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SECTION 1

INTRODUCTICON

- o
: ’

The question underlying this study concerns the

charucteristics that an eduéatibnai‘gbjeqfive should have

El4

in order to serve a given purpose in educational planhing.

This question is basically one of form and function. However,

.

very little.can be done in regard to building a framework =~

'wffhin'whiCB;tQ'anaiyze:orchnstfﬁétra”se;xof*edq¢atibnai

= *

oﬁjeetiVesruntii the cbﬂEep@éiwhi¢h~defihe:£orm:andifuﬂctfon:

are .explicated-in detail. The purpose of this paper is to -
prééént parédigm'statg%éngs—of—bdh§atiohal:objeciivgs’which

illustrate the important concepts related to a statement's
formaand'fgﬁgiion. Héfe—edﬁcationai:quECtivéé are those
statements which descéribe thée student related intents of an

educational endeavor. .They ‘do not refer to:iﬁtended'tgaéhing

practices, personnel organization, or other administrative

concerns. . ”

»

This paper is divided into four sections. The first -

section is this brief introduction. Section 2 is a discussion

qf the fafm:and gunctioneconcepts:u;ediin this study. In

:Lléegtion 3 paradigm stgfémén#s a{g—preqegtéd'and;discusséd
using the form and éunc£ion concepts. Finally, ‘in section 4
the conclusions dra@qwind,their implications are considered.

3 \
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FUNCTION AND FORM  ° -«

¢
- .

The Punctlon of Educatlonal ObJectlveq

It may be noted that tradltlonally the funiction of

an objective has been separated 1nto three -categories 3

(1) direction or guidance (2) selection of léafhihg experiences E

) and’ (3) evaluation (Langley, 1974). _However;. the~use~0f a %

7 e nrocess/broduct model such as Johnson's (1967) to deseflbe » é

;‘ ® ' —educatlonal development sug geste that a mdre approprla%e ,{
é e ’ ’descrlpt1on of an objectlve s functlon is that 1t dlrectq or” -

- . ¥

Zuides- the—selecqun-qf learning experrehces or:-evaluation.

) That 1;: educational obJectlves may -be: thotht of as products, u}
‘concepts épch as dlrectlon and fFuidance mlé be thought. of .
oo
as descrxbxng their funections, ahd*@uch actions as selection
" of learning exDériehces’and'évaiuatibn-éav‘be~é5eh;aé i
processes. Further .as pﬁbducxéq—eégc 4iona1‘objectiveshave
two kinds -of functions: input and output. As input thev 5
guide -or Qireci‘pioeéésesa' As output they have the functlon o i

of communicating to' those inside an?éoutside—of the
educational community, the “intents or achievements of the
process from which they result.. = " -

In this study there are tﬁree—édhcatidnq; products |

»

P
-

that are of utmbst—conéefnsviThEy are the educational

> - ‘ . s . Rt
- oy i
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—objectives called soals,iintended learning outcomes,.and

Pbehavioral evidence. :Each—of'these products is related” to

two or more processes as output or input. Following are the

relevant processes: the selection of goals or voal settlne. S
"the selection of curriculum items or curricﬁlum—deve;Opment,
+he selectlon oleearnlng experlence or instructional planning,

,and &he seleotlon of evaluation procedures or evaluation

plannlng '
~ . References in the literature do little to dlfferentlate
goals from Intended—learn;ng—gutcomeszexcept that go;ls are
usuallyéonsideredoo\bEmoée"general". :This—isfpeaiiy-ﬁof
ptecise enough:. in ﬁéét the*term;“goaf"*has:ofiehabeep~usedw
sSvnonymous lv with the ‘term: "obJectlve" whlch ig used ‘here %o’
name all %hree types of statements- In order +henito»olenrly
differentiate - soalg from the other two types of -objective,
and 1n keeplnr with the descrlptlon of goalsrfound in- the
literature as "thefendfppodugys:of:educatlgn" CKgathwohl and

Payne, > 1971, p. Zl)a:the—foliowiﬁg—defihitfohzfop a goal ‘has

been stipulated: & goal iSwan—eduoational—objectfég{wﬁioh

descrlbes the- attributes that a punll should ‘have. at ther
—complem;on,of an educational” experience.. Goals are the outout

of the goal setting process and input for both the curriculum:

development and evaluation planning. processes.

Based on Johnson, 1967, and: Posner and- Strlke. 1975.

in this study. intended learning outcomes ‘are defined as those

ohjectives which describe the learnings a pupil should

accomplish as the result of an educational experience.

-
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Intended learning cutcomes are output of\fhe curriculum

develébment proéess and inﬁut for both thé\inbtructionaj

planning and evaluation processes.

-

. _ .t - . -
The differences between Inteﬁaed learning outcomes
and behavioral evidence can be easily described siﬁcs

‘e - - ._ \
their respective definitions have been clearly stated™

elsewhere (Johnson, 1967; Posner and Strike, 1975).

éheréfbrei hehavioral evidence iS'hére'defgnea—as those:
'8bjectives which describe what one shouldllook for in ordep_ )
to assess the achievement of goaiszor'fnfeﬁdéd'Iearning ’ 4\\\‘ ;
outcomes. Behavioral evidence is outpnt of the initial N
stage of evaluation planniﬁg and’ input for later evaluation \\\
planning :bfé’c’eéSes—,: . . .
The function of an objective differs depending -on -
7whether'it iéfihpht:or:butput.,’For example, a5 a product
pfroqtbut—of’#he:gurtiéulum,deyekopment pfbéess1 intended:
learning outcomes ihavé the funcgtion -of ‘commun'if’c_'é{t'iﬁng the
desired pupil learnings fg be;gchiéyed'aé'paﬁt of an
educational -effort. As ihpﬁtlto,theaevaiuatigh'piannfng
process, these~6bjegtiveszhave the—funciibnrgf—diréctiné ‘ :
the selection of—behaviorai—eyidéhce*wi%hvwhich to verify :
their achievement. As input for the instructional
planning process, intended learning outcomes have the
function of guiding the selection of learning experiences
(ive., instructional activities, materials, contént, etc.)
which will result in an instructional plan.

-—
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There are a number of other products and procesces
~ that should be Qentioned in ordef to provide a complete
picture of éducational}developmentn First, there ure values
or a rationale which are input %orﬁt;e goal setting process.
Of course, the outpﬁt of‘the instructional plaﬂhing process’
is an instructional plaﬂt and an evaluation plan is the
output of Qvalua%ion plénhipg. The instructionzl plan is
inpu? for instruction itself. The output of.instruction
may be called aqﬁual 1earnihg—6utcomesj The evaluation
plan:provides guidance ﬁdrrqbéerVing actual learning outcomes
and for making judgments about them. The outcomes of these
* processes, observing and: judging, are,data:aﬁdidéCiéioﬁsq
;ne§pectiwe1y4 Decisions may provide mew input for ones
rationale and so the entire developmental -effort begins
again. Figure 1 illustrafes this process/product model.
Once the functions of an objective have been described..
the.next task is to—clegﬁlyrdeﬁinekfhewéohceptS'to:be—uSed

in discussing an objective's form.

