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is seven pieces of eight and cantered out to

i Horse gathered up h
O e etore he had far he met an Eel who said, “Psst, Hey bud.

find his fortune. Before he had traveled very
Where ya goin'?” . .
“I’nf going out to find my fortune;” replied the Sea Horse proudly. . ;
“you're in luck,” said the Eel. “For four pieces of eight you can have this speedy
i ’ e a lot faster”
flipper, and then you'll be able to get there a : .
pgGee that’s sv»)r,ell,” said the Sea Horse, and paid the money and put on the flipper and
slithered off at twice the speed. ‘ o
Soon he came upon a Sponge, who said, “Psst. Hey bud. Wheledx{a goin’?
i rtune,” repli Sea Horse proudly.
«P'm going out to find my fortune,” replied the ’ L
“Ygzlée ingluck” said the Sponge. “For a small fee I will let you have this ]et-plopelled‘
scooter so that you will be able to travel a lot faster.” So the Sea Hors_e boug};t the scooter
with his remaining money and went zooming through the sea five tlmf:‘S’i:i ast,
Soon he came upon a Shark who said, “Psst. Hey bud. Where ya goin't
“P’m going out to find my fortune,” replied the Sea Horse. o .
“You're in luck. If you take this short cut,” said the Shark, pointing to his open
th, “you’ll save yourself a lot of time.” . o ‘
ITlO‘l‘lGee ythanks " sa}ild the Sea Horse, and zoomed off into the interior of the Shark, and

was never heard from again.*
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 Praciice Point

The moral of this fable is that if you’re not sure where you're going, you may wind up
someplace else, and if you have not clarified what it will look like when you get there,
you might never know it when you do arrive!

“The Sea Horse Fable,” which first appeared in Preparing Instructional Objectivesby
Robert Mager (1997), provides whimsical support to those who value clearly written in-
structional objectives. Furthermore, it introduces you to the content of Section 1 of this
chapter: the transformation of curriculum goals into clearly stated instructional objec-
tives. Whether you plan to develop your own educational goals or use the standards and
benchmarks developed in state or national curriculum frameworks and assessment
programs, the process of transforming goals into teachable objectives will enhance your
effectiveness.

It is probably obvious that you will be most effective in helping students learn
something if you know exactly what it will look like if they have learned it. Clearly stated
learning objectives provide another bonus: they help you develop assessments that will
provide concrete evidence of what students know and can do. You can then use this in-
formation before, during, and after lessons to tailor your activities for specific student
needs. Without a clear vision of the desired learning, it will be almost impossible to de-
sign assessments to determine if that learning is present,

In Chapter 3 you learned how to select and analyze educational goals. In the first
section of Chapter 4 you will learn how to write, classify, and evaluate clearly stated ob-
jectives for your students’ learning. In Section 2 you will learn how to write clearly stated

objectives at differing cognitive levels. Then, Chapter 5 will help you learn how to assess
student learning.

SECTION 1. WRITING CLEARLY STATED OBJECTIVES

Opening Activity

It’s early October and time for family night at the Lincoln Middle School in the Landstown,
Maryland, school district. The evening begins with remarks by school officials, who request
parent participation on district committees and task forces. The principal closes the gen-
eral session by reporting on school progress and the opportunities and challenges of the
coming year. Finally, the parents disperse to follow their children’s class schedule and meet
with teachers.

As a result of their children’s enthusiasm, many of the parents come expecting to be
impressed; only a few anticipate being bored or irritated. Most parents have a “Give the
teacher credit, it’s a difficult job” attitude. A substantial number of parents seek guidance
from teachers concerning the parents’ role in reinforcing school goals and tasks.

Imagine yourself as an invisible observer, able to flit from room to room and listen to
the teachers introducing their educational plans and programs for the coming year.
Specifically, you attend the sessions in two eighth-grade classrooms where the focus of at-
tention is on a new unit titled “Zimbabwe: A World’s View from Africa.”
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S . ' of
The following partial transcript of the sessions In theselclassroomslfs in the form ©
two case studies. Read the case studies and answer the questions that follow.

