires over-systematized-fragmenting of- learning.- Without-a -respect.
for inner -processes; -such as-genetic _development, an observer. ‘can_ misin-
terpret - certain confusions in- the" ‘thought-and: speech of students ‘as task
failures- when actually “these: confusrons indicate arrival at a more -complex
stage of growth where ‘more”errors ‘can-be made. A student who describes
dialectical differences very wellafter a session of- hearmg recordmgs of differ-

ent dialects 1 ‘may- be drawmg on previous personal expenenee unknown to the

" observer. -

‘So mainly, what is unscrenuﬁc is limntmg observatnon to. the external view
and ‘repudiating all introspective statements: Since truth surely- cantiot inhere
in one pomt of view alone, it must- follow that an msnde-outsxde v1ew is more

e 'cnbedf othexr proper muses A behavroral{ S

ol
Lt
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 tion is to synthesize the totality.

" fact; to do more than tla, to pemi

- posed-is-to settle ona handful of general-verbal processes

JAMES MOFFETT -~~~ — s

: 't;-htrlgflelfﬁ(r)\/férreércting, to-the xﬂyéﬁml;elements in earlier vifalisiiand ‘mentalist

psychologies, S-R- psychology -adopted “another extreme in denying truth to
the. individual’s own- description-of_his inner life and consequently in denying

his self-assessment of his learning. The only hope for truth through cbserva-

vantage. points—into a full-picture. This certainly" must -include: the_student's

recognize nonetheless how.wise and p

over to become itslf a

is-not-inclinedto-champion- this-“vitalist” view

individual as well a in the enviroument,

- - The *kind- of -curriculum- that I"have

nu—ymg volv

behavioral -goals. ‘Not-only could-it not be-assessed; it would never. get off

 the-ground because:the amount:znd kind ‘of -activities that would-have to be-

run off in the classroom in order to ey
and distort ‘hopelessly-the -learning

1 settle on-a handful al-verbal processes that; if only from'a.
purely logical standpoint, can't fail to-develop the- growth. of thought and
language"because they are-basic sending-and-receiving activities-that can be
varied-in infinite ways; and"t ~back:these- activities to the hilt without ‘asking-

- observations—from different times and- -

~activities: fhémé’él!@a’sszhﬁtl’li have pro-

statements about what he has or has not learned, how and when: The nterior -

he kind- of - curriculu 1av trying to ev collaboration - -
.with- others -could ot -be- successfully-evaluated by ‘measures -derived from

évaluate-behavioristically-would drive out™

either teachers or studentsto engage ia other-activities merely or principally -

for the sake-of evaluation. Assessment-would-occur in‘two main ways, one . -

inrfbi'fhaflréé’na{t,lié'chrfexfffdriné{lj:"ftgachérs’—iyéuliifgbpﬁstaﬁt}xrﬁitchfthé& observa-
tions- against- the “statements of students ‘about-what they - are learning “and

what they need to-learn. Outside raters, experts in discursive learning, would

assess samples of student discourse—tapes of discussion, finished- compositions
along with early drafts, tapes of rehearsed poetry readings, videotapes of
acting- and " improvising=all taken in_ slice-of-life. fashion from the normal




[,

114- oN WmTINc—BEHAVIORAL onJEcrl'VEs :

leammg act1vrt1es Rater evaluahon acknowledges the sub]ectlvrty of any
observer, but “the- sub)ectmty can be somewhat offset by quanhfymg and
correlatmg rater judgments. This sort of observer can combiné cites and get
- total “reading” about which aspects of readmg or composition or conversmg
a- certain;group*iszweak,oizstron‘g -