»

The Form of Educational Objectives

In this study form concepts are used in reference

to‘the‘ng—essentialiaspects of an objective, namely, '
its very and object. In addition, it is the author's
point -of view that thé—traditional*géneial to- specific
behavioral continuum théhihés'beéh:uSed in the past

”
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to describe an objective's form is.not comprehensive

enough. s
o .
The form of an educatlonal obaectlve is most

-~

o f
comprehensively described by us1n§ format categories such

-

as. those developed by Strike aﬁd Posner—(1974). ‘The format

categories vused in this study were ‘derived from these

categories. Using precise concepts to describe a statement's

v L 70 -
. -

verb anduobject‘made—it,pcssible to differentiate betéeeﬁl

objectives within the same domain of learning which refer 4-
~ to- v
C e,

to the same -content. area: LAt

There are five distinct format categories that ‘were

-

'usediin—tﬁis~study tordesctibe:anadbjectiye*S—ﬁormu
The/flrst category is “concerned with clarnty Thié’
category inciudes4§hree related -concepts: -One 1is the notion:
of vagueness which: déscribes a -concept (iie., a verb or
ohject) with iﬂdeterﬁinant cbnceptuai'bOuhdérie§4 Another

-

is :conceptual ¢larity in which the meanlng of a concept 1q

!

made :clear. The last is:-operational clar1tv whlch allows
Qne:to:identiTV—the—pfeseﬁce:offa:conceptT .
The -second format category centers around gggge or the
number of 1nstances covered by the concepts, the verb and
obJect, in'anfdbjectiVe. Thezthxrdifocuses~on—the level-gf

By

abstractness from partlculare of an: obJectlve S verb or

object,A The £oupth—categgry is “pehey;pralneee At one

end of the “behaViOraInesS”%cpntinuumvape—states of being

and'at the other end are actions or movements. This categdpf

- g




as continuua, . ) B

following objectives: “the pupil values neatness," "the

¥

.7 . . . L. Ze® '
is-used primarily to descrlbeJan objective's verb. The

fifth and last catégér?, observability, describes whether

or not a pupil's accompliéhmeﬂ% of an objective can be

v1ewed directly and is-also used prlmarllv in reference

to an quectlve—s verdb. ALY flve categorles may be plctured
S Clariii. - The major category thai.will help djfferéntigte

ambqg'statemenfs:of édhéational o?jéétiyés is élarity.

The sub-concepts that repnésenf,the positions on the clarity

continuum are vagueness, conceptual clarity, énd-ébepatiOﬁéi

- b

clarity. Figure 2 presehts the tlarity continuum.

Vagueness . Conceptual R Operational
: - Clarity Qlarlty
T ”iﬂ,,A,',f”tﬁ;Wi,,,'-, - -
Indeterminant - Clarity of ! AR unambiguously
~conceptual boundary fmeaning zg stated, observable:
behav1or o

:nggpe—Z} ‘Clarity continuum% &iﬁk
£ 7

The notion of clarity is. iXluminated by analyzing the

-

~pupil is inclined: to -have: an orderly work area," and "the
pupiI—WaShés—hiS%ﬂer desk." - Thez¥erb'"to:Value”'iéirefativéiy
vagﬁe; it has a-mqre—inééterminaht,cqnceptual'boundaty'tﬁéngjr
"to be inclined" or "to wash." Conversely, "to bézinéliné&"

kd

1s more conceptually clear than "to value" because there is

less -question about its meaning. ‘The verb ”to wash" is not

10




e

N
N

only more conceptually clear than the other two, since we

are very sure of its meaning, but it is also operational

-

because it describes an observable behavior. In fact, "to
wash" is operationally clear, because we can observe its

accomplishment. directly without ambiguity. -

Clarity may also refer to 2 statement's object. For

&

- gxample. "neatness" is a ratier vague concept. "An orderly
work area" 1is mbre:conceptually clear than "neatness" but

not quite as clear as "“desk" because there is ﬁore uncertainty
about the—meaning?of'?wonk area" than about "desk." The
notion of gpetatiohai clarity is not gs,uééfuiiWheﬁftalking

about®a statement's object as is the notion of .concreteness

’

(i.es, level specificity), the opposite of abstractness.

In order for a statement as a whole tOAbéucQnCeptﬁgllyfcleaga
both its verd @ndzobject;mustrexhibichbnceptuai:giaritya, <

»

Onlthe'other-Pand, fnzopder—fof axStatement,as'a—thgg;to:—
be—opefa;ipngliyréféar, the'StatemeﬁtﬁS—vépbcmust—exétbit

opefatiOHZi\blarity anditsobjgbﬁmust'exhibitconcéptual
clarity. - /

‘Conceptual cdarity is éttaihédixhidugh:thé~genératiph, L

of'a—fonmu}a definitign;-for*a—concépt. .Therefore, it is
s /o -

. < T
— ,I, —_— - /

e

lpormula Definitién - s -Statement or group of statemerts
" - whach clarify the»mganing,of,a—ierm,by'SPQcifying the
—ésSentiaI—cqmponéﬁtsﬁgpjpnqperties—of the term: (Strike and

Posner, 197H)-.

44
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er that "to be inclined”"’is not the same

referents ié*the operationa*l‘de’f‘inition2 of "to value" or
"to be i,clinéd to." That is, it is one manifestation of
these ncepts. ‘ ’ g '

t this point it is possible to talk aﬁout an objective

. whole. That is, the objective "the pupil values

ngatness" is a vague statement since both its verb ("to
/Vaiue“)—aﬁdrixs object- ("neatness™) are vague concepts. The
_ / :opﬁeétiye—"thé—pﬁfii is,inciihedrtofhave—ah orderly work area"
/ is but -one- part of the: formula definition for that more
vague statement and as 'such it has, relatively speaking, a
more conceptually clear verb and object: The objective "the
pupil washes hfs/her»d?sk"zmaywor may:nét oe—@dreecgnceptﬁally
. clear than Jthezpupil is inclined to have an orderly work
area™ but it is more operationally clear and may, therefore,
'rfbim— a part of that objective's bp’ei'at'i"gﬁa';l —d@fifrii——ition— “The
- pup11 waqhes hls/her desk‘ may be Called‘operatlonally -clear

s1nce 1t< verb 1s operatlonallv clear and its obgect is

b
ébnceptuaiiy clear.

r

2 " i ’ R} (\/
5 Operatlonal Definition = a statement or group of N v
statements which link the term to be defined with some test
-or obqervatlon Rj\Whlch that term may be 1dent1f1ed (Strlke
4

s

St

and Posner, 197




) : 1 ‘ | )

£

A vavue'objective's formula and operational definitions

w111 be made up of- manv statements. Therefore, one should

be most cautious apout acceptlnp any si»~’- ~v even a. small+

¥

L S .
number of statements as the deflnltiv\ divion o the . .
meanhing or.evidefce:for'such an objeptive. The remainéér ;' ff

. - A
of the format o%teeorles help to 1llum1nate other »V, , . \\<

characterlqtlcs of verbs and obJects ‘'which are useful\lﬁ

differentiating onhe objective from another. S 'i .
. - .Range. - The format category range 1s a modlflcatlon h 7

4,% %
the generalétoespeoxfxc continuum tradltlonally used. to
J

'aescribe anfobjective*s,form—as a whdle. In:thES'study?~an— -

- -

obaect1ve s form is dlscussed separately for the conce?ts .

