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introduction

This monograph focuses on objeclives and the roles they may play in
both teaching and learning.

it is not a question of whether or not to have objeclives. All instructors
have objectives, even though they may not be verbalized or written. The real
issue is twolold: how instructional objectives fit inlo course design and how
they can be employed mos! effectively.

instructional objectives—and not program goa's -will be discussed The
author will assume that Faculies, Schools, and/or Departments (in Universities
and Colleges) have taken the time to lransiale their mission statements into
realistic and meaningful program goals. The latter, where evident, help fo

can the table of contents of the assigned texi(s)?

How may one ascertain that the specified objectives reflect varying levels of
compiexity? Should objectives reflect minimal standards of achievement for
the enfire class? How may the professor, once objectives have been defineated,
recognize the sizable individual differences among the studenis? "When
a fist of topics; why should | waste my time

they remain sacred? How often should objectives be reviewed, updated,
modified? Once stated and shared with students, are objectives ever changed
during a course? Why not devote class time at the beginning of each course
fo the detineation of objectives—on the basis of student needs and interests?
Do you need objectives if you teach a smal class?

The aforementioned questions will be answered in this publication You
will aiso be provided with opportunities to interact with the content.

it is anticipated that by the time you nave studied this monograph you will
be able to:

1. identify the essential elements of a well written instructional objective.

2. Write instructional objectives in three major categories of learning.

3. identify, from a list of nhjectives, those written at each level of Bloom's

hierarchy of cognition.
4. Extol the advaniages and disadvantages of insiructional objectives.
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Background

Perhaps the individual who influcnced the educatio~al community mist
vis-a-vis objectives was Robert Mage: who fiest wrote about them

in 1862. Not that objectives were not in evidence prior to Robert Mager; Ralph
Tyler had certainly highlightsd thelr importance in his landmark course sylla-

ing objectives in his 1918 publication, The Curricuium.
Wmhmlmtmuiyww..h “objectives movement”
grew, particularly in elementary and secondary education. A continuum
evoived which reflected exiremely precise behavioral (student behavior) objec-
fives at one end and open-ended objectives (or their absence thereol) at the
other. For a while, legisiators (in the United Siates) were requiing public
school teachers 10 wrile behavioral objectives. There wers imitators in Can-
ada. These extremes led Asthur Combe (1972) 1o call for a moratorium re: ob-
jectives untit etucalors came back 10 their senses. The movement was also

mmaiedbyaplolloraoibooksldvowknﬂnmdobbdvu Along

Otjectives are imporiant, but emphasis must also be pleced on the
selection of content and the organization of learning activilies for the students.
Once the course objeciives are in hand, curriculum development must address
issues of teaching materials, lesson plans, and evaluation.

Too often in the past objectives were prepared and then the process
broke down. instructors had long lists of objective: but few ideas on how they
could help their students achieve them. Objectives became the primary focus.

What is an instructional objective?-

After reading an indeterminate number of definitions, # was felt thal
Bruce Squire’s interpretation would serve well; namely,

“An [instructional) objective is an infent commuricated by a statement
deacribing a proposed change in the leamer—a statement of what the leamer
Is 10 be like when s/he has successfully completed a learning activity.” (1974)
What elements or key words should make up an instructional objective?

Jerrold Kemp (1985) suggests that educators consider essential and op-
tional elements; i.e.,

Essential:

1. An action verb thal describes whal the leamer Is expected to do.

2. The ccntent being treated.

Ogiional:

(relate more to competency-based courses)

3. Performance level—also relerred 10 as level of achievement. This
component indicales the minimum acceptable accomplishment
(usually) in measurable terms.**

.1 Aloo relerred to as course objectives 6
EKChoumbMaw.lmmmmqunmmmwb




4 OuaMymg conditicns or ,2strictions under which the feamer will per-

Exampies
Essential:
1. Action verb:
to formulate
to compare
‘o contrast
2. Content:

to interpret the significant development taking piace in Maiti.
10 operate a portopak video camera

Optional:

3. Performance ‘evel:
to Fist at jeast twenty synonyms for the word, maiginal.

4. Conditions or restrictions:
fo compare and contrast two major Canadian political parties on the
basis of two assigried journal ar’icles.