'!If‘lrs assesses the cumculum, but it does

; estigrous leadershxp corps

- such-a- Tist-of ob]ectrves when promulgated by a’]
S 11

The latter nught very hkely occur, and ‘occur: many txmes, in dxscussron, but
" I-would be willing to trust that t years- of:small-group. discussion would;:if teach--
ers “knew: how to- run the process well naturally cause: students to -itemize

observable proof-at- every- developmental stage:that he-could list someone else’s
evidence; because to ensure that, -along- with- the- ‘myriad other-mini-objectives;
would -pervert- the curriculum “into “one-vast -testing - system that would not
leave :enough room-for. somethmg like-small: group_discussion-even. to become
effective. In-fact, most major- “drawbacks in-the: present curriculum stem from
just this-self-defeating_effort at- systematlzat:on Instead “of reading, talking, -
achng, and-writing- for real; students are -taking oomprehensron tests, doing -
book reports, writing “critical” papers-about: literature, parsing sentences, fil-
ling “in-blanks;- etc., to make their learning visible to_the-teacher. Thus the -
‘main impact of behavroral formulauon in Enghsh wrll be to perfect the error
of our present ways. ST - :

1 Moffett here refers to various levels of obiectives cnted in I N Hook’s paper in this
- section, 3 i

teachrng, ‘we-have -to-envision reahst’cally what wrll probably ‘be-done: thhr

ever, tor pl'ogram a curnculum SO, nunutely as-to ensure that e every student gave

At e e
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- fashion of “all"state and-national exams so far,these t

_ mouth Seminar denounced. Furthermore, onl!

‘some time. After all the, essential ‘motive behind- the- wri
- objectives.is to take the guesswork out of accountability,” - - -

,
o -
- P
3 .

1t is reasonable tc;'assﬁmé that a rébreséhtative Tist of’Behavjdrél ,gqais
would-be rather eagerly seized upon by. (a) administrators at-funding sources

~who. are-accountable to taxpayers_ (officials in state- and federal -education
departments and school superintendents), (b) curriculum directors in school _
_systemsand.all-English teachers looking-for guidance-

- subject, (c)- the testing-industry, and-(d)"teacher:

about how to teach t

cont

ke-this. The-third- and fourth-level-objectit
~evaluation-because they-ai

f-being ‘b

e writers of them might feel. Cautionary motes

and prefaces are virtually certain to-be stripped-away. T amiliar: circular
i a y-far,- tests-will -act-backward
to determine-the-curriculum; and-teachers-will teach to them. This shrinking
of the curriculum-to fit the measuring standa

inar de , , “those projects whose:objectives
are stated in behavioral-terms will stand much chance of r¢
-and-federal-money. Since-this oudgeting-bias- will bias®
mentation, the S-R-trend- will "be self-reinforcing, -as “indee

arch “and- experi-

ting. of -behavioral

- “Clearly, all areas of education have been advised to-conform orlose out.

- To permit this kind of relationship.between government and education is to
' eﬁcéufagg’;;aii};already";pggﬁqidgg:zﬁaﬁohallf@eﬁdjﬁi\?'mairiége;'bff nvenience

has taken place between-the cost-accounting procedures developed -in- the

 Defense Departiment and the operant-conditioning principles of some behav-

ioral scientists, What they have in_common is-a manipulative -Gne-sided ap-
proach: to human -affairs and-a-rejection of-two-way -transactional models ~f

-action.. Both gain. Cost-accounting administrators ‘have mated with the psy-
eds and problems best. It is-the same_psychology-

chology that suits- their ne

that the advertising industry has picked, and for-the same reasons—manipula-
tion of others foward one’s own-ends.- The_ education ‘industry™has-invested

- heavily in it by marketing teaching machines and other small-step programed

materials, To the extent that teachers and parents misunderstand what edu-

“JAMES MOFFETT =~ ~ -~~~ 115 -

he . -

trary, the scendio will probably
Williéljh Eap’téxiieitié:illiy’

n the familiar circular -

rds is precisely what the Dart-
iving local, state,

d it has been for -
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_ get-among-the- great “leaders ~within
—weddmg mdeed

_ment’s- accountmg problems :We should never have

—ﬂxcts about posslbly contradxctory commil
thls posltlon paper I must withdraw from the project

cation is -about, they too somehmes “buy the operant-condxtxomng model of
education—to remove choice from the “subjects” and make them do what -
teachers and parents want them to. On the other side; what the S-R school- of
behavioral science -itself- gains is a support ‘that it has mcreasmgly failed to -

