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Note to Student: Some o6 the modutes in this 6eties ut.tize 

three. type styles. 

1f you have not previous6ey encountered the expeanat.on 

6or%the three s6ty.es, ptease go on to the next page dok 

an explanation. 

16 you have encountered the three 6tyes before, 

skip the next two pages, and begin the moduee.
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Note to Student:
 

Explanation of Types Styles
 

In this modulo, three type styles are used to help you be
 

aware of the different functions of each part of the module.
 

These functions are next summarized, in the type style
 

used for each in the module.
 

1. Thiz type styZe i4 used to give directions6 to you, 

and to explain the purposes o6 the module -- in shor-t to 

make ctear what you need to do. So thi6 type 6tyZe helps 

you aI1sweL the que6tion.: "(Where am I going in thi6 

inoduOe? Qhat am I to lealtn? What am I to do?". 

2. This type style is used for the instructional
 

materials which are designed to show you how to get to
 

where you are going in the module, e.g. to enable you to get
 

to where you are going. This tells you "How will I get
 

there?".
 

3. This type style is used for self-tests or practice
 

exercises. While these self-tests are to help you
 

decide whether you think you have mastered the objective
 

of the module, other tests will enable the instructor to
 

verify that you have indeed arrived. Both kinds of tests 

help you answer the question: "low will I lnow 'I,L,, 1''.. 



arrived?" (Mastered the objective.)
 

To Summarize: 

TT, type style is used for -- answering this question: 

1.7ThIs type 6tyle -- "Whe._e am go-lng?" 

2. This type style -- "How will I get there?" 

3. This type style "How will I know I've arrived?" 

Generalizing suggestion: 
In planning your own teaching,
 

you might find the above three questions useful to keep
 

in mind. Any lesson, like any module, should involve all
 

three.
 



Introduction
 

Module 5.3: Taxonomy: Instructional-Gagne/Briggs
 

Differences Among Taxonomies
 

The introductory module for this cluster (Module 5.1)
 

listed the various purposes and uses of taxonomies. Some
 

of the purposes for taxonomies discussed there, were:
 

1. To sort objectives into clusters, under domains
 

or types of learning in taxonomies, in order to group
 

together those objectives that are similar in nature
 

(type of learning), although varying in specific content 

and pupil actions. 

2. To check the planned objectives for desired 

distribution across a range of domains of learning.
 

3. To aid in the approach to teaching.
 

4. To aid in the approach to evaluation.
 

S. To consider the sequencing of instruction.
 

Different taxonomies now in use vary among themselves
 

in several ways. Notable among such variations are the
 

following:
 

1. Some taxonomies appear useful for classifying
 

objectives and evaluating outcomes of instruction (Bloom;
 

Krathwohl). 

2. Most taxonomies pertain to pupil learning and
 

performance, but one pertains to performance of the teacher
 

(Dodl et al). 



3. Some taxonomies represent only one 
"domain"
 

of learning and performance:
 

a. Cognitive domain 
- Bloom
 

b. Affective domain 
- Krathwohl 

4. One taxonomy:
 

a. Cuts across several domains, and
 

b. Focuses particularly upon the design of instruction
 

(Gagne/Briggs).
 

The present module deals with the last named taxonomy.
 
This taxonomy is treated in the greatest detail in a book
 
by Gagne and Briggs (1974). This module is to 
some degree
 

a highiy condensed account 
 of this particular taxonomy. 
Both documents deal with several rather distinct, but
 

closely correlated, aspects of that taxonomy:
 

a. Identification of various domains and types of learning.
 

b. Describing the performances that would typify
 
the objectives and the outcomes of each category of learning.
 

c. Describing the conditions of learning that can 
be utilized in the "instructional events" (teaching steps)
 
which would facilitate each type of learning.
 

Of distinctive importance is the consideration that 
the taxonomy by Gagne and Briggs 
is designed especially
 
to provide guidelincs for the de.ir of instructio,. Thc ;c 



authors attempt to show how to 
toach each domain and
 

sub-domain of learning they identify. 
They do this
 

by two main classes of information. They provide:
 

1. A list of instructional events that are common
 

to all domains, and thus should be considered in the
 

planning of all instruction, regardless of domains.
 

2. A list of the conditions of learning that are
 

different from one domain to another. 
 These distinctive
 

conditions of learning are 
 woven into the way the
 

generally useful instructional events 
are planned.
 

While the above comments clearly justify the class­

ification of the Gagne/Briggs taxonomy as an instructional
 

taxonomy, this does not restrict its use 
for all the
 

other purposes served by taxonomies, as summarized above,
 

and in Nodule 5.1. So a teacher might want to use this
 

taxono:.ny 
for all the purposes served by taxonomies, or
 

he may find occasion to 
use different taxonomies for
 

different purposes, although this would involve trying
 

to translate one 
taxonomy in terms of another. This
 

is not easy to do, even for taxonomies covering or including
 

a single domain (e.g., both 
 Bloom and Gagne/Biriggs cover 

the "cognitive domain.") It would be even more difficult 

if not entirely wrong, to try to translate Bloom's 

taxonomy into Krathwohl's, because they address; themselve:; to 
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different domains.
 

If one wishes to select a taxonomy for a single
 

purpose, such as checking to see if a variety of types
 

of learning are reflected in the objectives to be taught,
 

one might choose either Bloom or Gagne/Briggs if all
 

the objectives are in the cognitive domain. If the
 

objectives cut across the cognitive and affective domains,
 

one might choose Bloom plus Krathwohl, or Gagnc/Briggs.
 

Where more than one taxonomy could serve the same
 

purpose, one could choose whichever he finds most convenient
 

to use. Systematic studies are lacking as to whether
 

Bloom or Gagne/Briggs would be most difficult to learn
 

how to use, for examnple, for the cognitivc domain. No
 

doubt prior exposure to either would incline the person
 

to use the one already familiar to him. But for the
 

purpose of instructional design, it bears repeating, the
 

Gagne/Briggs taxonomy has no actual parallel.
 