Room 214: Mr. Abrams

istri 1 led by Mr. Cowan of
. ABraMs: A school district cur riculum group
M é;ndstown Middle School developed this unit last year apd we are egpected
to teach it at Lincoln Middle School. So that’s what we will be doing in
terdisciplinary studies this marking perio _
MR l\r;A::)UlliZ ?PARENYT): Mr. Abrams, what are the goals you hope to achieve as
teach the unit to our children? _ '
MR }:;RA(I:\::S' [ would have to reexamine the teacher’s guide that came with t‘hT
. unit to describe the specific goals, but in general, 1 e.xpect to teach my socia
studies students about the history and peoples of Zimbabwe. 0 e
MRS, WASHINGTON (PARENT):  That sounds OK to'me, but can you tell me 2;
.more about what my daughter will know when she.co.mpletes this unit?
MR. ABraMS: [ really am not prepated to do that at this tlme.d Relmem.tt)}elerE ;‘.ome
‘ ' ibili ing r ith the student and also wi e
f the responsibility for learning rests with € uden :
(p))arerelts I\I;Iy respon};ibility is to provide general direction for the students and
i ' i i ill learn.
ive them the materials from which they wi : .
MR %ASSIVER (paRENT): I would like to know what’s expected of my chid so}I1 .
. can encourage and help him study at home. Under your approach, though,
ill be difficult for me to do that.
MR VI‘;:;RA;IS: Possibly we should discuss that at the parent-teache':r cogference.
. Thank you all for coming tonight, and I look forward to meeting W1t1:1 you
individually on conference day in November to discuss your children’s

progress.

Room 212: Mrs. Calzone

Mgs. CaLzoNE:  One of the highlights of this year’s s?cigl studies (X)fu.rse:)f study
is the interdisciplinary unit “Zimbabwe: A World s View ﬁ'OI}l;l rlca;nined
developed last year by a school district curngulum group. I : ax;e hexa nned
the unit and am prepared to teach it alo(rilg Vflth some features I have

i ially useful for my students. .

MR. gl:}:AI;l(?;( e(;;;iic)l:a }ll\/h's. Calgone?,y what are the goals you hope to achieve as

it to our children?

MRS?’%iEZZﬁ}he;hr::’st (:1 good question. This handout includes the goals as well
as some recommended activities that you can do at home to assist your

i ieving the goals. '

MRS?%?)%%SSSQ? ?PﬁE;T)? I’r§ glad these are writtep 'clearlyf and. sgeicflfy rsl‘(udent

learning. The goal to “compare and con‘.[rast traditional life v¥)1t ife i o

modern urban Zimbabwe” is of special interest to me. I was born %n ab eXt,

and the nearest town of any size was 75 miles away. We hve: in ? su utr)eta .

to a big city, and my children have never under§tood the dlffelencisc bethiee

our lifestyle today compared to 'when I was their age. I hope you s

getting my son, Tony, to recognize the differences.
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MRs. CaLzoNE:  Thanks for the expression of support, Mrs. Rodriguez. I am
hoping that the adults and the older siblings will be involved in some of the
activities in the unit.

You might ask your son or daughter about two instructional objectives.
Students will be creating tribal masks that include representations of African
culture and history, and they will be writing original stories of life in the
capital city of King Monopatama, a powerful king who ruled Zimbabwean
Africa at the beginning of the 16th century. I hope you will all show interest
in those projects. In fact, we will begin the writing project in two weeks. May
I have your participation?

Ars PARENTS IN UNISON:  Yes. (enthusiastic applause)

MRs. CaLzoNE:  Thank you all for coming tonight, and I look forward to
meeting individually with you on conference day in November to discuss
each student’s progress.

Consider the interactions that occurred in this scenario. Which teacher do you think
was more effective in developing a positive relationship with parents? Why? Think about
the relationship between “The Sea Horse Fable” and the two case studies. This chapter will
consider what it means to “know where you are going” in planning for instruction and
how that will be reflected in your activities as a teacher.