~own: dlscxplm . “This-is an’ unholy’;?”" o

then' best hghts but abo in- the hght of an honest presentatlon of- the govem- B
been- askedito ﬁt Enghsh "'i
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Tating “and conditxonlng students-in“a- laboratory sense; and (2)-the directors-
definitely-do- not- conceive - of “high- schools -as mdustnal plants ‘and hlgh -
* school graduates-as manufactured products.” -~

—feemed about the follomng -

On vbehalf of 7t1;e diiectors nf, the—'Tri-Unieersity

- BOE Project, Donald-A. Seybold drew up the-state-
~ ment-that follows. This statement- goes- beyond a

mere-reply to- Moffett’s paper,-in -that it makes its

- “T  own contribution to current thmkmg about obiec-
s twes if the profect : -

All of the dangers- inherent

are very-real;: -and _they: could; ‘in fact; result

’and denounced at every opportumty

- But tvno facts must bekept: clearly in mind:as this" paper-is read: (1) the
*dxreetors of the Tri-University. -BOE: Project do not view-teaching as manipu-

‘From the beginning of- thls project, the du'ectors have been gravely con-

Donald A. Seybold is with the English Curticulum Study Center, Indlana Unlverslty

. BOE iject, to appearin a forthoomlng publlcation of the project

This - paper consists of excerpts: from a more- extended- discusslon of the Tri-Unlverslty

nd the hnutations of -a- behavmral— - E
fonnulatxon of - ob]ectxves that James -Moffett -discusses -in -his posxtion paper - ~ -~
act, 1 the- grossest perversion of the - -
ultimate goa]s of sound Enghsh instraction. The question-to_be-asked,’ ‘how- - - -
ever, is not_could this-] perversion.of goals happen;.as-it- admittedly could; but

- must it mevxtably happen -as-Moffett apparently believes. If- ‘behavioral-ob-. -

- -jectives- force us-to view:teaching- as the- mampulatxon “and_conditioning of
students in_a -narrow-animal-behavior, laboratory-sense, then such- objectives = -
-are totally unaeceptable If those' mvolved ,in the: formulatxon of ibehavmral o




s ON ivniTINc'nEHAvxomi OBJECTIVES :
1. The range and lmuts of responses that are deﬁned as behaworal need 7
to be -examined, -discussed, and. expanded as part of the work of this -

~~ project,” especially as such definitions of behawor aEect the teachxng'
;and learmng of. language and llterature T

“of. mstructlon ‘even though ,,ob]ectlves that -will_ hel us -arrive atf{ '
B such outcomes may-be extremely difficult to formulate. - )

r are ones: do-give the ‘broadest possible’ range to a. -
' dcﬁmhon of hehavmr asit is- reﬂected in-the hum amstlc goals of our,dis
‘We -also-believe- that the- -assessment -
- “achieve ‘must. be- ‘meaningful, comprehensxve,';
* “further believe that-the- _evaluation-must alway:
'consxderatlon——the students learning:

e;-and. ‘open-ended.. Wei :7{*
secondary to-the pnmary -

sychology -that “the=« re-not: comnutted to. He. haa chosen a very

) pnmxtlve formulatlon of S-R: “psychology - that- none"of us ‘could ever allow™
to-be our guide as a- result-of - our own-experience-and -the _recent- of -
7psychologxsts" ‘léammg theorists, and_ linguists.-In falsely assummg our- com-i
mitment to-such a- psychology, he “loses “sight of -our real ‘commitment: the

~ development-of sound; meaningful instructional objectives in language, - litera- .
ture,-and composition. Moffett’s response to behavioral- objectives, based -in
part-on his- very: legitimate. reservations about S-R- -psychoiogy; seems, ironically
enough, ‘thesame- kind of Timited response-he so-fears and-abhors in the -
-psychology he is denouncing. The-fact-is that the- directors of this project-are: -
not behavioral psychologlsts let -alone -Skinnerians “championing a- partlcular