Overview of the Gagne/Briggs Taxonomy
 

Actually, four basic sources external to this module 

would need to b~e consulted if one wishes to both understand 

the scope of types of learninL covered by this taxonomy, :nd 

to uti..ize it systematically for the detailed design of 

instruction. To understand why this is so, we present, 

in historical sequence, an overview of the content of the 

four basic documents. 



1. The Conditions of Learning, by Gagne (1965, first 

edition; 1970, second edition), outlined the domain of 

intellectual skills, listing eight types of learning 

which comprize this domain, as Gagne defined it. This 

book also presented the list of instructional events common 

to the different types of learning, and the conditions
 

of learning which are different among the types of learning.
 

The eight types of learning Gagne identified as
 

the intellectual skills domain were:
 

1. Signal learning
 

2. Stimulus-Response learning
 

3. Chaining
 

4. Verbal Association
 

5. Discrimination learning
 

6. Concept learning
 

7. Rule learning
 

8. Problem solving
 

2. Handbook of Procedures for the Design of Instruction,
 

by Briggs (1970), represents a more prescriptive or
 

F::aceduralized account of instructional design, relating
 

closely to the same intellectual skill domain treated by
 

Gatgne. This iHandbook contains not only step-by-step 

in.struction)s for appl ication purposes, but also samples of 

how this is done, and exercises and self-tests for the 



specialized designer.
 

3. A Student's Guide to Handbook of Procedures for
 

the Design of Instruction (1972) gives added directions
 

for an individualized study approach to mastery of design
 
skills in the 
same domain as discussed in the earlier
 

two works. In addition, complete examples of how such
 

designs can be worked out are 
reproduced from the work
 

of three former students who had taken Briggs's course, which
 

employed the above two volumes 
as course materials.
 

4. Principles of Instructional Dcsign, by Gagne
 

and Briggs (1974), 
 extends the coverage of instructional
 

design to the following domains and sub-domains of
 

learning and performance:
 

1. Intellectual Skills (including the eight types
 

identified above.)
 

2. Information learning
 

a. Facts
 

b. Verbal sequences
 

c. Learning the "substance" of printed passages
 

3. Motor Skills (Subsuming motor chains)
 

4. Cognitive Strategies
 

5. Attitudes
 



Thus the current taxonomy, as described by Gagne
 

and Briggs, covers five domains, and twelve sub-domains,
 

or types of learning.
 

In the 1974 volume Gagne and Briggs also attempt to
 

extend the coverage to include identification of the
 

Conditions of learning for all domains and sub-domains;
 

these conditions are to be employed in the detailed
 

management of the events of instruction, applicable to
 

all domains.
 

Cross-Indexing with Other Taxonomies
 

Broadly speaking, the domains of intellectual skills 

and cognitive strategies, taken together, appear to be 

broader in scope than is Bloom's cognitive domain. Within 

the total scope, many near-equivalencies with Bloom may 

be discerned. 

The information learning domain as treated by Gagne 

and Briggs, overlaps in some degree with work of Ausubel 

in what he calls "reception" learning. 

The attitude domain, as treated by Gagne and Briggs, 

will brirdly plea se anybody. It does not rel)resent wh it 

Kratliwohli covers as the affectivc domain, nor docs it 

deal with emotions or ,personal value formation. Rather 

it defines attitude operationally as internal pre-dispositions
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which make themselves apparent in the way'people choose
 

to behave. So choice behavior and how it is developed
 

is a near equivalent of attitude, as defined in the 1974
 

book.
 



You have now had an extremety condens6ed overview 

od the Gagne/Brigg taxonomy. A4 you have seen, you 

wouCd have to kead att 6our book6 mentioned above to 

have the entire .toty o6 this taxonomy in aCf o6 it6 

details. It take.s mote time to tearn to use this6 

taxonomy because it is intended to 6erve ate the pturpose6 

od a taxonomy dizcussed in module 5. 1 and at the begiiiiiiJig 

o6 thi module. 

06 the 6eveiLaf purposes6 o6 a taxonomy, the us!e o6 

the Gagne/B4iqg taxonomy dok the purposc o6 the design 

06 ilnstruction i6 what makes it 6o complex to tearLni to 

understa~id and put to u6e. In a 6ense, usinig the Gagne/ 

Briggs (G/B) taxonomy do,% it duZ tange of purposes, 

woutd encompatz the fotowing aspects, 6ay, o6 ptanning 

a year o6 instruction. 

1. State the entitre tiange od goatls 6o& the yeaq. 

2. Bqeak the goats down into major unit objective, 

each, pethaps6,coverting 4 to 8 week-6 o in.tAuction. 

3. Break each unit objective downi to its specific 

objectives. 

4. Anatize each objective inito its 6ubordinate competencie6 

(enabliing objective6). 

5. Ctassify each enabling objective a,6 to its type 

OIL domain od learning, accorudizig to the GIB taxonomy. 

6. Li-6t the *inttict.onae evcjil to be (Lscd to teach 



each enabling objective, pZanning to 6upplement 

them or implement them in the way 6peciieid in 

the appropriate set o6 conditions o6 lear'Ling for 

the type o6 learning epre6ented by the enabling 

objective.
 

7. PZan and conduct the instuction to utilize the 

ins6tiuctionaZ event6 (I.E.) and the conditions o6 

leatnting (C.L.) 6pecified in the pZan. 

8. Do a formative evaluation o each objective or 

unit o6 instruction. 

9. Review the entire goals and objectives 6o4 the
 

year 6or%desired 6ptead over the 6eveLaZ domains 

and oub-domain.6 (types) o6 learning. 