Section 1 Objectives

After you have completed this section, you will be able to:

1. defend or reject the position that teachers who use instructional objectives are
more successful in generating student learning than those who do not;

2. explain the advantages and disadvantages of using instructional objectives and
make decisions accordingly;

3. analyze the argument for the use of understanding performances;

define the A, B, C, and D characteristics of a clearly stated objective; and

5. classify examples of educational statements as clearly stated objectives.

>

Obijectives and Understanding Performances

Few people will argue that one of the most important decisions a teacher makes involves
the intended learning of students—the outcomes or results of teaching. Although there
has long been a controversy about the value of instructional objectives, those who sup-
port them argue that if teachers expect to achieve success, they must be able to define
success and then assess students’ progress in reaching it.

Although many believe that all learning outcomes can be measured in some use-
ful way, other, more pragmatic proponents are willing to concede that some outcomes
are beyond easy measurement by the teacher. However, all advocates agree that teachers
who use clearly stated instructional objectives are likely to be more successful in enhanc-
ing the learning of their students than are teachers who do not use them. Opponents of
instructional objectives voice concern that the focus on measurable outcomes may
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cause educators to emphasize objectives that are easy to measure rather than those that
are important, leading to fragmented or shallow instruction.

The authors of this text believe that the argument for and against the use of in-
structional objectives is a false one. Consider the benefits of planning instruction that
includes both the use of higher-level cognitive objectives and the use of meaningful,
open-ended, creative activities. When teachers teach for understanding they structure
learning to engage students in “understanding performances;” authentic tasks that en-
able students to achieve powerful Jearning outcomes (Gardner, 1999).

This view of understanding performances requires that students continuously ap-
ply specific knowledge and skills within a meaningful context—an authentic task, proj-
ect, performance, or exhibit. That is, students do something that demonstrates their
understanding. It is important to clarify that an understanding performance is mean-
ingful only if it has been carefully designed to meet important higher level learning ob-
jectives, Some hands-on activities may not address central concepts and generalizations
or build important skills, Wiske (1998) makes this point clear when summarizing the
characteristics of an understanding performance. An understanding performance:

. relates directly to important learning goals;

. allows students to develop and apply understanding through practice;

. engages students’ multiple learning styles and encourages diverse forms of expression;

. promotes reflective engagement in challenging, approachable tasks; and

. requires students to perform in ways that others—peers, parents, or community
members—can view and to which they can respond.

What do these criteria look like when enacted within the classroom setting? Imag-
ine a classroom in which cooperative learning groups are engaged in understanding
performances. In one area, huddled around a computer, four students use a search en-
gine to find information ona research topic. In another area, students sit in clusters de-
signing maps, using an atlas as a reference. The teacher is meeting with another group
to assist them with the organization of their report. Out of the class in the library an-
other group has pulled some books from the shelves and sits at a table reading in pairs.

By posing questions, asking for clarification, and offering suggestions, the teacher
guides the groups from the sidelines. Charts, graphs, and reference materials signal a
room where students have opportunities to learn according to their needs and interests.
In this learning environment teachers view mistakes as opportunities for growth in un-
derstanding. The environment is analogous to a laboratory, where students explore, an-
alyze, draw conclusions, and present their ideas in creative and meaningful ways.

In the above scenario, the teacher recognizes the rich possibilities for learning inher-
ent in research activities. The main instructional objectives include teaching students to
access multiple resources; {0 efficiently and effectively gather, organize, and present in-
formation; and to analyze and evaluate a body of content in order to drawimportant con-
clusions. In this classroom the conflict over the use of instructional objectives has been
resolved, Clear instructional objectives guide the open-ended and generative activities
and lead to diverse and complex learning outcomes and understanding performances.