Cautionary note: An instructional objective does not specify what
professor is to do; on the contrary, it should state what the Jearner
know or be able to do upon completing a particular unit. The objec-
should not be a description of what is t0 occur in the classroom. For
example, "o read Chapler 4 in the assigned text™ ur "o read the two ar-
ficles on reserve in the Nbrary™ ars not objectives.

3id

Ex

i

a topic from one of the courses that you teach.
e an objective reiated 1o the lopic in which you specify both an
verb (what the leamer is to know or do) and *he content.

B
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b. Write another objective (based on content derived from your disci-
pline) which reflects the four components introduced in this publication.
identify each.

Action words

Because certain verbs are open to many interpretations and may invali-

date the educational value of your objectives, let us take a closer look at the
action component.
Exactly what do you want the leamer 1o know? 1o do? o achieve? 10 ac-
complish? What is your intended outcome? Once siated, ask someone 10 re-
act 1o . Is il clear 10 your spouse? a peer? your son or daughter? # your
choice of action word is vague or open 10 a number of interpretations, you may
want (0 become more discriminating.

or “grasping the significance"?
How can you overcome the potential pitfalt of vagueness in your choice of
action words? Simply by becoming more precise and selective with your
vertS. Shi’ away from verbs that are open to inference and select action ver's
that are observable and/or measurable.

- ;

fo categorize

o contrast

fo design

fo synthesize

fo predict

o appraise 8




Domains of learning
Cognition

By far the most common type of instructional objective in post-secondary
education is the one which focuses on recall of information and cther intellec-
tual activities such as interpretation and application. Benjamin Bloom refers 0
this gerve as belonging lo the cognitive domain defined as that which “._.in-
cludes those objectives which deal with the recall or recognition of knowledge
and the development of inteflectual abllities and skiils” (1956, p. 7)

Unlortunately, educalors have a terndency to write objectives and con-
comitant tests at the lower cognitive levels such as memory, understanding,
and interpretation. No one knows why this is done. Perhaps because it is
easier (0 write objectives at the lower axis of the hierarchy. Or perhaps itis a
replication of the type of objective encountered in ones past? Or is it that
knowledge-type test items are easier to comrect?

The six basic categories of thinking identified by Bloom et a/. are:

1. Knowledge—Knowledge involves the fcliowing types of behaviors:
the recall of specifics and universals, the recall of methods and
processes, or the recall of a patiern, structure, or setting.

Such recal involves fittle more than bringing to mind the appropriate

individual knows what is being communicated and can make use of
the material or idea baing communicated without necessarily relaling
it 1o other material or seeing its fullest implications.

This is perhaps the largest general class of inteflectual abilities and
skits emphasized in schools. When students are confronted with a
communication, they are expecled 10 know what is being communicated
to be able to make some use of the malerial or ideas contained

a

nit
3. Apphicstion—-This third category of the cognitive domain can easily
be mistaken for comprehension. How often do we hear, "If he
comprehends it, he can apply i.” Application, however, goes a step
beyond comprehension.
A problem in the comprehension category requires the student to
know an abstraction well enough that s/he can correctly demonstrate
s use when specifically asked to do so. The student can use the
abstraction when its use is specified.
new problem, the student wil apply the appropriate abstraction
without having to be fold whic'; abstraction is correct, or without
having to be shown how 10 use it = APPLICATION. The student will
use the absirection correctly given an appropriate situation in which
no is specified.
4. Ansiyels. Here we have the breakdown of a communication into its
constituent elements or parts such that the relative hierarchy of ideas
Is made ciear and. r the relations between the ideas expressed are
made expiicit. This Is a somewhat more advanced level than the skilis
of comprehension and epplication; it deals with the both content and