10. Revise the year's instruction, and conduct it 

again. 

11. Conduct a Zu"mmative evaluation to -see i6 the 

de6ign objective ha6 been met, and to summarize 

any observed but upeanned outcome6 o in6tlruction. 

Rather than going into detaie now on how to do 

each o the above tep6 in uze o6 t/ GIB taxonomy fo/i the 

de6ign and evaluation o6 insttuction, we wilU by-pa.ss 

the "how to do it", for now, in favolt o6 giving you one 

examp-le o6 planning ins6truction 6or a iiigta fe ssvii . 

Then we witl come back to an act unt o6 how one goc, 

http:by-pa.ss
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aboUt the uze of the GIB taxonomy. 

An Example of the use of the G/B
 

Taxonomy for Designing a Single Lesson
 

The example of lesson design given here is a greatly
 

condensed version of a plan by Carol Robb, which is pre­

sented in full detail elsewhere (Briggs, 1972, pages 140-177).
 

This lesson is a part of a high school course
 

called ""Introduction to Jornalicm", which is a prerequisite
 

for students who wish to work on the school newspaper.
 

A required entering competency is the ability to type accurately
 

but speed is not essential.
 

The course objective is as follows: "The student
 

will be able to gather news, write it in an acceptable
 

form, and edit the copy for publication. lHe will employ
 

standard practices in newspaper layout and placement of
 

stories according to their 'newsworthiness'. lie will be
 

able to differentiate between news and feature stories.
 

Ile %-.-ill be able to write headlines; to avoid libel; and
 

to formulate a philosphic position of a newspaper in 

our society. lie can identify the duties of each position 

in a standard newspaper organization." 

As might be expected from the above, an early unit
 

of instruction deals with the following objectiv,e.s: "The 

student will be able to view an event, decide whether it 
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is newisworthy, record the pertinent facts, write an
 

acceptable 
 news story based on the 'who, what, when, where, 

why?' criteria, and edit his copy and type it 
for setting
 

into type." Components of this unit arc expressed in
 

performance terms as specific objectives, including:
 

1. Observing and taking notes 
on an actual event or
 

a simulated event 
(motion picture or videotape)
 

2. Deciding neivsworthiness, and if such criteria
 

arc met, recording necessary facts and checking their
 

accuracy
 

3. Using the notes to write a news story
 

4. Editing in a form to be 
sent in for type setting.
 

For the specific objective no. 3,abovc, a Icarning
 

hierarchy was constructed (See Gagne, 1970; Gagne and Briggs,
 

174), which contained, among others, the following
 

enabling objectives. (Subordinate competencies; lessons):
 

a. Given notes 
on a newsworthy event, demonstrates
 

the writing of a good lead.
 

b. Given notes and a lead, deinonstrates the organization
 

of the story in "pyramid" form.
 

c. Given (a) and (b), generates the story, using 

standards of brevity and reader intcrest. 

It is evident that learning to w'ritc a p.ood lead 

(competency a, above) miglht be approached by first 

lea rning to identify a "lead", when one i:s secn, anl ti 



13
 

distinguish if from the remainder of the story. So the
 

designer planned an introductory lesson for this purpose:
 

"given a news story, the student identifies the 'lead'
 

by underlining." In other words, this particular lesson
 

was designed for the learning of the defined concept 

"lead". (After this lesson, rules would be learned 

to enable the student to write a lead.) Keeping in
 

mind the events of instruction, and the conditions of 

learning appropriate to such a lesson objective (Gagno 

and Briggs, 1970), the following events of the lesson 

were arranged:
 

(1) State the objective (1) The teacher explains that 
of the lesson the class will learn what a 

"lead" is. The ultimate goal 
is to write leads; but for now 
the students need only to re­
cognize loads. 

(2) Inform the learner (2) The teacher projects a slide 
of the objective by pro- containing a short news story. 
viding a model of per- The sentences which are under­
foirmance lined constitute the lead. Students 

arc told that at the end of the 
-lesson they will be asked to under­
line the lead in other news stories. 

(3) Learning guidance (3) The teacher asks the cliss to 
try to explain why t0he under­
lined part ('I tHc s] ile is tLhc 
"load". They speculite on ilat 
lead micans in this conl ext; some 
attempt to dofine 'lead". 

(4) Learning guidance: (4) The teacher now defines the 
l)rovidii)g a verbal def- lead I:, tile first J)yart of a
 
i Iilt loil. I LWS>'1- I di'-', i'Y1 aIt Skele.ton
 



olitl.inc of (he entire story 
in --Jfewest poss-ile words. 

(5) Learning guidance: pro- (5) The teaclier next projectsriding a variety of examples, 	 several other slides and hand!; 
out some oine-page lews storics. 

(6) Present the stimulus, and (6) The teacher asks the students
elicit performance, to identify leads to "prac icc' 

stories. 'l1L student, Ic'!-ponid
by pointijig on the :;crceei or 
by underliniiii, on V.iyer. 

(7) Provide feedback. 	 (7) The teacher provikes 
confirixatiou and corrective 
feedback as needed. 

(8) Assess attainment of 
 (8) A group of three short news
objective 
 stories is gi.ven. Students
 

underline the lead as a per­
forniance test over the lesson. 

Discussion of the Example
 

It is clear that this sample lesson could have been 

planned somewhat differently, without departing from its 

objective. Some teachers might spend much time on step 

3, expecting that the students 	will "discover" the definition 

of a lead. This plan permits such an approach. It prov'ides, 

however, that in case the student discussion is not adequate, 

the teacher next gives the verbal definition as a time­

economical step in the lesson. liffercnt teachers might 

u;e more of fewer examplCs, or 	('110joy) l1 overheadl)IUJ(,Ct 01 

rathur than a slide pruj .ctor, (,I(-. Some might choo,:;c to 

write the- first examnpilc on the thilll hoard. 