In unit planning teachers must consider which aspects of the unit are important
enough to merit demonstration in an understanding performance. They must decide
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which content can be taught for understanding and which can be taught in iess depth

or not taught at all. Wiggins and McTighe (1998) offer four guideli i
decisions. They believe such material sghou(ld: Jofferfour guidelinesfor malding such

© Tepresenta big idea having enduring value beyond the classroom;
. remdle at the heart of the discipline (involve “doing the subject”); ’
- require uncoverage (of abstract or often misunderstood ideas); z)t d
. offe.r potential for engaging students. (p. 23) o

Sﬁﬁ;i ES\IN the.analysis %f kiy generalizations and concepts and your understanding of
earning provide the keys for choosin ' i
T y g content to be demonstrated in under-
As di . , .
o s tcillzc;zsce}:lein‘ Chalit'el 3,an e(lilcllcatlonal goal or outcome provides general direc-
- in making crucial decisions about instruction. Al
the ) . Although both goal
zii :lzz)ecttwetst;llescnbe ]s)tudent (rather than teacher) behavior, a goal gerglerally ccgwer:
'e content than an objective and thus is phrased more br )d
standards, and instructional objecti e ol o e e
) jectives are related more closely to b
though many benchmarks are ) Tor o
too broad to be used as objecti
. bench . jectives). For example, a na-
it;o:e;i, ri[:tf, or district gloal or standard might encompass the content that WillEe taught
ster or even a long unit, whereas an instructio jecti
. , nal objective (and b
marks) might cover the content for i ; e
1 a week-long unit or for a single day’
An instructional objective i i ifi it e
jective is defined as a specific stat: f
il vinstructional obje ‘ . ement of what the student
after the unit or lesson ends. Instructi jecti
e derelaon forall : nds. Instructional objectives can
ypes of content (affective, psychomotor, or itive), i
: ‘ , tive), in all sub-
ject areas, and across all grade levels. The ved and written v
; . They can be conceived and writt I
of subject matter, from facts t i W lovcls ol
. \ o concepts to generalizations, and at all lev
. . , els of learn-
ing process, from knowledge to evaluation. When prepared properly, instructional

objectives can be used to plan learni iviti
T p ning activities and develop assessments of student

Recognizing Clearly Stated Instructional Objectives

To help you assess what you know already about clearly stated instructional objectives

g
lead t]le 1()”()"01” eXa]“[)]es ar ld be ]eady tO eXplaln Wth]l ones are COIIlplete IIlStI uc

Students will be able to:

. lf Sab u th p 1 t ly envii ]l]“e“t ove € l €S0 (o
lecal act O t (o e()P € |llS 0 O 3
> Y 3y g rnment, resourc S, and

. P T
2 compare a]ld C()“[ aSl dl“ele“( Views Of t}le Elll()peall C()l()lllZElthIl Of SOUtheln

Z . gsten to the mu.sic_al and literary traditions of southern Africa;
. develop a description of life in Great Zimbabwe in the 14th century by writing an

original short story that accurately refl i
y reflects the hist
people who lived there at the time; story and culture of the Shons

5. read some English literature from the 1850-1900 colonial tradition;
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6. create an animal figure from soap that is similar in style to the soapstone figures
so prominent in Zimbabwean culture; '

7 par%icipate in the singing of a European hymn of the colonial age and an
African hymn; . _ o ;

8, examine t}llle role of the Christian missionary in the colonization of Africa by the
Furopeans; ‘ . . '

9. describe the meaning expressed in the design .of the flag of Zlmbé).we»z i habwe

10' calculate, in a homework assignment, the perimeter enclosed by Grea
and modern-day Harare to the nearest foot.

Ttems 4, 6, and 10 are the most complete instructional objectives. Th}ely a(l‘r; ﬁassllﬁetd atsz)s;lhci
. qsi i tional designers, they pass the “behavior tes
because, using the language of instruc . ey p behaviot tes fent

istingui ' g instructional objective. That is, bo
distinguishes an educational goal from an ins - . tent
tobe lgearned and the expected learning process and level are §pec1ﬁca¥ly Qescrlbed. Let'sex
amine item 4 and determine why it is an acceptable instructional objective:

Students will be able to develop a description of life in Great Zimbabwe hin };he
14th century by writing an original short story that accuratel}l reflects the his-
tory and culture of the Shona people who lived there at the time.