form.
Analysis has been divided by Bloom into three ievels:
a. Classification of elements.
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S. In Synthesis, we encounter a process of working with elements, parts,
eic., and combining them in such a way as to conslilule a structure
or paftemn not clearly there before. This category, more than any other
in the cognitive domain, provides for creative behavior on the part of
the leamer (even though the student is expeciad to work within the
kmits set by particular pr.olems. materials, or snme theoretical and
methodological framework).
Theleamermustdrawuponelememslrommanysoureesamwl
these logether into a structure or patiern nct clearly there before.
Diﬂermkhdsolsynmeslsarodelemﬂnodonmebaslsoﬂhepfodud.
They are:

a. Production of a unique communication. The leamer develops a
commuriication in which s/he attempls to convey ideas, feelings,
And/or experiences 1o others. Her/his purposes may be 1o inform, 10
describe, to persuade, t0 impress, or 10 entertain.

b. Production of a plan, or proposed set of operations.

Example:
Proposed set of Process--carrying cul Expecied
operations sel of operations ouicome
Specifications Building the house The house
for a new house

c. Derivation of a set of abstract relations. The distinguishing feature
here is the attempt to derive abstract relations from a de‘alled anal-
ysis. The relations themselives are not explicit from the start; they
must be discovered or deduced.

6. Evaluation—When judgments are made about the value of maleriais
and methods for given purposes, we have evaluation. It irvolves the
use of criteria as well as standards for appraising the extent fo which
materials are effective, accurate, economical, or satisfying. Judgments
may be either quantititative or quaiitativa; criteria may be those
determined by the students or those which are given to them.
Mlulmmm.muaﬂmbnoinmssaruylholmmpm
mmm«problemlolving.omeposslbly.ttwmluaﬂvoprooessmay
be the prelude o acquisition of new knowledge, rew attempts at cum-
prehension or application, or a new analysis and synthesis.

Two types of evaluations are cited:

a. Judgments in terms of internal evidence. Concerned with tests of
the accuracy of the work as judged by consistency, logical accu-
racy, and the absence of internal flaws.

b. Judgments in terms of external criteria. Concerned with considera-
tion of efficiency, economy, or utility of specific means for particular
ends.

iu




Affect, Psychomotor

Two other domains were mentioned in Bloom's 1956 publication; namely,
the affective and the psychomotor.

The affective part of the taxonomy, developed in depth by David Krath-
wohl ef al. (1964), includes objectives which describe changes in attitudes,
feelings, intorest, sensitivities, values, and the development of appraciations.

(Appendix A)

The psychiomotor domain is the maninuative or motor-skili area. Anita
Harrow (1972) and Elizabe’h Simpsor (1966-67) have produced taxonomies
which provide educalors with a methd for selecting and organizing movement
aciivities. (Appendix 3)

Levels of complexity In intellectual skilis

The aforementiced are not the only classificat.ons found in the literature.
Robert Gagné, in 1979, described another methcd of organizing objectives
and/or content. His levels, categorized by comp'exity vis-a-vis mental pro-

cess(es), are:
PROBLEM SOLVING
(HIGHER-ORDER RULES)

requires as prerequisites
RULES
(including DEFINED CONCEPTS)
which require as prerequisites
CONCRETE CONCEPTS
which require as prerequisites

DISCRIMINATIONS

In solving problems for which Instruction has prapared them, ieamers are
acquiring some higher-order rules (that is, complex rules). Problem solving re-
quires thal they recall some simpler, previcusly leared rules. in order 10 ac-
Guire these rules, leamers mus! have acquirce some concrefe concepts; and
in order o leam these concepts, they must have leamed some discrimina-
tions. (Gagné, 1979, p. 61-62).

Which domain has priority?

Many university professcrs would argue that there is only room for knowl-
edge or cognitive objectives in postsecondary education. A minority would say
that no objective Is entirely devoid of some aspect of the cther domains;
namely, the affective and the psychomotor. Their contention is that emotions
are involved in ali aspects of inteflectual activity. Facts and feelings, as under-
scored by Louis Rubin (1973), are an integral part of ieaming; you cannot sep-
arate them.