In an)' case, use of I V rety Of eXapiII esi s i port:int 



which one wishes to insure that the
for such a lesson, in 

to apply it to
 
concept is well enough learned so as 


new situations. It is conceivable, of course) that the
 

enable sonic

verbal definition alone might be enough to 

recognize leads consistcntly.students to 

also prea red. 
An al tl version of 	 the ](: on wa';viia:ll' 

, t'Il li ; iJj miiIt is .;oiqcwli;It i j-c- prc;c i ptivc dep l al'l I'i 

formal cri tc rio, or identifyi ig ;1ccL'lit 4 lb1e lCad. III 

this ca:;e, there is more emplhasis upon recall of the 

whcn, where, why, and how."
six criteria: "who, what, 

The teacher would suggest that a good lead must contain 

all of then. Formal criteria for a lead 
most of these or 

are listed in the designer's plan for this form of the 

lesson (Briggs, 1972, p.173).
 

It may be noted that since the objective of this lesson
 

asl.ud
is to identify leads in 	 stories, the student is not 

of a lead. Such a definition could
for a verbal definition 


not meet the objective of

be merely memorized, and would 

the lesson.
 

Classi fyin 60,,,Is -.and "cti.e 

aIn the 1!-step procedure ieni-.iet,d (.arlier f7or full 

use of the '/B taxunomy for the de:,i n and e', al mion of* 

it uo:; suggeted that 1.':muiijilg i ll, ,instruction, 
' ,, lien t'l., 1,. ,,it , I,.,, ; i I,l tI '' nlaj or (.r)'J 0 - '(:i :oa 1 



specific objectives.
 

While nobody can say with confidence how many such
 

levels of goals and objectives should be derived for
 
an 
entire year of instruction, Briggs (1970) suggested
 

that at 
least these levels are useful:
 

1. End-of-ycar goals
 

2. Unit objectives
 

3. Specific objectives for each unit
 

4. Enabling objectives for each specific objective 

5. Single lesson objectives 

Arranging such a "network' to span and link lesson 
objectives to end-of-year goals -s a challenging and
 
by no ijuans easy intellectual task. But it can 
be done,
 
as the work of students in Briggs' 
 classes have demonstrated
 

(Briggs, 1972).
 

The process of working 
 from more general to 
increasingly specific levels of objectives requires
 

a process of logical analysis in which one asks himself:
 
For this (general or unit) objective, what would the 
pupil have to learn earlier before canhe (to this? Answering 
this question at each level of the objectives results in 
a logical network of OI)jCect ivL!s in which 10L (iCt'li ..
d
 
objsc.tivs are derendcd they are. nnly needed to ichCJL 

a more ;enera.l objcctive. Otherwise, dead wood creeps into 

the planning. 



For an experienced teacher, it is tempting to reverse
 

this process, because tho teacher can think most concretely 

about the various individual lessons he has taught in the 

past. But this temptation must be resisted resolutely. 

Otl,c:ri-wise, rather foolish general objectives are concocted 

to justify the lessons the teacher has previously taught. 

Probably nobody has ever really completely worked 

out the entire network of objectives for an entire K-12 curri­

culuin. But different people have often dealt with objectives
 

at different levels. A curriculum committee might work out
 

a "Scope and sequence" for, say, a K-6 curriculum. Then
 

sub-groups representing specialty areas could block out the
 

objectives for each year, in science, mathematics, social
 

studies, etc. Then individual teachers might take each
 

year of work in each subject in order to work down to
 

the unit or lesson level.
 

While we cannot deal here with the even broader task 

of forecasting the nature of our society in the future 

in order to derive new national goals for education, 

every teacher should watch trends in society to try to 

determine how the present curriculum might be improved. 

Whein one does worI, out a networ; from year-loni, 

goal;. to '.pCC Lf le-;:;olis, arnd afterol)j'ctive.; of iC Ihc:;c 

are writteii dow n , olle shoni d thcii col:; ider two quu: I(Ilur; 

]. Do I need to express the I-m]ls and objective:- at 



all levels in performance terms? 

2. Do I need to classify all levels of goals and 

objectives according to a taxonomy?
 

While opinions would differ on these two questions,
 

we pause to comment on each.
 

Perforr-ance Terms 

Must all goals and objectives be expressed in 

behavioral terms, as tauclht in the module on how to 

write performance objectives? 

One way of answering this is to suggest that objectives 

should be in performance terms for all levels at which 

evaluation of pupil erformance is desired. Objective­

referenced tests arc possible only when there are objectives 

which define the pupil performance desired. 

Another suggestion is that the more the total 

objectives are expressed in performance termns (what the 

learner can do, not "topics" or "subject matter presented"), 

mor, at ofth .0 level:;1 which formative evaluation the in­

struction can be undertaken.
 

Another suggestion is that is is hard to defend the 

iniclusion of a "specific" or "lesson" objective, if no 

higher objective is there, in performiance terms. Th:tt 

is if a unit objective in history is simply "The I,{vohl-t iollary 

War", there i s no way to defend a .pCeific Ijectvc 'M I) 



as "the learner will show how taxation helped lead to 

war". But if the unit objective specified "being able
 

to explain the econontic, social, and military factors
 

leading to war", one could defend the specific objective
 

mentioned.
 

Finally, to plan the lessson there needs to be
 

a pcrormance ohjective.
 

Classifying Objectives
 

Should all levels of goals and objectives be
 

classified according to a taxonomy? Let us relate this
 

question to th ,,qeq of a taxonn,. 