£~ ®

embod}ed in 1ts verb and: obaect ~ At one end of the ranhe
-~ -

continuum fall ran -general-concepts, e, those trat : §

* —

cover manv—instanceSa As one- approaches the ranFé,spec1f1c :

end of ‘this continuum; concepts Whlch cover fewer gﬁa fewer . .

s

instances,are founda Figure 3’p1ctures the range contlnuum.
£ Y ’-[ 7‘

. ‘ S v | d ‘ ,” ’ -
Range-~-general ) I .. o Range—qpe¢ ic .
T ;;'”_,:J;:,,:;i;ﬂi,,,;:"‘,f,”
Lo N T B
many instances - fewer 1nstances ) one 1nstan e :
covered - covéred . covered f
A 2 3. Range contlnuum. * [ . . oy

- * -
HN : o \
l o

he format category ‘nge may~be used whe& taléln@e.
i B . 1 el .

+ ; = - % - ‘E
about a statement s oojeetw Mathematics is an example Of B

.
-ty ot !

. P [
«" - -
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.
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»

ance-feneral obje.ut found in statements of educational

r
» [

ohjectives. Mathematics Subéumes-many other concepts, such

. ;
as addition, qub raction set theory, whole numbers, geometry,

-
4

algebra' all ofzwhlch cover fewer instances. Therefore,——
it may be sald, for examnle, that geometry, addltlon. and

whole numbers are more range- spec1f1c than mathematlcs. %

®

should be noted that these more rangeespecific concepts are

+

also the ones'included in the formula definition of the

concept’mathematjcSu By isolating the concepts that are

subsumed by arange-general,bonceét,thecomponentsqfits”

=

-~ formula definitign:areilluminate%l
’The~eompoﬁeﬁt§>of some—verbis—formuxa:deﬁiniiion may
be discussed in terms of thelr relative range-generality.

or specificity, One examplfe— is the verb "to move" and 1:’04;
—cdmp&ﬁentsm This verb gubsumes -other verbs such as "to jumﬁ."5

, c _ E
"to run,"™ "to ‘hop, ':“%o—geqturew“’ These verbs all cover

~t

fewer rnstances than the  range=general verb- "to move. As ¢

w1th range -general obgects, these more- range specific verbs

.~

a;so ‘help to~defrne—the verb “to move." Both the verd and

object of an,operatibﬁallyzctear'Stat@ment,are=range:§pec;frg;

.
. <0

Ievel. ~*The level format category is also atmggifiéatiOn,
lof the traditional genéréietd—speciffe continuum.. A£ the
1eve1—genera] end of this conulnqum are found abstract
concepts, that lS‘ those that are remote- from partlculars. ¢
At the—Ieveljspecrflcrend*of the—cont;nuum'arercoqcepﬁs

11

*
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which are concrete, i.e., particulars. Figure 4 shows the
o level continuum. ) ’
;f% Level-general 4 . } Level-specific
} : . ) o -; )
o : “abstract, removed . concrete,
from particulars particulars
. Q,; o R R o .
s ¢ . ‘ Figure 4. Level continuum. - . s -
;oA _,f T
The format éétqgory termed Ievel,of‘abstractness .
. . deScribes'VefbstfkeAthe following as level-generai: "to | ¢
e - <
- B communlcate.' “"to ‘perceive,” andi“t0~compfehéndx" In contrast., .
he - & .o f
: "to explain" or “"to give examples” are hoth more. lever spec1fié°
than "to- communicate;" "to traqk»visually"'or'"to'distiﬁguISH
e o ¢
.0 ‘ by toucht are béth more level-specific than “té. perceive:™ .
i 7 > andi“t§f$raﬁ§lateff -:more level- qpec1f1c than "to: comprehend.—
;‘ | In—xégardrto.a:sfétémgﬁf“Srobject, ahéoncept like- "botanv"
o is mich more level-general or abstract than "an cak tree.” .
z P00 This is the Caserbegguse'ﬁgtanyq as a concept, is~quité'far' 7
?‘ ’ " removed from particulars, such as an-oak tree. ‘ . . -
;O“ f,‘ ‘ Levéiofabstractﬂggsshouldbeégnsidered’ééparately )
Z % e . fnom:thé-relative~cbn§;ptugi clarity of related concepts. ) ] ?%
%ED ' - since a concept whiCh,is—mQre'éoﬁdéptually-cregr—may*or—may
g not be;lesérleyeI;genergl than the one whose meaning it is "
é ) - 1ﬁtended to clarlfv. ‘This is the case for both a s?atement S
s A
verbd: and obge,czt:. ’
I ) /
*In general when comparing twe verbs, if one verb, for
: , example "to value", is simply 1ntended to- prov1de conceptual :
"E 0. : b 15 : ‘
; o . S s
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clarification for another” verb (e;g., "to appreciate"), there
will be no difference in‘tﬁeir,level of abstractness. —&ngther'
example might be the comparison betwéén thetverb "to know"

and the verbs which make up its formula definition (e.g.,
"to be aware of," "to ﬁnbw that," and'"to—understana")u

However, if a verb such as "to'UQgerstand"'is compared with
\ 2

-~

&

a verb 1iké "to translate," which may be intended to help

'operaggonally define it, then it may be saidffhat "to

translate" is more concrete (i.e.J more IeVel-speéific) than

"to unéefstand"*since it is;moré—closeiy associated with a

particular action.. - 7 L
'TﬁerSame;¢omparisoﬁamay%bé»madé among—@bﬁthsa— For

example, in:combétisdnztb:“natutal\phenomena”'ihe—doﬁéég%

"evolution" may bé—jﬁqgedftévbe,méiéféénéépxualiy:ciear

since its meaning isfxgss.vaguéﬂ -1t may, therefore, be used

as‘part‘o?:the—fofmuka-definitioﬁzsf the.coﬁcept,ﬂnatuﬁai

phenomena". However, "evolution" as a concept is not any

less abstract §ince it is no'more closely related to |

particulars.’

To-°*summarize thény—a:vetbiand,bb3e¢t‘§ﬁleye1 of

abstractness ‘may be independent of their conceptual clarity.

N

However, a verb's level of abstractness. and operational
‘clarity are related. The verbs which-are part -of the
:openatioﬁal:defihiiiohsof an. abstract Vepg—are—lésé abstract.
That is, they'areLgloser to- particulars since they must
provide‘%he—test,by:whichfthe:verb—mayibe:identiﬁie&. In

40
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addition, the level of abstracﬁﬁeSS—of statement's ohject
and the operational clarity of the statement as a whole
are relatzd; operationally clear statements have objects
that are closely related to particulars.