Element 1. What is to be learned? The information to be 1earn§d is the h'%sto;ly and
culture of the Shona people who lived in proximity to Great Zimbabwe in the

14th century (clear content description). . _ .
Element 2. )\I/Vhat is the learning process? The learning process is to write a short

story (clearly described process using the “by clause”).

An instructional objective also must describe sp.ec.iﬁcally h(')w the st'u<_ien1t Sl}iotrcz
demonstrate achievement of the objective. In item 4itis b}; w_rmng1 gnt (i)srgg;rzlculat
i it eati imal figure from soap. In item 101 -
story. In item 6 1t 1s by creating an anima ) . _ e,
i '] g illustrate the “by clause” of an instruc j
ne the perimeter. These examples illus ‘ | .
1i\§e Smfletimes the by clause adds clarity to the verb that 1dent1ﬁf:s:£1e 1ea'rr.11ng proc?sis.
it ni g is to “develop,” and the by clause is “by writing an OTgi-
In item 4, the learning process is to “develop,” and tl ; . rigi-
nal short,story.” Another approach is illustrated in item 6, in which the by clause “cre
ate an animal figure from soap” contains the action verb create.

CHECK YOUR UNDERSTANDING

Why are items 1 and 3 nof complete instructional objectives?

Item 1. Students will be able to recall facts about the p'eople, history,
environment, government, resources, and cultur§ of Zlml?abwe. g )
Ttem 3. Students will be able to listen to the musical and literary traditions o
southern Africa.
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First, consider item 1:

Element 1. What is to be learned? What is to be learned are unidentified facts
about the people, history, environment, government, resources, and culture of
Zimbabwe (unclear content description, too broad a set of facts to learn).
Element 2. What is the learning process? The learning process is to recall. Students

could demonstrate that recall through a written exam, in a paper, or in an oral
exam (unclear process).

An example of a rewritten item 1 that conforms to the behavior requirement of an in-
structional objective follows:

When given a list of facts about the people, history, environment, government,
resources, and culture of Zimbabwe, students will be able to identify them on
an exam, by matching each fact with an identifying statement.

In what other items is the behavior vague and in need of a by clause to clarify exactly how
the student will demonstrate proficiency? (They are items 2, 8, and 9. Do you agree?)
The second unacceptable example of an instructional objective is item 3. This item

is actually a classroom activity, not an instructional objective (the expected outcome
from an activity).

Element 1. What is to be learned? The topic (the musical and literary
traditions of southern Africa) is somewhat broad. Can these traditions be
identified?

Element 2, What is the learning process? The learning process is to listen, which is
a learning activity, not the result or outcome of the activity. Also, it is

unclear whether the process is affective, cognitive, or psychomotor. Thus, an
appropriate by clause is needed to accompany the verb (unclear learning process).

An example of a rewritten item 3 that conforms to the behavior requirement of an in-
structional objective follows:

After listening to examples of Ndebele and Shona musical melodies, both from

contemporary sources and from the distant past, students will be able to ex-
press an emotional reaction to them.

Look at the list and find the other items that list an activity and not an outcome (items
5 and 7). Be careful of this trap when writing objectives. Many teachers are more com-
fortable writing the activity the student will engage in rather than the learning that will
result from the activity and how it will be demonstrated in an assessment.