1. To reiev the entire instruction for a year for 

desirable coverage in various dorains of learning. It 

would appear that end-of-course and unit objective could 

be used for this purpose. While one be able to.iiiiht 

classify words or phrases such as "appreciate", "realize
 

the signi.ficance of", "recall", or "perform", in terms 

of gross taxonomy domains such as information, cognitive, 

affective, or motor skills, one could be more confident 

of the classification if the obijcCtilres were in performance 

terms bocause the cla,;:;ification', in the taxonomy are also 

in performancc terms. l'spccially in the G/B1 taxonom,, where 

a total of some 17 doijIlaiI:5 and sub-domains of learnin, 

are lii, ,~,',.,., ir ~ i; hardly pos:'ill p I ,c lt',;Sjif.L 1 io(ll e 



without performance objectives. In part this is because 

the G/B taxonomy, as presented by the Gagne and Briggs 

1974 volume, requires two verbs in an objective to completel) 

define both the overt performance of the pupil and the 

internal capability that such performances imp]y. Thus 

the system of writing tbjcctivcs suggested in Chapter 5 

by Gagne and Briggs (1974) , distinguishes such capabilities 

as compose letters (as opposed to copying letters) as 

separate from the test performance of composing a 

specifically assigned letter. Success on one or more 

instances of the latter (observable) performance leads 

one to infer that the pupil is able to corpose letters. 

2. To prepare perfor)iance tests over the obiictives. 

Clearly if an indefinite unit objective like "The 

Pevolutionary War" is used, one cannot prepare a test 

cengruer:t v.i th such an objective. But if an object ive 

says "list the economic and social factors leading to 

the war and defend an analysis of the relative impact of 

each type", one has some idea how to prepare a test for 

the unit objective. In this case, it is clear that a 

perforriance objective is needed but it is not entirely 

clear that a cl;ifIcatiun is needed fur lthe unit oljc, tIVO 

fur test in,,, purpo;c .
 

3. For Mcasur ,n'c'e cpted oulcow-'s or inzist ,,',, 

HerC one obsc rves first, then classifies i f needed. 



But if planned outcomes benefit an overall review of 

the instruction, and they are classified to look for
 

breadth of coverage, it would appear useful also to
 

classify the unplanned outcomes.
 

4. For design of instruction. Here the G/B "model
 

of instructional design" absolutely requires the classifi­

cation of specific objectives, or at least their subordinate 

competencies. The reason for this is that in this approach 

to instructional design, the teaching strategy results
 

from using the set of condition of learning which has been 

shown as applicable to the specific domain or type of
 

learning which the objective represents. 

In general, then, it would appear desirable to 

classify the general objectives to insure the intended 

scope of the total instruction, to classify other objectives 

when evaluation is to be done at that level, and invariably 

to classify all specific objectives or subordinate
 

conmietencies of them when such objectives the basis for
are 


lesson p__nning.
 

fHlw to CLtsify Objectives 

Foh ctasbi4yi.ig objcct.iue6 (oit cjiabU-;i. object.ics 

ui 601oItdiv j a.( e cont.c t.e,,cic ) 4o L the. o(l(d CCCtu,.C ski #s 

dowi.6., We noW r e.fek .to you to an cxt i.nat 5,otutce . Th46 

http:ctasbi4yi.ig


requires teading, working exercises and seZf-tests, aiid 

checking your answers with an answer key. 

Foi. classifying objectives in domains otheq, than 

intellectuat skilzs, you wil return to this moduZe. 

So at this time, ptace a bookmaik at this page so 

you will know whre to %eturnafter%using the external 

source, next given. 

Now, tutn to Handbook o6 P/toeedues fok the Dsign 

o In6tuction, 

Briggs (1970). 

Begin at page 31 in that source. (Early pages deaet 

with how to wraite objectives. But the present task is how 

to select and classi6y objectives 4o the purpose of 

organizing the in5t.iuctio. 

Read Pages 31-39
 

Thcn take exekeisez, pages 40-42
 

Check youq. an6wes in the back of the book.
 

Then tetun to this module.
 



Analizing and Ctazsif ing Enabing_Objectives 

The exercises and heading you have just fini4hed 

doing have taken you through three steps in the 11-step 

outfine, presented ealier in thi6 module, 6o& using 

tiLe G/B taxonomy to design instruction: 

1. Choosing goats and objectives at di66efent teveC-. 

2. Choosing unit objective6. 

3. ChoosZing specific objectives6 under units. 

These 	 matters reZate to ovcJrall organization o6 the cou.6e. 

You a'e now heady foh the next step: 

4. AnaLiZing a s6pecZ&Lc objective into its6 subordioznte 

;:pc ,c;:c,;,cs (abllnj objvctivcz) , in order to ctas6 ' 

each competency as to type o6 leatning under the generat 

domain o6 intettectual skizs. 

Now:
 

1. Return to the Handbook (Briggs, 1970) 

2. Read page 73-84.
 

3. lo lxercise 40, page 85-86
 

4. Write an objective. (See page 87) 

5. Con6ttuct an analysis o6 your objective, as on 

pages 88-89 in the Handbook. (Note that ycuit objective 

shotIfd be. a probe.cm-Sotvi ng objective, ot at teast 

rtequirez ,iufe siung, a.6 definqd in the readig6.) 

6. FoA each 6ubo4dinate competeitcy od you i objective, 

cCassify -it asZ to *te o fLea ni i, u6CInuj the jiu,. , 



I t~o 8 a,6 given iLn .the teadingz5. 

*7. Chzeck~ this5 to,%k wiLth YoLL4 inl6tLcto'L o&t ).eoutce 

pn6 ~oi. When he Iio-6 a.cepted -thiL6 wo.,Lk, 'Le-tun -to the 

nex cz)gc o6 thi&5 modutc. 

You have now coipte-ted s-tep 4, Ctaz,6Lying Coinpetenc~es, 

iLn .the 11 - 4-tep p'tcteclu~e 6o de.6igi c'S inztue.Uon. You 

(ULI2. !,eadu ijcw 6!.'.L s~tep 5, niext page. 