. The question may'be aSKéd‘"how are the categories of

or =y

range and level related?" For many objects, as the concepts

they -embody bécome—mo;e range-specific through formula . ° o

definition, they will also become more level-specific,
* ) LS

although' this is not always the case as was pointed out

. above. To give an example, as.a formula definition fior such

- o . - -
verbs as "to ‘move," "to perceive," or "to communicate" (i.e.,
verbs describing abilities) is developed, those verbs which

are illuminated (e.g.; "to jump," "to see," or "to write")

are both more range-..and level=specific. However, verbs

such as "to know".or "to appreciate", those which help to
define the .cognitive and affective -domains, have concepts

in their formula definitions which are not necessarily

’  either more range- or level=-specific. A different situation
( arises when cognitive and aﬂﬂeéxiyé—vérbs anefcémpaﬁ@d;with
those verbs which are part of their operational definitions

{i.e., skill verbs). Inzthié:casé%;ihvcpmparisénw the skill
verbs may be said to be more range- and—léveieSPécffic*sinée

they imply fewer instances and are c¢loser to recordable

5

: R T

exempkifications. . - -~ 7

o

7, "thgyiorgine§5ami;'Thezfotm;Qf anzedﬁéﬁtiohalrobﬁecttve

- &

may be described in regard to the behavioral or non-behavioral

Larg

-
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nature of its verb. The two end points of the “"behavioralness"

N LR\

*

continuum are state of being (non-behavioral) and aétioﬁ/

‘movement (behavioral). “ This continuum is illustratedfgn

& - ey

Figure 16 : ) a . R .

i . .. . o
State Jf Being Action or .- ° R
’ - ‘Movement - :

.

- ) -~ .
o

w i,

FrguerSi “Behavioralness" continuum. T

= . L

|
R
S

.

Non-behavioral & e Behavioral ‘

; ,
5
|

An -example: of a verb that descrlbes a:state of belngn

i 3

- . - . and which, therefore, falls toward that end° of‘ the

"behav;oralnesq"— ontlnuum is."to belleve." another 1q "to

Q

undetsxenq?“ A1l goals deecrlbe states ‘of being, since the

‘ Verb:moei,apprgprfate-fbp a goal tgpeattrgbute) is "to be."

-

%. ‘ ~In aﬁdiiiénl,afl‘verbs*Which,deSCrfbe:cpéhiﬁionseieagem'"td
—¢dmpteﬁend*3?or affects'ieagw4 "tofbeliQQe”iraiSQfdesér}ﬁq‘

states of being. 'Veibs>WhichzdesEifbe a—mentg;'Or'physicai ’
action are,; for -example, "to catch," Wtd’visuaiiieaﬁ'“xog

apply""'"to:expiaini"iqr ”io*Wti@?zﬂ‘ These all fall ig&ap&'

) ¢ ) i e N . -
the behavior end of the “behavfbnainess”veppt%nuumf : -o

o
. N
-9

: D , -
The concept of operational clarity brings into- focus

the reiatféhéhi§'be%ween—behaVibrai and non-behavioral verbs.

|

That “is, the operational -definition of non-behavioral verbs

. : (e g., "to- belleve," o understand“) will cons1st of -onewor ‘

."’8

e

e




17

-, more behavioral verbs (e.g., "to apply," "to give reasons,”
"to write"). Rl

-

*stervabilityl - The last format category is called

obSerVabilit¥1 This -category refers primarily to a statement's
. <yerb, as does the'"behavioralness" category. The two end
polnts of the observability continuum are, of course,
.. ) unobservé%le and observable. ?Zéure 6 showq thls contlnuum.

* AT

Unobservable o ' ‘Observable

- « -

Figure.6. Observability-continuum:

A :bbserVabiIf§§~deScribes—%he:degree:to,Wchh;one can:

éﬂj,,l',w : :dlrectlv nssess: the actlon or state -of belne descrlbed bv
: a verb-.. The follow1ng concepts -can be assessed dlrectlvx : T
"to catch," “to give examples," "%o- wrlte." therefore, %hev
;-‘ ) (*‘ are,eaiiedfobservabte1 fThose~verbs i;ke—"toakppWi":"to
| believe,” "to comprehend,” "to visualize,® and “to apply"
. :canﬁot—be’asseééed*diﬁéctly¥sén§e they>dbfhotin§p?é3ehti
observable behaViOrs*;t;erefore;'fhese ére;referred:to=as
- —unGBServéble. It should be noted that a verb may be behavioral
but not observable (e. g:; "to- apply" or “"to: visualize"), ‘
. ' aiihough—theweonverse;does'not:hgld; ‘
T e corncept’of operational clarity dlso brings into
 focus the'reiaifors&ipzBetween«obéervable—aﬁdiunobservable'

verhs:, That is, the -operational deflnltlon of an unobservable

verb (e.g., "to comprehend") consists of ‘one . or more observable

k]

verbs {e;gqg,"toag;ve—examples”:or""tg~wrxte"); ] - : ' “E

Q- 19
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It should be noted that some objects may be observable

if they are level-specific (i.e:, concrete). For example,
“anléak tree," in relation to "botany™ is not only more
rangé— and level-specific But it is also an observable
'manifestation;
In summary, the concepts reiated‘tg a statement's formf
.are clarity, range, level of abstractness, "behavioralness,"
and observability. The format category?ela'rity is the
pivotgl one. To achieve conceptual—c'laé‘ityr a formula
definition for a verb or gbjegf must be devélgpgdﬂ By making
an.-object more iaqgé=Speci£i¢1 thez¢ompgﬁen£s‘of'i$s fgrmula‘//
definition may e iilumin_ated. The formula definition of
~sorie verbs may also be developed this way. Before a statement
as a—whOie:caﬁ'be céliedf¢gnéebtuaiiy¢Cieary both its verb
and object must be conceptually clear. The deseription of
an object as abstract or concrete should he considered
, independently’\gfixs :fgﬁgé— character or its conceptual clarity.
T? aéhievévoﬁefétionai;ciafity4 an operational deﬂini@ion
must %ezdeveiqpedéfop a- statement's verb. Ihwotder*tb~make
a—vetb—opﬁtaiignallychearqzit:mustibe—tpgnslaﬁgd'intofmgie
cOﬁctéteq—behayiopéik aﬁ&:obseryabreztérmé@ An -operationally
.. clear sfatement,has g:verb—Which:gnambiguousky—deécribes
an obeervable behavior in—yetat%ontto—a=é§n¢éptualiyeéiéat'

object. In addition, an operationally clear statement has

a: verb and object which are both range-specific {i.e., cover

few or one instances). o
20
o
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Now that the form concepts related to a statement's

verb and object hdve been discussed, next they will be

used to describe paradigm statements of goals, intended
a learning outcomes, and behavioral evidence.

N .
. 8 -
- % i
A
. .
o
_ o
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SECTION 3 .
PARADIGM STATEMENTS OF“EDdCATIONAL OBJECTIVES
Gpals

Ideally, in order to best communicate with those inside

\and'outside the educational community and to best provide

o~

@irectién for the development of. intended learning outc@més1,
goaIS shoUld'be'édhééﬁtuallv—éleéf‘ It should be remembered

that in thls sxudy goals &re deflned as the attributes a‘

.
%9
3

pup11 should possess ‘upon- completisn of an educatlonal -

-experience. Conceptual clarity.,. however,;;s relatlve,.'lt

may best ‘be determlned by comparlnr nelatedfgoncgpts3H Fort”
the;saké—of,argument, Iexzusyassgme thaty}hgqugﬁgi‘gtatements.;

‘have objects thaf—aréfnot,chceﬁtugiiy'clgar: E
L. Therpupiliwflf'be a self-actualized individual.  ~ i
2., The pupil will be a lifé-long learner. ;
3 The'pupII'W¥liibe—WgIIfroundedé- i §
4. The pupil will be a virtuous pe#SOn. . 3
5+ The%pupil will ‘be adaptable. ;
6. "The pupil will be a good citizen. o
7»‘fThezmupii will be an expert in some field. )

. #

B Theywmay—in:faét,be—unclear'Siﬁce*mgst—peopie*would

agree that we are uncertain of their meaning:. In this case, f

% ‘we may call .such statements,; as a v.hole, vague.