...feslings can aid or hinder the cognitive process. Properly laken into
account, they can make a subject more inleresting, learning more easy (sic),
molivation more personalized, and behwior more productive. it is imperative
:::l mm {cognition) and emotion (af act) be integrated 30 that one informs

(Rubin, 1973, p. 15)
. 11




Exercise Il

1. Write two cognitive objectives based on the Bloom taxonomy. Please
identify the level on the hierarchy.

Write two afiective objectives based on Krathwoht's classification. Please
identify the level of affect.

C.

3. Write a psychomotor objective.

Is your discipline conducive to leamings in the psychomotor domain?

ERIC "2
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4. Review the five objectives which you have just written. Are the essential
elements {action verty and content) evident? Do they refiect any of the op-
tional components (performance level, qualifying conditions or rest.ic-
tions)?

Specificity

We must be careful when wriling objectives not to get bogged down with
specificity. How many instructional objeclives should be deveioped for each
coursa? How will you know when your llst is “complete™? Do the objectives ad-
equately reflect the content? Which objectives take priority?

Most advocates of objectives would agree that the instructor should have
at /east one instructional objective for each class encounier. f one rr two do
not appear adequate, then perhaps a few more should be adaed. Tte iscue is
not frequency but quality of leaming and quallty of obiectives. What do you
want your students (o know or to be able lo do by the end of your two-hour
class? Choice of objectives and their quantity are personal- -tolally dependent
on the instructor and her/his particular approach to teaching-leaming. There
should be enough objectives to ascertain ciear expectations on the part of stu-
deits. More imporiant, the delineated objectives should become the refer-
ent—the data bank—lor the tests and exams which follow. A good ruie to fol-
low is “ii it has nol been stated as an objective, it wili not be on the exam”. At
the same time we should be wary of Stanford Ericksen's admonition that “A
good course contains more than can be sampled by a machine-scorable ex-
amination.” {i884, p. 15)

Jerrold Kemp (1985) suggests that the instructor remain flexible whan
writing objectives which ha sees as “a developmental activily that requires
char Jes, refinements, and additions...” (p. 78) He further states tnat the origi-
nal objectives for a particular course should be loosely-worded as a prelimi-
nary to choosing learning activities. Once the ialler has been accomplished,
the instructor can go back to the tentative objectives and finalize them.

Before repealing or reteaching a course the instruclional objectives

Q  wid be scrutinized. Are deletions, omissions, or changes noted?
. MC A professor has to weigh the objeclives to determine wi:ether they are loo

s M@ (@t one extreme) or t  precise (at the other). 1 3
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Preparing a clear statement of course objectivec is a demanding task
requiring the best talent, if not the prophetic power, of a teacher. Two ques-
tions are ever present: (1) At what time in the fulure will the significance of a
given segment of knowledge pass its inflection point and start downt:ift toward
obsolescence? (2) Is it stepping-stone informaticn or something 1o be learned
for s own long-term value?

(Ericksen, 1984, p. 15)

Cautionary note: The discipines themseives may impnse constraints upon the
wiiting of objectives. Certain leamings are more etusive and/or divergent than
others. Subject matter in mathematics, languages, and the sciences is easier to
operationaiize into meaningful objectives. In these subjects, uniform responses
may be the ultimate goal or perhaps the teacher is interested in obtaining evi-
dence that the learner is able to accomplish or perform a particular operation.

in the arts and humanities, where creative and novel responses are sought,
it may be much rore difficult to identify and specify clear and meaningtul objec-
tives. intentionally, objectives may be defined that are somewhat general and
open-ended—provided this Is taken info account when students are evaluated.

Incidental learning

There are always topics or actions on the insiructional periphery—not 1.1
cluded In your Instructional objectives—which will materialize while you are
teaching. Some of this incidental information advanced by students can pro-
vide enrichment and motivation; it can also be inientionally digressive and in-
dicative of wandering minds. With objectives as a skeletal framework for each
lesson, however, the instructor has a means of directing the side trackers back
on course. Even more effective is the ability of the professoi to keep the stu-
dents motivated through well-prepared lessons. It is your responsibliity to com-
mand their attentior:.