" and very limited' view of- ‘human behavior. All-but one:of the directors are-

" teachers of English _interested “in- educatmg ‘children in the ‘best. and-most-
effective way. - We are interested, as is Moffett,“in- leammg how we can best
help students use their language to-its fullest potential in as' many diEerent'

_kinds -and-levels of discourse-as -possible. As-Moffett has so bnlliantly shown~

in hls own work partlcularly Teachmg the Universe of Dlscourse and A
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- to be misused-than any other educational tool. Moffett's own curriculum, ~

h T - -
E S _
) - A’: _ i -
- _ -
T 1
. B
i = B
- oA . N

- DONALD A SEYBOLD - 119
Student-Centered Language Arts Currictlum, Grades K-13:-A Handbook for -
Teachers, this -is -not ‘being- done in very” many classrooms for-very many - -
students. His work has set valuable -goals and. gives all -of -us invaluable
insights into our past failures; it also gives.us a sense of direction for correcting

those failures in the future. The ‘goals of this project are-not at all contradic-

es once they-are-developed. As has
iready been.pointed - out,- his- concern- with - the- psychological-base-seems ~ -~ -
overwrought and misdirected. His_concern-with-the use that migh
of _the objectives, “once theyare-developed, is~quite legitimate,
apocalyptic._ The-plain fact-is-that behavio

Y

quite-legitimate, buta-bit. .=
objectives-are no more likely - -

sensible and exciting as it is, s certainly amenab’> to the worst sort of aimless
drivel.in-the hands of a mediocre teacher. Whicl, is not to say that we onght .
rot-encourage every teacher to_follow the-Moffett curriculum, or any other -

that could.result-in-better teaching. But. we-must-do-the best job we can to
help teachers -use:wisely whatever it is in the way of curriculum
materials.orbehavioral -objectives. Wi “instructio: and-guidance, -

suited to- ensure that desirable goals and desira
by the greatest number of teachers in'the gre
a time when the:whole: system. of public: education is less rigid, less bureau-
cratic, less traditional, more flexible, more-individualized, and- more_creative,

I-doubt -that a.behavioral statement-of -objectives would- be necessary even
when' such objectives elicit desirable -outcomes. If the_ desirable outcores
‘could-be universally reached-through-some -other -formulation, we might-want
to-avoid behavioral statements because of their admitted potontial dangors,
However, -that millennium has not-arrived, nor will it.ever, -if constructive
and: substantive changes are -not- made now to- revolutionize teaching and
leaming. e T TR

~ In spite of the tremendous advances that have been madé in educational
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research and in matenal and curnculum developmcnt in the last ten years,

a great deal of Enghsh instruction has been unmoved and untouched by it

all, and Y'm afraid that little will be done to change quickly enough what

s0 desperately needs to- be changed if-there is not some concerted effort to -
~of: obj at-are clear,straightforward;

sk-of -imposing, how-

and- performance superio

beheve th }behavroral oblectlves ‘can be defended only negatlvely

time; but probably" little. work anywhere is more: than' two-or ‘three'y years old. -

Such- ﬂedglmg efforts: have-resulted -in:some very- good- and-many- veryfbad’,
objectives; as is to-be expected These prumtl e'—efforts -have- taught us-much
about the lrmrtatlons and’d )

;course' of thxs pro]ect thus
far “The- ﬁrs’t"rs that many, 1f not-all; attempts “to-write-behavioral- objectives
_for English have relied _on" existing “models -inother disciplines.“From the-
very .outset; the- directors “have been-slightly: uncomfortable “with- what is.
basically- the - Mager -model*-and feli-that perhaps our- oblectlves ‘would: of

necessity- take-a_somewhat different form, one that could- -only-become -clear
. as-our-work- progressed -and-as -the “consultants -became “involved.- It ‘seems " -

certain now. that many of our-objectives-will not take the form that" "‘Mager
suggests and, in fact, may-not always. quahfy strictly as behavxoral objectives;
that is, we -will -not avoid'statements-of - -objectives that we believe-can result

in.internal awareness and: discovery which-is not alwnys immediately- manifest
in observable-and measurable. behavior. Because we are not. committed to one
school of - psycholog1ca1 learmng theory ‘or- one- smgle model “of oblectxve