Writing Clearly Stated Obijectives

A clearly stated instructional objective must contain a behavior statement as well as
three other characteristics. A helpful way to remember the four characteristics is to use
the A, B, C, and D mnemonic aid, or memory device (See Table 4.1).
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A degree (D, statement describes the criteria (or standards) that will be used by the
TABLE 4.1 TheA, B, C, and D of Clearly Stated Objectives. instructor to determine whether the student has achieved the instructional objective
‘ Tho student will. . ~ being tested. Th.e c'legree statement explains how the studenj[ product (i.e., written
A = Audience Who? € X ; ‘ ) exam, model, pe.untlng, essay, lresearch paper) or performance (i.e., speech, demo.nstra—
. od ot the end Will do what? Be able to [do x). . - tion, poster, sprint, debate) will be graded. A degree statement can be expressed in two
B= BehovuoLexperle } . difions] or ways. Quantitative degree statements are typically associated with lessons in which the
c -(gi%iﬁo;?vo © Under what conditions@ \é\/henn?(l)\?en (conditions subject matter yields “right” answers rather than “best” answers. Quantitative degree
- 12 lat the ond of he A‘( ;ﬂe Y % performance statements usually are associated with the lower-level learning processes of knowledge
D = Degree t‘e':sv;n\’(‘;‘)’/] ¢ [a level [or specify criteria for and application rather than the higher-level processes of synthesis and evaluation. The

“oroficient” in a rubric) following five examples are quantitative degree statements:

Achieving 7 out of 10 correct

With 75% accuracy
Clearly stated instructional objectives contain an audience (A) statement that spec- Listing at least 3 rexsons
car

| & | lesare Using 10 of the unit’s vocabulary words
i -t : ts who will be learning. The following examp sing ,
ifies the paltlcu.lau student or stt‘lden SW Using 107 e s v
acceptable audience statements:

Eighth-grade students will demonstrate the ability to:

Art students will be able to: ‘ _ .
Stludents who complete their other assignments will show they can:

Students in Algebra I will:

Qualitative degree statements refer to the teacher’s assessment of a complex student
behavior. Qualitative degree statements can be difficult to construct. They require
teachers to determine the form and substance of the minimally acceptable student
product or performance. These criteria, when used to assess a complex task, are often
) , — . referred to as rubrics. Four examples of qualitative degree statements follow:

Often the audience statement becomes the stem for a set of instructional objectives, as . P q &
en the au

v Essays will be judged on the accuracy of factual statements, relevance to the
in the following example for a unit: ; (adg :

d dents will be able to: . topic, logic of the argument, and mechanics (sentence structure, spelling, word
i is unit, ei -gr tudents w1 ; V
After completing this unit, eighth-grade s |

’]‘h b l " B M t b - t H ] h U.Sage, (0] ga“ization and h )
e benavio ]e(]u]le]lle]ll llluSl ca C()IlClete (o] ervabie aC[l()]l that 1]. llSU ates t € bl coherence
S
vior ( ) > .

) Radio commercials will be judged on the use of persuasive techniques studied

-qine. Therefore, statements such as “Students will learn to count in \ in class, on clarity, and on EJ) ‘o ger use of languagz . 9
nature of the learning. ; ) o an experiment” re not observable spe- : .
Spanish” and “Students will know how to desig il look Like if the students have Art projects will be graded on whether they show three or more colors and use
cific behaviors. The objectives need to specify what 1;“? d 00 i(btl’: activities designed to perspective to present a street scene as described in the assignment.

. « » Qi ents that descr . . . o

“learned,” or if they "know. Slmllar.‘ly, s ie”) are not clearly stated instruc- Travel brochures will be graded according to the following criteria: (1) accu-
produce learning (e.g., “Students will watch a movie ) are no Y

tional objectives.

)( ) lura InIor-

mation studied in class, (3) interest and appeal for the potential customer, (4)

iti i : i db correct use of Spanish.
erformance during assessment. Conditions may l?e e.qulpm_en.t or rgater;lal ts lzlee E:?S ex}_f P
p ime requirement; or some other iy atiors within which the st ‘ For additional examples of clearly stated objectives, look in Appendix A at the ob-
the stlclldent, aftlme I&%here are n)o special circumstances, the conditions statement may be e il examples ofclerly tated objectves ook n Appendix A at
D d foom the i : les of conditions statements:
i g jecti llowing are four examples 0
omitted from the objective. The fo