Step 5: Using Instructional Events and 

Conditions of Learning to plan the instruction
 

We are 
now down to the heart of the procedure for
 
designing a single lesson. 
 You saw a completed example
 

of such a lesson earlier. 

Your plan for teaching a lesson should use media 
that are suitable for the intended lenrner and that are 
able to crrry out the general instructional events needed
 
for all 
lessons, and the special instructional events
 

(conditions of learning) that 
are appropriate for the
 

type of learning represented by the competency.
 

Now tead p'agcs 94-101 in the Handbook 
Step 6: Designinzg a lesson by use of nlnsttiuctonae Events 

Then tist the geneLal and 6pec-ae l-s.tkuctiiaf evn.ts 
yo! have adopted, and opposite show how you wilt impement 

tLc evewt. Re6er back to the samipfe lasson pean given
 

ca,>'ier 6z this.modute to see wthat it can be tlike. 

Step 7: 
 1 a g'oup is avai4abte, teach the tesson 
a5 outtined. in pkeparation, make a test over the lesson 
cbjeetive, and check it with yout instructor. Ae~o picptee 

ally ma*fc ' ia{ flne.edcd fv'i teaclij .he. tC.5-61o . 

76 a 9.'loup i6 not avaU.(ahf., take the U661L1 pfan, ti1e 
test, and e s ma te. a4.t to the izt ,c-lu, /ult a c'i i(ique.. 



zLO 

Step 8 to 11: I the group wa,6 avatiabie, do a %evizion 
(formative evatuation

) 06 the lesson p-an, based on thetrtyout and tet re-suts, and eithe4 
(a) take it to the
lnlstruetorL 6or% a c/Litique, 0r (bJ try out the 'ievi.6ed *Cuson 

w.th another group, do a s6ummative evatuat.ion, and dia~cus6 
,theresult 
with the -n st)iuctort. 

You have. now used the -inetectu. (' skt t' doma , o6
the G/B taxonomy to plan a e-6son and evaiuate the re,6utts. 
iWe have short-cut the nedia scfect oj- 6tep -n the HaI!dbok. 

You may want to tead tha-t po,tion, and to Cook at some 
of the n c'rc eeaboirate ptan made. bi q.ad,o eA : 
a/ie presented as "Student Products." 
 in the S.tudci,,( Gcidc 
(B4iggs, 1972).
 

You arie now ready to 6ee a Summary of6 the conditions 
o6 earning (.pcciat instructionat evenf..) Jolt domainz 
othet 
than inte.ectuat skitk , in the G/B taxonomy. Then, 
16 (Ie6.,ted, you coutd repeat the 1l-teep £t',son design 
p)Iocess, for objeceve in othe/i domain.6 

Tun the page 6or othei domadiz,6. 



Other D)omains 

Review of Intellectual Skills
 

The intellectual skills domain, with which you have just 

been dealilng, represents a large and important segment 

of school learning. It includes the acquisition of 

competenc ) ' in reading, computational skills, and other 

generalizable capabilities. These skills, composed largely 

of concepts, rule-governed behavior, and problem solving, 

have been labelled as productive learning, because they are 

applicable to a large range of situations. They are quite 

different from the lower-levels making up reproductive 

learning, in which one deals with specific verbal chains 

or discriminates specific, not general classes of stimuli.
 

To grasp the significance of the difference between 

these two levels of intellectual skills, let us contrast 

nemorizin,L of a poem with learning to solve linear equations. 

W'hen one rccites a poem, he is rcproducin. the verbal 

chain of words that was given to him to memorize. Any 

change of a single word is therefore an "error". The learner 

must not just give the substance or general meaning of tho 

ljoen in his own words -- e.g., hc must not "generalize" 

or go beyond the verbal chain the author presented. 

When solving l i:ear equations, on the other lhand, the 

learner is ,I;)plyinil whole sets of that 1re api il)l(rUIlt; cb) 

to all linear equations. On a test, he must not he given 



the same "problems" that were used for learning, as he 

could have memorized the solution steps and the answer 

for specific problems. So new problems, never seen 

before by the learner, are used as a test of his ability 

to produce solutions for any sample of all posssible linear 

equat ions. During l'carning, then, he is not to recall 

the content of specific problems, but must lc-arn to 

apply specific rules to a variety of probleis of the 

same general type 

Thus the lower forms of intellectual skills that are
 

called reproductive learning require recall or discriuiination
 

of specific stiruli, while productive learni:-, requires
 

responding to Lntire
classes of stimuli, and the nature 

of correct responding can vary within limits. That is, 

a skilled student is allowed to "skip" steps in written 

solution to probic ms, or to vary the order of steps, 

within limits. So both stimulus and response generalizatiion 

are the signs of mastery of productive learni:-,, but they 

are "errors" in reproductive learning. 

This difference between responding to s'ecific sti,%uli 

(ccntont), as in a poem, and respondin, in a flexibl, 'a,' 

to entire cla .ses of problem;, such a; c,qu,eit -ns, iill h o 

a useful distinction in considering lthcr do. :ins and .: 

(doi;ains of' learning. As in the int.llect12l ,ill do11,1 , 

both )types o" situation will soiC) tiie:,; b ft:..l in ol,4 



domains, such as the one next discussed.
 

Information learning
 

Gagne and Briggs (1974) have identified sub-domains
 

under the domain of information. These arc:
 

1. Facts, Names, or Labels 

2. Substance learning 

Facts LNames, or Labels. These are isolated, inde­

pendent bits of knowledge, such as "This book was written 

by Smith", or "July 4 is Independence Day". These Facts 

may be recalled either in one's own words, or memorized as 

a clain. UAlZilV 1,,dULLivv luaiJ.lig,verh.a ir I.gLtten, 

they can simply be "looked up". Thus a fact can be looked 

up, but not an intellectual skill, such as reading or 

colnputing. 