I 1Roglé;r)t Mager, Preparing Instmctlonal Obiectives (Palo Alto Pearon Pubhshers,' ’
ne., 1 ) , )

,toi,Wha “We-are now- gettmg. Howeyer;— fIzdoz not : S

eEorts ihave been gomg for some

Ulhmately desxrable— 1 R
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statement, we -can, - should and w1ll expenment and develop what seen1s
- most-valid, most useful; and least dangerous. - -

The second thing that has become. apparent is that as’ Molfett says, at-
temptmg ‘to write behavmral :ob]ectlves is- an fexercxse'm clear thmkmg' -
-because ‘we - do tend: 2 - aded: e
than math -or science: (S
amorphous_discipline of “Englis
been less than clear in -our. fth'

Tradltlonal statements-of “objectives
sub]ect matter. Even. whenfs 7cli

subject matter; k!

For too long we’ have tended toseethe act " of learmng ‘as. somethmg
. pass1ve “One listens and. one: leatns.-One sits“and" one-absorbs:-One is empty
- and_ is-made_ full. Most: programs:are - teacher‘centered -and textbook bound.-
Moffett’s very_intelligent-formulation-of -an entn'ely new-way -of -looking at
- curriculum and- learmng _eschews_such instruction. 3 Behavmral ob]ectlves by
- their very nature must do the same. -~~~ - Lo
- The-disagreement, then; rests- not on the ,focus of - mstructlon but on the
nature of the-activities that: will result-from- “objectives that are behavxorally
phrased ‘Must -activities that derive’ from behavioral objectives be so system- -
ized, so -fragmented, so -controlled, “so- “evaluation-prone - that nothing like - -
natural discourse -can -take - place?  Becausc - _some exxstmg ‘objectives lend
. themselves to. this - sort of teachmg, does it mean. that they all-must? - The._
fact that some prevlously developed behavxoral sequences seem too mecham-
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oL e “cal, @d—iﬂdeéd:ﬁﬁght easily lend- themselves ;tor prbéx‘aﬁﬁﬁg,,does not mean S
S SR - that all must turn out or be used this: way.-Much can be avoided in the way N —
the goals. are -written. Finally, “however, we, like. Moffett, must rely upon the - = e

R -

judgment, intelligence, and sensitivity ofthe teachers who’ use-the materials.

they -are-given.- The: é@qhérﬁ:ﬁrlibib:iifdsf?iriiixiisélf—ii'égélﬁfélyidn;:irrevir);é;a’b!}g to - - =

anyteaching tool, whether it -be ‘a-textb urricul
‘objectives, can:destroy or-defile the-inte 1
~-=Our-task-is" to-write-objectives,
- that suggest activiti '

“that -the -teacher -
“To-avoid unintentional
_carefully and-carefully
tive-must have flexibility.-
ved, meaingfal, and un-

3 7 7 nce on_limited, one-sided -

- evaluation.” Each, finally;” must depend. upon “theteache “the teacher who
~ recognizesthe complexities, - diversities,- and -subtletie: ‘of each-individual

* student; the teacher who'recogaizes all objectives, all currcula as guides.to

fragmented.-Each.