Using the outline map provided

Given a set of data never seen before and class notes Practice Activi ty A
Given a protractor and calculator : . _ ) .
As a volunteer o Identifying Audience, Behavior, Conditions, and Degree Elements
Conditions often describe the materials that may be used by the student when produc-

3> bl ]eC (4

The fourth example is used with an affective objec- Write A fOl: audience, B for behavic?r, C for copditions, and D for .deg.ree above the
i data, notes, protractor andt Cglc‘{clat;iicip(;ti?)i in voluntary social improvement projects. words that illustrate those elements in the following clearly stated objectives.
| tive that aims to increase student p
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After completing this unit, eighth-grade students will be able to:

g e . ¢
1. given the facts about Zimbabwe described in ob)e}cltn.fzz1 1, create a tr:l);lbr;lilﬁlé foalits
. i i t least five of the ideas represen .
of materials provided that reflects a _ . cnted by £
ipti ife in Gr babwe in the 14th century or1
te a description of life in Great Zim the
- ifieaitjd of Kingp Monomatapa’s empire at the beginning of the 16t}i]centur}; :t}él
wrpiting an original short story (between 1,000 and 2,000 Yvords})lt attatc;:timey
reflects the history and culture of the Shona people w1110 hcxl/ebd tGizztaZimbabWé
i i imeter enclosed by
h the population density, area, and perime
> gfl?g)modefn—pday Harare in a homework assignment. Label all work and make
your answers accurate to the nearest whole number.

Practice Activity A: Answer Key - |
After completing this unit, eighth-grade students will be able to:

Conditions T
1. given the facts about 7imbabwe described in objective 1,

Behavior
create a tribal mask

Conditions

out of materials provided

Degree -
that reflects at least five of the ideas represented by the facts.

Behavior . .
2. create a description of life in Great Zimbabwe in the‘: 14th centur);l or Hi tile X
. capital of King Monomatapa’s empire at the beginning of the 16th century by
writing an original short story

Conditions

(between 1,000 and 2,000 words)

Degree .

thei accurately reflects the history and culture of the Shona people who lived there at
the time.

Behavior ,

3. graph the population density, area, and perimeter enclosed by Great Zimbabwe
and modern-day Harare

Conditions
in a homework assignment.

Behavior
Label all work
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Degree

and make your answers accurate to the nearest whole number.

Practice Activity B
Writing Clearly Stated Instructional Objectives

Write three clearly stated instructional objectives for a lesson or unit of your choice: one
psychomotor, one cognitive, and one affective, Each objective should include the be-
havior requirement and the conditions or degree requirements. Label the behavior,
conditions, and degree elements of the objectives.

REFLECTING ON THE IDEAS

Objectives can give important focus to your teaching, but there may be times when

the wisest course is fo alter your planned objective or abandon it entirely. When
might this occurg

SECTION 2. WRITING AND CLASSIFYING
COGNITIVE OBJECTIVES

Section 2 Objectives

After completing this section, you will be able to demonstrate the ability to:

identify the six levels of Bloom’s taxonomy;

correctly label an unfamiliar objective using the taxonomy;

use the taxonomy to put objectives into a logical teaching order; and
create clearly stated objectives for lessons and units at the knowledge,

comprehension, application, analysis, synthesis, and evaluation levels of the
cognitive domain.

.

Teaching for Understanding

As you consider ways to help students understand key content, one of your most im-
portant decisions is what students will do with the content to demonstrate their under-
standing. What type of understanding performance will you require? You know that
demonstrating understanding requires that students do more than just recall informa-
tion. Wiggins and McTighe (1998) list six facets of mature understanding. Consider
what these facets might look like when demonstrated by young people.

When we truly understand, we:

- can explain: provide thorough, supported, and justifiable accounts of phenomena,
facts, and data.
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CHAPTER 4

o

How Will You Ask Students to Demonstrate Understanding?

offer personal dimension to ideas and

interpr ingful stories; :
. can interpret: tell meaningf ; o ogies and

events; make it personal or accessible through images, anec
models.