An important consideration in the design of instructior. 

is to identify which facts are important enough or so 

frequently needed as to justify committing them to memory 

rather than just understanding them momentarily when first 

encountered, and later looking them up when needed. 

Facts are often spoken of in a disparaging ilizinner by 

those who eviphasize the importance of attitudes and cogniti 'e 

strategies. But the most capable people in any i:d of 

endeavor usually also know more facts than do les. capabic 



performers. 
 Facts can be very crucial as elements in
 

higher order intellectual activities. Thus if one must
 

find the area of circles, he must know the fact relating
 

to the value of pi, or he must have it constantly available
 

for reference. A chemist who refused to 
learn chemical
 

symbols or abbreviations would have rough sledding. )o
 

the choice of which facts should be learned among the huge 

numiber of available facts is worth serious consideration
 

by every teacher.
 

As mentioned earlier, facts may be recalled either
 

due to memorization of them as verbal chains or by having 

learned them in a highly meaningful context. So it is 

often useful to organize facts in a way that aids recall,
 

or to associate a fact with a highly interesting event
 

which would be easy to recall. Being introduced to a person
 

who promises to give you a good job might result in recall
 

of his name more dependably than recall of names of other
 

persons to whom you were introduced.
 

Names and labels, which may be arbitrary in nature, 

may be not easily placed in a meaningful context. In this 

case, memorization is achieved by repeated practice and 

by "encoding" -- using a fawi liar word or image :; a lin]. 

bct icen a known %.,'ord and a nc' one. An vxajple u!ed b) 

;aigne (1970) is that French word Iom li"learning the ",r)iat 

is "allumette". If one encodes "illuminat.'" o 
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of a flare of a match", it can be a bridge to help 
associate "match" with "allumette". Sometimes such 

codes arc supplied by a textbook writer or teacher; 

if not, the student needs to provide his own code, 

or "bridge". 

Substancc Learin 

This is a term referring to a student's ability to
 

summarize in his own words the most important ideas in
 

a lecture or chapter in a book. 
 lie does not memorize
 

the chapter as a verbal chain, nor does he mLcrel)y identify 

some of' the facts in the chapter. lie reads or listens, 

attempting to organize the material in some abbrebiated
 

fashion, such as by making an outline. 

The teacher or materials designer can do two things to 
aik 
the student in this kind of learning. Ausubel refers 
to givinj; an "advance organizer" -- v paragraph or one­

p;e lcngth overview of the general substance in con­

donsed form. In addition to furnishing an "advance 

organizer", the teacher can provide an outline and can 

arr jngt'. th;2 ,iaterial in a meaninful way, such as b)' 
chronolo.i c¢al order, or conneczt ing, one portion of the text 

with another in an interpretive fashion. 

Ausubel refers to listCninlg to ]oCtIl'. or iI" 



books as "reception learning". The student receives a
 

written or oral message of considerable length, meanwhile 

attempting to construct his own meaningful framework 

on which to attach different portions of the message. 

Gagne and Briggs refer to this kind of learning as 

"knuw lCd,;c"''. Sucli learning requires the pupil to recieve, 

process, store, and retrieve the main "substaiw(e'" of what 

was received. 

In the opinion of the writer, much of what is 

presented to students for substance learning could be
 

improved by writing specific objectives which would enable
 

the pupil to convert the information into another kind 

of learning. For exaip le, instead of asking theo stitlcr t 

to "read and remember the Chapter on the Revolutionary 

War", the teacher could ask any of several other things, 

such as: 

1. As you read the chapter, make a list of the major
 

events leading up to the war. 

2. As you read, summarize the influential people and
 

their role in the pre-war events.
 

3. As you read, list dates and associated events.
 

4. As you read, make an outline you will u:;e in sum­

inarizing the chapte'r in your own words to the cla:s.
 

Most of the ,,bove instructions would Jcad tli' ,iidcrI
 



to 
engage in rule using or problem solving. He would 

be reading to search for the most relevant information. 

This is a quite different activity than "read and remember 

as much as you can". This leaves the pupil at a loss 

to decide what to try to remember. 

So while substa.nce learning is doubt essentialno 

in education, it might be reduced in magnitude by the siimiple 

device of stating performance objectives for each chapter 

or lecture. 

Another technique for giving more focus to substance 

learning is now called "adjunct auto-instruction". This 

is simply the practice of supplying the pupil with a list 

of questio s to be answered after the chapter is read. 

;hile results vary as to whether the questions are read
 

before 
or after reading the chapter, or whether questions are
 

intcrspersed within the 
reading material, in general the
 

u.-e of the questions results 
in higher retention test
 

sccres I-oth 
over material related to the questions and
 

other raterials for which no questions were written. 

It may be further noted that the 
same material
 

(N,,ether a book or a film) can be used to achieve different 

r.)b1jcctive: , 5;imply by Stating tile des i red L.bjectiNc at 

the outset. A projct. illustrating this i.,- next sumuui;...d 

briefly. 

Under sponsorship of the U.S. Office ( , Pducation, c lol 
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state Departments of Education and several universitites
 

participated in the use of "Protocol films" in teacher
 

training. This term means simply that the film shows 

a teacher and class at work on a lesson, without narration 

to explain or indoctrinate. Thus the film is simply a 

"vignette" or "slice of life" as it goes on in a class­

room. The same film could be shown several times, giving
 

the trainees a different objective each time. Different
 

objectives could relate to a wide variety of topics in
 

teacher training. Here are some possible objectives for the
 

same film:
 

1. Try to identify the stagc of mcnta] developiauiiL 

displayed by the children, using Piaget's system. 

2. Use the Flanders method to summarize the inter­

actions taking place.
 

3. What principles of child development were illustrated
 

in the film?
 