. - o I £
D?JN - t
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In order to gain'conceptual clarity for each of these

S

- statements, a formula definition of their Sbjects must be
devélopéd; A—con;ept,or term's formula definition is geﬁefated
by specifying the essential éomponents or properties of ?hex
cecncept. For example; the}formula définition for the object
of the goal "the pupil is a life-long learner" may include:

self-motivated learner, curious, a knowledge seeker, responsive,
' . d

-

skilled, independent, self-reliant, caring and involvedr
Bach of these obgects may be 1ncorporated into a Foal
statement (e.g.s "the pup11 Wlll be skllled the pupil w111
be self-reliant’). Such statements will help to conceptually
clarify the goal "the pupil will be a life-long learner."
The»pibéééS—of ¢0h¢eptual—ciapiiiéatign:may,éohfihUe*

" . indefinitely by developing a formula -definition for -each

neW:statehént.; The:educationai;pIanher:musﬁsdecide:hOWi
:gangévspectfic and;congretgiheewants—hisrgbaf:st;%ements
to*béa The ‘more range- and -level-spécific théy are., the
more they c1rcumscr1be or preclqely direct the selectlon of
. intended: learning outcomes. For -example;, the—géat'"the «
pupil iS'§kiI1édj¥méy'bé seen by an educational planner as
sdffrciently clear %o;cémmuhiqate*hfs infents and to direct.-
the-Selectioh—of ihtendédiiearhiﬁgst THiS'statemeét has apf
:?bject that is siiil:mo@érately—rangé—genena1:sihce it covers g
-many ihsiapces, though not asfmany'as ﬂliferlong Ieafﬁef}“ r :
the concept that includes f£} ?sgiIlfulneSs"‘is stir1 quite

abstract,; since it is removed from particulars..

23




R

Amov?ment abilities, perceptual abilities, coordinated

basic “scientific 1nformat10n," "the pupil

22

On the other hand, inother educational planner misght
feel that it is necessary to make at least one more attempt
at formula definition before he will be satisfied with the
clarity of this goal. In that case, objects like these might

be generated as part of the formula definition for "skilled":

ab¥lities, cognitive abilities, and complex abilities.
Some of thesg may still be considered too:Qague'by’some !
planners.

Even more conceptually clear goals are- developed by

relating an attribute to some content area such as science-

For -example; "the pupil.wili seek knowledge ih*fégar& to

ﬂlll be skilled

in the ba81c sclentlflc covnltlve abilities," or "the pupil

will be self-motivated- in repard to sclentlflc learning."™

A formula definition: for the—attrlbute—descrlbed;;nveaqh ,;

goal and the content it is related to may -be -developed.

This will produce ‘more and more- range speclflc aoals.
F@rfour'purpqsest\the above goals are conceptually -

A

clear enough. They communicate the attpibuteszgfiupii should

have in relation’to some contént. ‘The task of developing

Afhe intended iéarning—ghtcomQS'néedéd%to—qchieVe7fhese—g9als

is next. ¢
The primary differences between goals and intended

learning outcomes lies in their definitions and language

- {i.e., form). As noted, a goal -describes the attributes a

{
5
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pupil should have at the completion of an educational
experience: thus, the verb,$ost often used in goals is Lto
be." The object.of a goal wiil»Qary in form from vafueness
fo_conceptual clarity g%d from range and level generality

to moderate raﬁge and level specificity. The object of a

goal may also describe somewhat observable behaviors (e.g.,

-

" “the pupil will be skilled in handneye,COOrdinatiodﬁ.\

S ’ -

Intended Learning OQutcomes

Intended‘leggning outcoﬁes (hereafter abbreviated to
i;lio1j are, of course, -defined is*thOSQ'ieapngngs a puﬁil
should accomplish as pértofag.eagcationai eXpefiéhcea It
is hoped that their acédmpliShmént:wfll'enable*theapupil to
aghieye—the,réiatedwgdéiisﬁ*éfﬁfhe'ﬁrOEtamw The- Yanguage
of an iﬁtendedlIeannihg'Qutcome (i.l.0.) differs fronm a_
g@él's~primaiily,ih that the nelevént:domainrof'IéanninE
must be—d@mmuniéétedzby an i.1.0."s verb.

Most authbps‘agieé—that there are three domains of
learning. However, there is little agreement., especially
that which is basedfOnaempiricaife#idéncei as to the exact
nature of the members Qf'th@éé—doﬁainsﬁ Although Bloom
(1956), Krathwohl (1964), and Harrow (1972) have exhaustively
described three -domains, thefe—g§mains_§PchsoverIap and
cégbeptua%—coﬁfusion, j

After Careﬂully=eiamininé these—thpeé—fésoutéeé ag
well as others (e.g., Bloom, Hasting and Madeaus (1971)),
an:attemﬁt—was made to use the domains of fearnihg they

oo ggg; ) " : , L B
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svegest to generate statements df\educational:pbjpcﬁivesp
It became evident that they*could’aﬁd shbuld be mbd;fied.
In this study; the traditional names are retained fo}-two J
of the domains of learning. The flrst is the ccgnltlve

i

domain. In this domain are those i, l 0+S w1th verbs whlch

-

-imply the acquisitibn—of knowledge'. Therefore:, they are

characterized by verbs whieﬁrmake‘up—the formula definition
for the verb "to know. " These verbs are, for example, "to-

understand," "to be.aware of," and "to comprehend," among .

—oxhers. The second tradltlonal doma:g}ls the: affectlve

do@aiﬁ1 -In this domaln are those i.l.o0. s whlch imply the

-

Vacqgisixioﬂ of Teelings and:gtt;tudes and inélinations.
- Feelings or attiiudeéxdeSQtfbe*thevdegpeé~9f’iﬁternaifzati@n

of commitmenf the pupil is expected to Have in regard to

any particular content (Krathwohl, 1964). This commitment

is expressed Ty verbs such aS’"td*lQVGL" "to value," "to

belleve;“ "to be 1nterested in,™" ahd,”té—cheﬁisbi"—among

:—othersw Incllnatlon descrlbes the. commlfment to act in

relation to one's: feellngs toward some: content. Verbs such:
as "to want to,"™ "to des1re to." "to- be inclined to." and

"o Took forward to" are the klnds -of verbs used to .express.

- -

incXination.
The third domain referred to in this study is a
modification of the traditional psychomotor domain. It is

called the- Sklll domaln In tbisvdomaib are those i.l.o.s

«,

with rerbs which imply the’ acqu1s1tlon of wvarious abilities:

vl
k.

‘O
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. are: , ' ' . St :
’ - ),' { ;
o —Ymovement = to.move. to Juﬁp. to.gesture, to manipulate, .
e : *  to run, to catch, and to sway » : .
. "‘ .
. ] percéptual - to pefceive,‘to—see, to hear, to smell,
' _ - to touch, and to taste ‘

.