- -alternatives, not manuals of procedure, - - o= - U C

- We-envision the Tri-University Project catalog of objectives-as a recom- -

- mendation of valid goals for the goalless, order for the chaotic—a reminder
“that if-one_doesn’t know where he-is going, he won't ‘be likely to know when-

'he_gets there. The éatalog is. not-a-laboratory. manual for “behavioral: psy-

chology, not a_profit-and-loss statement-of accountability, not even a formula ~ -
for curriculum development or classroom practice.- - e T S
~ To-emphasize™ thatbehavior “seems to be the best way; given present
knowledge, to_focus. on. teaching and-leamning is fiot-to deny or to ignore
that much is happening in the Jittle “black box” that is significant, although
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‘it may not be observable To deny that the “black box exists-is like denymg'

“the existence of a-bottle of ink before it-is used to_print a- word. The-ink -

~ doesn’t mean very-much in-the bottle, but it is-vital in- helpmg produce the

—wntten word.: Whﬂe the researcher may’focus -on- the 7mk in" the bottle, thef:‘ -
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- This fwﬁfét,&ees in-the purely behavioristic approach

ing and Behaviorism

s, and” what its sea loreoy ere-is- a- conscious_fit ‘between' the
- equipment he- carries and the-kind-of animal he hunts; A sixteen-gauge shot-
n is -good-for Kodiak bear. But the.

i . gunis fine for hunting quail but not muct ' t

- typical fisherman on thepier at-Morro Bay hunches that there may be_some.
stray rock.cod, but more likely somé small sea bass, or halibut, or_smelt, or
maybe nothing. But even if it's nothing, there will surely be the good sea air,

- some-sunshine, and" a few other fishermen. If the fish aren’t_biting, it is a
matter of:small consequence: to-the-fisherman-on the pier-at-Morro-Bay. He'll

 come back tomorrow, or assoon ashe can. - B

Vhat worries me about the current hard push for behavioral objectives.in
English teaching is that it stems almost-wholly from the hunting mentality and
leaves-precious little room. for fishing. The unfeeling. behaviorist might. ob-

--serve that the catching of fish only seems to be the point of the activity, and -
that the affective response to the sun and the sea and the fellowiship is really
Robert F. Hogan i;féﬁxééﬁﬁﬁ Seciehry, Naﬁonalbouncil :Qf:feqchersj of English, This
article is reprinted by permission of the author’and the publisher from Media & Methods,
“O(March1970), 4244 - o ST T T

_to education an implied lack of ,’belief’that,;",‘somq: .
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;liat brings &ie ,ﬁsherfnaniback.’Hq pigﬁt thus éondﬁde then that it would be
a lot simpler if the fisherman forgot about his pole, tackle and bait. Think of
the ‘money ‘the “fisherman” would save if he didn’t have to buy gear; after

- all, cost acoountability. s- important. The- experience he is after would be,

- cheaper if he left out the equipment.. ~ - - .

. Missing-from Qle?pugelyfbeha{ﬁbfisﬁéfapéidaéﬁ;fé?gdﬁgaﬁbn is acceptance . -
thap?Spgne*?t}xin'géi,diﬂiéult{;tb identify, much-less to name and measure, are

eszential to the satisfying life and, if the educational process is to have any
connection to life, essential to-the-educational process as well. Like what,
- except- in-Freudian terms, does the pole mean to the fisherman, who doesn’t
care-very much: whether he -catches- anything? Or-how can we measure the

degree of success or the outcome: of a window shopping excursion with one’s .

famiiy, a solitary foray into 4 second-hand bookstore, the browsing-together
-~ through “the -Sears catalogue -by two small girls-deciding which-of the-dolls

each would rather have and which- of the pretty-models-inthe fur-coats each

. -child is? The only point of “the -activity is the activity-itself, the satisfaction

that the experience-generates, plus, in the-case of the two small girls, practice

at ‘using language, at imagining what it would be like if-things were different

~ (long before we hit the:n-with-the subjunctive mode), learning how to stand -

up for what.you want, and learning in-a fairly safe setting how it is to yield
to someone else something you want yourself. But-to judge the success of the-
-Sears catalogue experience in terms of the child’s generosity and selfl=ssness in
other situations is to-think, ‘God-help us, iike an adult. -~ - o