. can apply: effectively use and adapt what we know in diverse contexts.

. have perspective: see and hear points of view through critical eyes and ears; see the

big picture. ' . . L
. czliiimpathize: find value in what others might find odd, alien, or implausible;

i nsitively on the basis of prior direct experience. o .
. Eifcee;z;f_slfnowled;z: perceive the personal style, pre)udlcest prf)Ject10ns, a;cel g?lxsat
of mind that both shape and impede our own gnderstandmg, we are aw
we do not understand and why understanding is so hard. (p. 44)
nderstanding performances, you will want to des’ign actiV}tle's and_as—
explain, interpret, and apply information; to view
d to consider their own thought processes.

As you plan for u
sessments that require students to
ideas from differing perspectives; an

Bloom’s Taxonomy of Educational Obijectives |

to break down a complex intellectual task (e.g., des1gn
hod) into a list of objectives an'd place them in
d process to order cognitive learning tasks is tlhe taxonomy
first conceived by educational psychologist Benjamin

In this section, you will learn
an experiment using the scientific met
order. The most widely use
of educational objectives,
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Bloom and his colleagues in the 1950s. Separate taxonomies occur for each of the
three domains of learning objectives: one for cognitive tasks, a second for affective
tasks, and a third for psychomotor tasks. This section concentrates on the cognitive
domain, first presented in Taxonomy of Educational Objectives: Handbook I. Cognitive
Domain (1956).

The cognitive domain taxonomy includes six categories of intellectual objectives:
knowledge, comprehension, application, analysis, synthesis, and evaluation. These cat-
egories are also considered to be hierarchical. The levels range from the lowest cogni-
tive learning tasks (knowledge) to the most complex tasks (evaluation). It is assumed
that higher level tasks subsume tasks at a lower level. Thus, an application-level task ob-
ligates students to demonstrate knowledge, and an evaluation-level task requires stu-
dents to perform successfully at the levels below it.

The taxonomy can assist teachers as they create instructional goals and objectives,
plan instructional tasks and activities, and design assessment procedures. Over the
years, thousands of teachers have derived benefit by using Bloom’s taxonomy. For ex-
ample, as teachers define tasks for each of the six levels, they develop lessons that pro-
vide variety and more complex thought for students. Furthermore, the higher level
tasks (synthesis and evaluation) can be found only within complex activities with gen-
erous amounts of student participation. As teachers attempt to include these tasks, they
implement activities that otherwise might be overlooked.

As useful as the taxonomy is, two caveats must be issued. First, the boundaries be-
tween some category levels are not sharply defined (e.g., between application and analy-
sis). Second, many complex tasks include a bundle of behaviors, Thus it may be difficult
to classify the task into only one of the six levels. Reasonable people can argue over the
decision to classify an objective into a particular level. Although these arguments may
be interesting, the precise placement of an objective into a particular level is usually not
of fundamental importance.

It is fundamental, however, that the instructional tasks planned, implemented, and
assessed by the teacher include the higher levels of the taxonomy. Students will then
have the opportunity to manipulate information (apply, analyze, synthesize, and eval-
uate), rather than simply repeat it back to the teacher. When students do something new
and meaningful with information, learning is more likely to be enhanced. Each level of
the taxonomy is described in the paragraphs that follow.

Knowledge (Memory)

The first level of the taxonomy is knowledge. Tasks at the knowledge level oblige the stu-
dent to recall, recognize, or reproduce what has been previously learned. Usually, the
teacher prompts the recall in the same or similar manner as it was originally learned. An-
swers are predictable and tend to be either right or wrong. For example, a teacher writes
Shonaand Ndebele, the two largest ethnic groups in Zimbabwe, on the chalkboard and then
the next day asks the class to recall them from memory and to write them on a sheet of pa-
per. If the teacher had asked for an oral recitation of the names, the task would remain at
the knowledge level. Regardless of the nature of the content that must be recalled—