. . -0 ]
coordinated - to coordinate. (e.g.; hand-gye, foot-eye)"

- : e ™ .
cognition - to translate; to distinguish, to compite,
- ‘ to ahalvZe. to apply, to solvewproblems.
‘to-«recognize, and to synthesize ’
‘ affective - tg—llsten'svmpaihetxeglivwltovquestiqn 2 E
sincerely, to explain lovingly . EEEIN :

‘ . complex - to sculpt, to teach, to write creativelv, to
L A practice medicine, to dress neatlyv
& ) . y : :
To- illustrate the differences among St@tements that -. - (é

. y 5 I
- ) G v ¢
kl, | e o

fall under each category: of learning let us conQ1der some

* K +

. examples. B ot
Cognitions. - The goal “the p&pii will be knowledgeable
- - _ N ‘ N - o ’ e
in: regard to basic—scientigic %nformationﬂ—directs the 4 -

J'
selection of cognitive int ended learninhg outcémeéwwhich,will

3

‘help a student achieve tﬁﬁs'goaiJ First, this goal 1s .»i

“translated 1nto the language . of intended 1earn1nnlou+comes-

<
N e

. '"the;pupxl:knows basxc scxentrf;p—;nﬁormatlonn—: The verb

an¢ object of a cognitive ifilon‘should—be—at'Ieast-éanepxuaIIy

*

clear iﬁ'Ordef to—communicabe the cognitions tnat‘a—pupil‘

should achieve and to=difect'theainstructiénai plénning -
$

process. A formula deflnltlon for the verb: "to= know" and:

the object "bas1c scientific 1nformatlon" must therefore.

” 3 . Fad ~* .

be gerierated- in order tO-coneéptuaily;claﬁify this i.1l.0.
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J The components of the formula definition for "to know"
ing}ude "to understand," "to be aware of ," etc. The Tormula
definitionrof “basicﬂscientifio information" includes the

- concepts, terms, laws, etc. of the natural, %hysical.'social.
',- and,psycholoaicai_sciences. By developing formula definitions
© for theée’content areas, more<?md more of their components
andfprbperties will be illuminated-. ‘
Rach cognitive 1.1. 0. comblnes one of the components
© Tof "to know" with a -component of a scientific content area.

An example of a,conceptually clear cognition is "the pup11

understands the concept ‘'evolution"

however. this 1 )0+ may. not be oonslder%d spec1f1c
—enorgh,tozgulde—1nstructhnai§plann1ng4 although it is ’
conceptuallv clear. In that case, anseducationai‘planner*

may develop a formula deflnltlon for the concept "evolutlon.—o

The new componentsulllumlnated may not. be any ‘more conceptuallv

& -

clear,. but 4hey w1ll be more range-Specific slnce they are
subsumed by "e&olutlon. They will also be more ‘level- ope01f1c

since they ar% more closely related to: particulars. ‘Here

s ‘;
. ) ; g
are some examples—ofﬁcognltlve i.l.o.s wrth—moderate;y ' ///

range spec1f1c ‘objects related to "the- pupll understands
tﬂe conéent tevolution'": "The pupil understands the

implications of natural selectionJ”'andf"the'pupfi understands

<
~

the reasons for mutations.™ "The pupil is aware that DNA

stands for dloxyrlbonuclelc acid" has a ranﬂe- and

level-speelﬁ1cfobjeot. - 8

a
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No matter how range- or level-specific a cognition's
object becomeq. since all cognitive verbs describe states
of heing, the etatesent as a whole may not ‘be termed observable
or behavioral. ' “e T

Skills. -, The €oal "the pupil wjill be skilled in basic
scientific abilities" directs the selection of skill i.l.0.s.

Skill i.;.OuS may be divided into two groups, those that

describe unobservable behaviors, and those that describe

observable behaviors.
Those that describe perceptual abilities ("to-see,™
"to ‘hear," efc.)q*Canftive—abilities {"to apply," "to.
recognize," "to analyze," “tg synthesize," "to hypothesize™),
and some affective abilities ("to listen sympathetically")
are unobservable. The skill "the pupil is able to analyze
bhasic scientific data" is 2 conceptually clear though range-
and level-general statemént which -describes an unobservable
behavior, since its. verb "to analyze" describes an
unobservable 5éhaviér and- both its vepb—and'ébjéct are range-=
and level-general. The verdb "to analyze" is retained
throughout the development of ihe:fofmgra'deiinitEOn of

"basic scientific data." This will produce statements like

these that have more range= and level-specific objects "the

pupil can analyze weather'conditions," "the pupil can analvze
- .. Vs \‘L .
the<9hemical makeup of Substances," "the pupil -can analyze

. the raw.input from an experiment,' "the pupil can analyze

- e

a -flow chart.”
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@ Skill i.l.o.s with very range-specific objects related
to "the pupil can analyze yeather conditions” might be "the
1pupil can analyze c;ohd'f‘or”mations1 barometric pressure,
humidity, etc." '
The skill i.l.0. "the pupil is able to manipulate

-

scientific equipment" describes a moderately range- and
i)

1evel;2enerd1.°observéble behaviorlin'relafion to a moderately
range- andlleQel;general object. By providing a formula.

| definition for the vérb'”tormanipulate” and the dbject
"scientific equipment,” i.},ops wiihaﬁore—nange; and
level=-specific verbs and objects are pioéuéeda It should
be*hqtedfthgt,thigfi.l;Ou'is alSd~bﬁérationai'éiﬁce it
déséribés an observable behavior. As both its verb and
object are made more range-specific, the statement as a

whole becomes operationally clear: "the—ﬁgpfifcan,draWrout

I ;Mmﬂj§mg&phwm&£w s
Affects. - The goal "the pupil will be self-motivated
in régard to basic scientific learning" ditects*tﬁe selection
of affective'i.l1oxs—suchras these+ "the pupil values the:
scientific method of inquiry,' "the pupil is interested in
—- scientific anWiédg93; and "the pupil is inclined to- use
scientific skills." The verbs used in .these i.l.o.s ("to
value;," "to be interested .in," and "to be inclinéd: to™) all .
describe states of being as db:goais'fftO'be"? and cognitions
. {"to know").
| Like cognitions, -once the verbxand‘Object—éf'an—affect
‘have been made conceptually cIeér*tﬁtough'férmula—definixion

s

© ‘20
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(e.g., "the pupil looks forward to scientific experiments"),
then the .object may be made as range- and- level-specific
as the educational planner wants it to be inforder to direct

instructional and evaluation planning.