"I worry, too, about the tight tidiness of-the-task force model, of the no-
‘Tnonsense, mission-centered ‘mentality. Take, for example, the second grade
‘teacher who has as one -of hér missions the encouragement if not establish-
ment of subject-verb agreement in the language of her pupils. There may be
much more important things to-do for second-grade children, but that is a
subject for a- different article. The -goal is clear and its approximation is
measurable and a fair segment of the community thinks it a’defensible goal.
And consider this teacher who asked her children to draw a picture about how
‘they felt and to write underneath the picture some words to explain it. And
consider the child, carrying out this assignment, who drew a picture of a
tombstone with his initials-on-it and under that wrote “sometimes 1 wish I was
dead.” And consider this teacher whose-response was to cross out was and
to. write in were. That teacher’s clarity (and singularity) of purpose is pre-

cisely what kept her from being the teacher she could have been in that setting -

with that child at that moment. -~ =
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The roots for the current- movement are varied. For example, there is the
undeniable success of programed learning in teaching certain kinds of ac-
tivities, particularly .where the learning -actually does consist of changes in
iobservable behavmr and where appro:nmatlons to the desu-ed behavxor can

v“purposes What ‘more remarkable vahdatlon ‘can-. there be for the systems
‘approach” than the first-landing on-the moon,-even-though it did" cost us 24
billion dollars; or perhaps because those who-wanted that moon shot wanted
- it-enough to invest 24 billion dollars of:-our- ‘money in'its execution.:
But the-success of the mission-centered-and systems~based mdustnal ‘com-
plex in the Northeast ‘is- diminished” somewhat-when ‘one considers what has
- happened. to Lake Erie-and what .is happening to Lake Michigan and to the
- atmosphere: from Chicago-to Boston.Apparently; that sudsy mill stream that -
powers- the grinding mill-across the road from the Wayside Inn-at- Lincoln-
" Sudbury falls-outside- everyone’s PEET chart. The-colossal irony is_that while
a foundation™ supported by one industry-has worked to restore the Wayside

stream across the way. This phenomenon and that in the second- grade class-
room cited above differ one from the other only in scope. Once the mission
is identified- and “the task. deﬁned whatever falls outside is likely to be
ignored. -

Mandates_ for a cumculum based on behavmral objectives -have led to
crash programs to produce such curricula. Some of the more generous schools
recruit teachers from various subject fields to write such-objectives during the
T summer or on released time during the school year. But everywhere one looks,
S teachers are writing objectives—in July, on- Saturdays, or atter 'school and

S far into Wednesday night.

In the meantime,” though, without ever putting thein down in scxentlﬁc
terms, the children are constantly establishing and modifying their objectives.
And theirs will almost invariably contaminate ours. We can, if we choose to,
set for a ninth grade class taking a six-week unit in expository writing this
objective: that 80 percent of the students will be able 90 percent of the time
to write an acceptable five-sentence running outline for an expository compo-
sition of approxiniately 250 words. Meanwhile, Jennie has discovered “Annabel
Lee” and would really prefer to write poems about- star-crossed lovers. And
Walter, whose father is editorial writer for the local newspaper, knows-that
his father wntes to whatever topic the editorial is about and is really quite

" ‘\ "
T o [ ,
S )
PR A Sl ST g P o oo
.

' Y \ b . N
o v . L o . [
S i s i S, St Kb siinboin e o . ot ot it o,

Inn and.the other buildings in-that setting, another industry is polluting the - :




ok ok n o b

N I
RIS
i .

o o “‘\‘u‘
TR AN e st oo
|

“ )
o [T TR
&*Tl‘ﬂ:*‘{wm R \.‘ﬂw‘»«%m .