Student Involvement

Because students do nol know the content as well as the instructor does,
they should seldom be Invoived in the definition of instructional objectives.
Asking students lo tell you want they wanl to leam Is an invitation lo disaster
and is bound lo backfire during the course. The delineation of objectives
comes under the aegis of course preparation, a responsibility assigned to pro-
fessors. The students look forward to receiving a course outiine or syllabus at
the beginning of the term; one of the key components of that course outline is
a list of instructional objectives. The latter commh the teacher to certain obl-
gations and vice versa. More important, the objectives—if an integrat part of
teaching—will provide students with the best possible incenlive to achieve.

Recapitulation

Cleartly delineated instrurtionul objectives serve several useful purposes;
namely, .
a. defining the directions in which it Is desirable for growth to take place.
(This wilt include cognitive, affective, and psychomotor growth.)
b. providing a basis for meaningful leaming activities.
c. delineating (as exempiifiec’ by varying degrees of specificity) what the stu-
dant |g 10 study and whz! Sclivities . /e is o perform.
Y __romoting seti-confidence in students through improved communications
I-vis content and examinations.
RS roviding & framework for devising m of evaluating siudent /earning.




Appendix A

Alfective Domain

Taxonomy Classification

KEY WORDS

E..amples of Direct

Examples of Infinilives Objects

10
1.1

1.2

13

20
21

23

30
KA

Receiving
Awareness

Willingness to

Controlied or
Selected Attention

Responding
Acquiescene In
Responding

Willingness to
Respond

Salisfaction in
Response

Valuing
Acceplance of a
Value

Preference for a
Vaiue

Commitment

Organization

Conceptualization of
a Value

Organizalion of a
value System

to dilferentiate, to
separate, to set
apari, to share

to accumulate, to
select, to combine, o
accept

to select, to posturaly
respond to, to listen
(for), to control

to comply {with), to
foliow, to commend,
lo approve

to volunteer, to
discuss, lo practice,
to play

to applaud, to
acclaim, to spend
leisure time, o
augment

to increase measured
proficiency in, to
increase numbers of,
to relinquish, to
specity

to assist, to
subsidize, to help, to
support

to deny, to protest, to
debate, to argue

to discuss, lo theorize
(on), to abstract, to
compare

to balance, to
organize, to define, to
formulate
[ 4
15

models, examples,
shapes, sizes,
melers, cadences

elternalivas, answers,
ryhth.ns, nuances

directions,
instructions, laws,
policies,
demonstrations

instruments, games,
dramatic works,
charades, burlesques

speeches, plays,
presentations,
writings

group membership(s),
artistic production(s),
musical productions,
personal friendships

artists, projects,
viewpoints,
arguments

deceptions,
irrelevancies,
abdications,
irrationalities

paramelers, codes,
slandards, goa's

syslems approaches,
criteria, limits



5.0

52

Characterization by
Value of Value
Complex

5.1 Generalized Sot

Characierization

lo revise, lo change,
to complete, lo
require

1o be rated high by
peers in, to be rates
high by superiors in,
1o be rated high by
subordinates in and

lo avold, lo manage,

to resolve, to resist

plans, behavior,
methods, effort(s)

humanitarianism,
ethics, integrity,
malurity

exiravagance(s},
excesses, conflicts,
exorbitancy/
exorbitancies

O

ERIC
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m Newlon S Metlessel, Wiliam B., Michael, & Donald A Kirsner, “instrumentation of Bioom's
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Appendix B

Psychomotor Domain

Taxonomy Classification

10
20

30

40

50

6.0

O

Reflex movements
Basic fundamental movements
2.1 Locomotor movements

2.2  Nonlocomotor movements

23  Manipulative movements
Perceplual abliities

3.1 Kinesthetic discrimination
3.2  Visual discrimination

33  Auditory discrimination
3.4  Tactile discrimination

35 Coordineted perceptual abilities

Physical atilities
4.1 Endurance
42  Strength
43  Flexibility
44  Agility

Skilied movements

5.1 Simple adaptive skill

52 Compound acdaptive skill
5.3 Complax arplive skill
Nondiscursive communication
61 Expressive movement
6.2 interpretive movement

17

E MC ‘rom Anita Harrow, A Taxonomy of the Psychomolor Domain (New York David McKay. 1972)
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