. Infgﬁmmary, cognitive and affective i.l.0.s should be

2

conceptually clear to best direct instructional and evaluation

- planning. Once this is attained, a—statemght,may be made

‘as range- and/or, level-specific as the-content (i.e., its

object) warrantssr No matter ‘how 1evel-,and/br rangé-specific

a cognition or affect becomes, it will still describde a

state of being. .
Skfllsizon'theuqfher?hand;,by the nature -of their

verbs, describe behaviors. Some describe -unobservable

\\\ ‘behaviors and others :describe observable behaviors:. Again

it is up to the discretion of the educational planner to
pdféue range- and’iévéI'spééificity. Those ‘statements

‘may also be termed»operdtibnaiiy-clear@

ﬁehaVEOrQI,Evidehce

o

The primary differences among behavioral evidence and
goals_ and i.l.0:s lie ih—theit—&efiniiioﬁ,ahdi1angugge
(i.e., form). Behavioral evidence:iS*défihediaé—a statement
which describes what one should look for 1n order to ‘assess
thé*achxevement:of—goaLSror'xntended—leapnmng:Qutcomesn

The essential form characteristic of -statéments of

behav1oral evidence is that they contribute to or manlfest

21
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indicators -
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<

operational clarity. Operational clarity is defined as
, ¢ , e .
characterizing a statement which unambiguously describes

-

an obsérvable‘ﬂé@avipr. Depending on ‘the d§gree'bf operational
clarity attriﬂhxable to a statement for which béhaviorai
evidence is to be generakedg a_vgryiné number of intermediate
statementé must be developed>ﬂef6§e §pera§ional clgrity is .
ach@éVed; . o Z

Iet us'firsf consider thpée‘étatements farthest ‘removed

from. operational clarity, that is, those objéctives whose

. verbs describe a state of beirig. The following serve as

-examples: “the pupil will be a go0od citizen," "the pupil

will ‘be a life-Iong learner;" ™the pupil will be a

self-actualized individual," "the pupil is interésted in
,séientfiic~kaniédger"‘Br "the pupil knows basic scientific
information."” In -order to operationally c’if:ariéf?.v such:
sﬁaiémeﬁts five., translate—thémﬁinto,Qbséﬁvable:behaviogs%1
three types of behavioral evidende are created. First,
criteria afe,developedawhtéhfconceptualiy—cIérify:andzar '
‘begin the procacs of operational definition in regard to

the verb®and object of a statement. Next, for -each criterion,
indicators are generated. jTheSe—indfggtérs—dgécfibé observable
hehaviors. Fingixyq,aéia)'the—ﬁaétsqpenAtiahallyacxeaf .
qstatgmentérof'behéviofal evidence, gie‘devéiﬁéediforreach
Criteria. —*The—fipst,typevéf’behavioral evidence

generated in: relation to statements which. describe states

of being §s called criteria. The term eriteria Is used:

3.
LRy
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- because it implies afgeheral standard -of judgment.‘ Criteria
may describe conceptually clear states of being, unobservablé
behaviors, or observable behaviors. In-this study, thoser'
behavioral evideﬁce statements which describe states of
béing are called general criteria. Some géneral criteria
related té—the—goal "the pupilwill be a good citizen" are
as follows: "the pupil coﬁprehends the significance of the
Declaration of Independence," "the pupil values the basic
tenets of democracy," "the pupil is aware of current 1ssues.
*“the pupil knows how to:filifgut,h}s,lngomezxax form," and
“thé—pupii,undensiaﬁdS'the*impficatiQhS—df'fpee speech: '
Specific crlterla describe behaviors: and: ‘may be -either
observable or unobservable. . They may be formulated in
—ééigﬁibn—té:gxgoaij intendedilegrniﬁg,Outcomei pr=geﬁetéi—g
criteria. Specific criteria are the next step toward
operational :clarity gince they are statements that describe
actual béhaviérs'relatedit@;states of being. :
The reader may have noted that -general criteria have
the same form a& cogritive and affective i.l.0.s. The
diffépenCe bétweeh'awgeneral:cﬁitenibnaandfgn:i,Iid@ lies
in its input function. For i.l. o»si %his function is to-’
,gulde the instructional plannlnv system, whlle for crlterla.
it is to—gu;de»evgiuataonaplannlngn That7151ra~statement
,Such—QS’"thegpupii valueé,thé basic tenets -of defkocracy" may

be considered either a general criterion of behavioral -

evidence or an intended learning outcome. If the statement .-~
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is to function as an i.l.o., its verb ghd objgct,need'only
be- made conceptually clear enough to guide instructional
planning}"Howevér. if the statement is to function as a
ceiterion, not only must its verb and object be conceptually
clear but the statement as a whole pust become operatibﬁally
clear. '

Specific criteria‘have the same.form as skill i.l.o.s.
Specific/behavioral criteria include percep;ial, cogﬁitiVe.

éffective perceptual, and Some complex abilitiés in that

these abilities are behaviors but not observable (e.g..

““the pupil can apply the basic tenets of democracy" or "the
pupil listens with empathy to?atspeééh'byesomeqﬁé with. a

different point of view from his owns"). Specific/operational

eriteria include movement, -comaunication, affective response
behaviors ﬁesgqaz”thé—pﬁpiI:Stéteé the implications of
a high unemployment rate” or “the pupil actively works for
community development.')-. v

Indicators. - The term, "indicator" is chosen to describe
the next type of behavioral evidence. The term implies a
statement whose function is to identify characteristic
behaviors relative to more genaral Siatementé-ofrbehavigral
evidence. In relation to—specificlbehaviOEal'criteifa1 an
indicator*s task is to provide logically related, observable
and, therefore, operational statements. This is accomplished

by using verbs which describe -observable behaviors. For

example, an indicator for the spécific/béhaviorai:crixérion
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"the pupil can apply the concept of'eqﬁal Justice under law"

might be "the pupil demonstrates as a judge,—deéisiohsx

based solely on the merits of a cése,"' It shoula:be noted

that not only has th%§verb now Become‘observable1 but thé‘ ]

object_i§ also mére rénge; and léve14speci£ié. Inéicators. B

for specific/operational criteria need only to continue L

the process of opera%ional—clarifigaﬁion by providing more

‘ éﬂmanée— and’levelwspeéific verbs and’obﬁects,,sincg these

statements already- have verbs wﬁich describe—obéervable

béhaviors. . - ' . ' '
Data. = Data is the name given to statements~whicn,are

" the most Qpenatiohally,cléar*behavibrai:QYidéﬁ¢ém For -each

indicator, one or more -data statements is developed in order,

to complete its operational definition. Data staléments

are both ranges and level-specific in both verb and object,

:ff i ) ) . -
and in addition, describe observable behaviors.. “The student

"the student votes" are»éfémpies>qf'datafstéteﬁeﬁtSu
» -—.,.-"\ =
The: development of conceptually -clear statements of

behavioral evidence ig;péquisite to- the development of
e@perati@néllﬂ’éiear<8£atéméntsw There is always the risk
of developing operational dgfinitions'thatfdofﬁbtupnovgde
valid*data:teiativé'tO—the'bbjéctiVe:iﬁ>questibhwv~In—§tder

-~

to reduce this risk, one should not attempt to take the

conceptual Teap from vague Statements of -educational objectives
_to -operationally clear statements without first attaining

conceptual: clarity.
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In addition, it is worth reinterating that the
operational definition of all but tﬁe most specific and
already qperationa; objectives should%ingludé—a'wide—variety
of behavioral evidence1 In this—way:if may be assured that
the wealth of individiual behaviors or exemplifications‘
implied by an objectzge are tested for, and in so doing,
.the”acﬁéﬁplishment of that objective‘s,infent will be ﬁ@pe

accurately assessed.




SECTION 4

t

CONCLUSIONS AND IMPLICATIONS

In conclusion, there are three contributions that this
study makes. to- the literature on educational objectives.
Each ‘has its own implications.