' T
! »
“ | “‘ ~m 1]
o i s kel

. .
[ o
S e e iR

kY
- . .
128 ON WRITING BEHAVIORAL OBJECTIVES )

curious to see how it is going to come out. Fred’s girl friend has missed her
period for two months running. Georgia’s parents have been divorced and she
is now living with her aunt and uncle, and-the latter is trying to seduce her
older sister. Talk-to them about five-sentence running outlines] -~ .. - . -

a gh;al;; many *well=;‘nténﬁéﬁé@fbgtiﬁﬁiﬂdj@}iéﬁded}@hgrlis}i' teachers have for
years wasted -their efforts, their- children’s ‘time, ‘and-the taxpayer’s -money -in
fruitless pursuit -of -unreachable or. unstated- goals, in the examination of

- subject-matter for-its own sake:-Except for what they've done to children,
--though, they are not too culpable. After all, it was the vocal and voting com-
~ ‘munity  that - once- placed -a” premium on-memorizing pretty’ phrases from
Evangeline, on diagramming sentences that-began with a' nominative ‘absolute,

and on'studying the spelling of vicissitude. That vocal community, or another
community - which: has found a louder - voice; has- veered' its course and
changed. its expectations.-And-the schools have- some Tesponsibility to veer,
too. If the schools are going to enjoy anything like the support given to the
moonshot, then those who control the money aré going to have to-be persuaded
that the schools are worthit. - T I

But while we miust respond to the community, we cannot in conscience

“capitulate to it Some areas of our instruction may-well yield to statements of
- performance standards. The- succéss-of most of our grammar programs—if

success is measured by changes and-presumably improvement in the language
use of children—is modest at best. Overall improvement in -performance
through. the secondary school years may rest_ more on one fact than on any
other—on the fact: that a third of our students, including some of the poorest,
drop out between grades nine and twelve and thus-change the nature of the
population being examined or tested. If it’s language propriety we are after-~
and that is a subject for a different article, too—surely we can specify some
of the changes we seek and admit that past programs have not brought about
those changes. :

Actually, we have long been loosely framing behavioral outcomes for the
simpler skills—e.g., spelling, penmanship, vocabulary growth—and ‘even for
someé of the more complex skills—e.g., reading to detect and understand irony.
All that the behaviorists are doing now is urging us to state the goals -more
clearly. Assuming that 100 percent mastery by all pupils on all occasions ‘may
be too much to expect, what level of performance do we seek for what per-
centage of students in what period of time at what grade level?

‘But given the present low level of sophistication in measurement, we are

Having said all this, which fs-too much and too litle, let me concede that -
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asked to determine from éecondary,clues some manifestation. of change in
aftective behavior. (Appreciation of the same poem by different students may
be revealed by vigorous participation in a following discussion, by stunned

silence, -by tears, or by-a sudden -connection six- months. later. with-another-

poem, or by none of these.) But we-are-not told what-clues count rior all the
clues-that might count. And we are badgered by those who-do not know our
field to write objectives to-theirspecifications or-to-admit that we don’t know
what we're-doing. What they-do not understand is-that even when we-do not
‘know what precisely we-are-doing, we know what we.are doing, and why. -
Sometimes we are fishing. We don’t know if we are-going-to catch anything,
or-what:it is-we will catch if we do make a strike. Today wé are going into

~ class with our gear: “Stopping by-Woods” and a cotiplé of ‘questions we hope -
will spark a discussion which will enliven for the students and ourselves the
-experience of:that poem. ‘After school, we'll stop by the lounge with our-fellow.
fishermen and swap stories about how-it went and- maybe we will trade sug-

gestions about bait-and try again tomorrow."Next week I am going hunting—
I am going to try again to set up-a-discussion in which 90 percent-of the

students (that is, except for two_incurably shy ones and-Georgia; who is still -

living -through her private hell). will-respond-relevantly to-the comments of
their classmates. (90 percent of-the time) and loud-enough_for everyone to
hear-(100 percent of the time) with a-minimum of intervention-from me (their
comments to exceed-mine by at least four to-one). But tomorrow—tomorrow
I am' going fishing. Because to teach English is to spend part of one’s time
fishing. : E - -

(Tonight I am going to try again to teach my youngest daughicr to brush
her teeth up and down. I am also going to kiss_her gcodnight and nuzzle her
a little. I would like her to-grow up with clean, strong teeth. I'd also like her
to grow.up nuzzled. I have the feeling it will make a differcnce, even if I
can't tell how that difference will manifest itself.) ,
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