The first contribution is to. modify the traditional

- = W - - _ S _ . - - .,(
-notion of a statement"s function. This modification :consists

of ‘redefining a statement's function as :communication and

:directioﬁ. The major iﬁpiicatiohﬁofﬂsuéh a&chaﬁge lies

in the fact that it is congruent.with a profess/product

A% g

model of edugational—deveigpment1\thgt,}u; a;m¢Qéirinawhich

diﬁferént edugationgl,ptodgcts,Ce;gj4,obj§ctiwes$fﬁﬁve

' particular functions (e.g., communication and direction)

relative t6 various developmental processes (e.g.; -curriculum

development, instructional planning, and evaluation planning). ~

Such a model -divorces the ‘development of educational
objectives from planning level contexts. In other words,
the ‘model may»be*used inﬂanychntext (e.gy thé—ﬁaﬁioﬂai
level, school district or*uni§9?32ty level, or :classroom
level). ) | _

J It is impoftant to note thét,this process/product model
leaves the decision as to the rbecise—formlof,an~objectivé
ay
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largely to the educatiQnal planner in each context. By

doing this it allows the educational planner to be as
prescriptive as he desires. For exampléq if the planner
wishes to give maximum freedom to those who are going to
dgvelop'instructional'and evaluation plans frém his
objectives, then he should make sure those objectives are
of a most general sort. That is, they should be statements
which hhave verbs deécribingvaguesﬁgtesof being and which,
as a whble, are range- and level-general. Onrthé other
hand, if the plannér wishes to circumscribe the subsequent
instructional and evaluation piéns aS—mUch-ésgpQSSiBié4
,'hézmay'férmuiate:objectiVes>Whiéhzape»chazacteiized—b#
conceptually clear, ifnoﬁoperationallyvcleqr.’Véfbs%S
well as verbs and Obﬁécts~which=ane—rang§f and Yevel-specific.
This briﬁgS»us 16 the second -contribution that this
study makes, namely, that,it'tepteseﬁtszan~evoiutionaty
step in the discussion of a .statement's form. AS*Eanﬁiey
(1974) notes, previously the form ofzan educatlonal obaectlve‘
has been dichSseQ—in*refetehce*tg—ihe»whqiecstatementw
using rather gross terms such as "general" and "specific*
in a behavioral sense. Strlke and: Posner (1974): present
four format categories which allow for a much more detailed
-explication of a statement's form. In this study, the
asSumpfidn is made that these'formatecategbties'may—be
modiﬂfedisomewhat and used to.discuss a stdtement's verb
and object separately since the verb and object may not

have the 'same characteristics at the same time: ‘The benefit
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of this is that educatienal plahners and—researchers now
have a precise set ef concepts with which to<analyie and
construct statements of edueational object;ves. In addition;
these—conceptsrépe basedfqn a moderate empiricist pointrqf s
view and as such are noﬁ—prescﬁiﬁtive. However, they'ao;x/va//'
provide a framework with which to differentiéte»bet@ee;
—goals, 1ntended learnlng outcomes, and behav1oral ev1dence.
The paradigm statements cited are the third and perhaps
the most important contribution this study makes to the
Titerature on -educational objectives. Statements: which ~
exemplify the concepts in -each of the fﬁiﬁat=¢ategoties:ﬁsed'
in this study were given by way of iliustrating the three
Kinds of educational objectives. ‘ '
Simply defining these three kinds of -objectives (goals:
iﬁtehded;leaining éutcgmesl,ahd:behaVioiélfevfdeneejzih%a
precise way has definite implications. 0f course,. Johnson
(1967 and Strike and: Posner {I9zuazhad*ﬁreviousiy,defined :
intended learning outcomes and behavioral evidence. However,
the addition of a unique definition for educational goals
means that:pianner8~and:reseapchersswiii'belableztergeneratef
statements=&hi6h,repfeseﬁt the:m§Sts¢§mh9d1y usedfeduéatidﬁal'
objectives with confidence that they do,. iﬁ,factyrdescpib&
_different kinds of statements. In addition, since the
definitions of thesepbjeetivesafebasedonemoderate
empiricist ideelogy which has been weéll described:, the
educational plarner or feseafcher—can:betsufe that his work

‘has a sound: phllosophlcal underplnnlng.
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The paradigm statementq themselves which were generated

relative to the stlpulated definitions of the obJectlves

in %hls—study also offersmuch to the—l;terature. 'Flrot.r

they illustrate the distinguishing characteristics of each

kind of objectiggy For-exampieq because of their definition,
goals will predominately use the verb "to be." As the

: paradigm statements show, a goal's object may vary in form
{ < :
: from a vague, range- and level-general state of being to a

conceptually clear, range- and level spec1f1c observable

e

behavior. On the -other -hand, w1tn 1 1.0, and behav1oral

evidence, ;ﬁgﬂbéhaVionalheSSfand—ppsefvgbrfftyfQf'the:

statement as a:whoie:isaqetermtﬁedzby;xheifzyenbﬁsfform,

ehatacteriStiQSJ , This is true even though: a statement's

fbbﬁeét—ma&‘be—1eveI-specific*Kiweﬂﬂ,grparticuIéﬁ'or,éoncpete%
W and, therefore, observable. ;
| Another way that the paradigm statements help %o

illustrate the differences among objectives is in regard’

to the ﬂonm,chgtactepistics'peéommended—fer—eaqh'typegéf . . ’é
statement. = These are?net—ptesctiptioﬁsa‘bﬁt—simply
—tecbmmendatioﬁS“wiih:just—two exceptions.. Tﬁe first. is the
appropriateness of the verb "to be" in goal statements in ~
light of their stipulated definition. The use of this

verb means_that goals, by and large, may be characterized

as states of being. However, there are no prescriptions

" as to the deésired form that a goal statement should take
__in order to carry out its functions of communicatioh .and

direction. The only recommendation is. that the more one
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‘ w1shes to circumscribe subsequent developmcnt the more

+

level- and range- SpGlelc one's goals should be.

" Of.course, a’ case can be made for/, at least, conceptual
* h -t > v

\' clarlty of goals. It maj be argued that if one's goals are
. ~
-~ not conceptuallx clear (1 e., if one does not know what they

e )

T mean, then it will be- 1mposs1ble to decide how to achleve 5

.

‘them or how to determlne 1f they have been achleved. A

»

simllar arquent mav e made for hav1ng conceptually clear .

1ntended learnlng cut omes. ‘That is, if one does not clearly
deflne the objectivss of 1nstructlonal plannlng,,then iz

. will be, at”best dlfflcult to develop clear and effectlve
plans. Further, it will be dlfflcult to evaluate the

i ~, A ; cffeotlvene,s of those plans. Bevond thl%. Tthere are no

i recommendatlons that an i. Iﬂo. be: levelr or range-specific
" or that it descrlbe an observable behav1or rather than
(R - ® .
unobservable ones or a state of belng. Inrfact. xt—has been, ’

-

é shown that those characterlstics. in the case of i,1.0.8, ,

. Ay ; : Iy

oy . are determlned solely by thelr doma1n and kind of learn%gé ki 2
; ' The only -other prescription made by thus study, whlch s

7is samply a reiteration -of Strike and:Posner S—argumentf

is that statements of behavioralzeridence should be*formed
" “so .as to contrlbute to- or manlfest -operational clar1ty
EAV . ‘ That 1s, behav1oral evidence must be conceptually c]ear,
Vand in the case of data statements, thev must unambiguously
v . ‘describe ooservaﬁle behav1ors; ‘ %
‘ The paradigm statements themselves may be used as a

reference when one is analyzing,or'conStrpcting a set of,

]
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