4. What instructional events did you see the teacher
 

using?
 

S. Using Bloom's taxonomy, classify the levels of
 

questions asked by the teacher.
 

6. Could you identify an isolated child? A leader?
 

A sub-group?
 

7. Classify the classroom climate as democratic, auto­

cratic or laize fairrc.
 



Clearly, a lot of "mileage" could be gotten out of 

film, although there may be an argument for changingone 

films to avoid boredom. But the point being made is 

this: A teacher can create a great latitude of choice 

in how to use the materials available simply by stating 

oljcctixe: for the use of the materials. 

An a]ternat.c approach, of course, is to decide 

upon the objective first, then select or develop matcrials 

that can he used to reach that objective. 

It is possible, then, that when entire]) new objectives
 

are adopted, available material may be sufficient for some
 

of the objectives simply by telling the pupils what the
 

objective is.
 

In other instances, entirely new material may have
 

to be developed.
 

The foregoing discussion relates to two distinctly
 

differcnt kinds of achievement test, discussed in another 

module:
 

1. Objective-referenced tests
 

2. Contcnt-referenced tests
 

The above examplc of use of films in teacher training 
tI
 

utilized performoJnce objectives bot]i to show the tronces 



what to learn and to test their learning. When performance 

objectives are supplied for any lesson (regardless of
 

materials used), an objective-referenced test can be
 

developed, both to evaluate learner performance and to
 

evaluate the lesson itself. It is very clear, for properly
 

written objectives, how. the test should be made and used. 

IWhen objectives are not given, the learner is back to 

the situation "read the book and remember all you can to 

prepare for the test". Then the test is content-oricnted. 

The teacher selects at random (or in order of importance 

not made know to the students) those items of content in 

the book to be converted to test items. The resulting scorcs 

usually form a normal curve, suggesting thaL the scores 

could be reflecting any or all of these factors: 

1. The I.Q. of the pupils
 

2. Luck in guessing which items of content the teacher
 

will use for the test 

3. Accidental success in reviewing the same content 

the teacher selected for the test. 

4. Chance (guessing in objective tests).
 

S. Actual amount learned and recalled 

cnr6. Skill in separating key coitcint fron cui icunt 

Ea.igte/, you wo'kized up pfai, ,,'' a Ces on dea . ,aj 

wit/1 all inttc.feec uat .f'i.L , pitr;,(.,.(bC'!i 0( thI' jiicdac t, e 



Zenrning type (types 6,7 or 8).
 
You went tlh4ough the 
 1l-step method 6o4 pteparing, 

conducting, revising, and evaeuating a tesson. 
Now it i6 pos6ibe 6orL you to 4epeat thiz pocess 6o4 

an objective in the ififormation domain. 

You wny. fe' bock -to the 11 4teps iceeedcd, and yout 
may rc-lead the avove discu.ssion cf the iJounomalton 
dcriain to ident.ify the conditio
 0 o, CZearnniq fok this
 
domain, 6o4 
a memotized veibat chain o% 6or substance
 
tearning. 
 You may at.so refer agair to page 97 in the
 
Handbook 
 to tcminid yuurszcZ o' the geep'tae i£nltuct.onal 

even"'." ,pprcop~l afte 6o' alt doma.n.
 
Now prepare a lesson pian 
6m the in6ormation domain, 

and try it ocit if a gtoup i. availeabte; i6 not, discu.s the 
tesson plan and the evatuation pfan wLith the instructor 

o4 jLesource person. 



Cognitive Strategies
 

This learning domain is essentially a more general 

and a more complex form of problem solving. Being more 

general and complex, such strategies take longer to develop, 

and they require a variety of kinds of exercise; e.g.,a 

wide range of kinds of subject matter and types of problem 

solution to be devised by the learner. 

While a certain degree of independence and discovery 

is required in what was previously dealt with as problem­

solving, an even higher degree of self-teaching is involved 

in forming cognitive strategies.
 

In a gcneral sense, -I tht: icaaur grui.ws older, 

he is expected to manage his own learning, with less help
 

from the teacher. So the instructional events that the 

teacher provides for young children may be gradually 

withdrawn as the child grows older. Younger children 

also receive more frequent checks on their progress, 

and iore frequent feedback (correction or confirmation) 

fron the teacher. 

Within a given age levcl, of course, some children 

re(uire more help and more frequcnt feedback than others. 

The more advanced child nma) be said to hove njore hi Jl)' 

developed cognitive stratcgies than the child who niceds 

more help; that is, he is more "self-taught" than is 



his fellow pupil. While it could be assumed the faster
 

a
child has more advanced strategies because he has 

higher I.Q., this is not necessarily so. At least 

the correlation between I.Q. and tests of creativity are 

not as high as might be expected. It is probable then 

that thc person with advanced strategies has been able to 

achieve them by a combination of a degree of native 

intelligence and a degree of practice in solving a wide 

range of problems, in which the key to success is dis­

covered, not supplied by the teacher. 

While our understanding of this domain is probably 

more meager than in the case of intellectual shills 

and inF'ornatioii leariiing, the following conditions of 

learning have been identified by Gagne and Briggs for 

cognitive strategies:
 

1. Stimulate recall of relevant rules and concepts
 

needed for the problem at hand.
 

2. Suggest that there may be more than one way to
 

solve the problem at hand. 

3. Present many kinds of problems to the learner
 

(over an extended period of time), but do not specify 

any approach to a solution. 

4. Ask the student to demonstrate his solution when 

be believes he has reached one. 
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In one sense, the above conditions 	amount to less
 

direct prompting and guidance than is appropriate for,
 

say, concept learning or information learning. The
 

learner is "more on his own" than in most other forms of
 

learning.
 

in this domain, progress
Since progress is gradual 


than mastery appears to be a more appropriaterather 

criterion for acceptable performance. Also, since there 

than for other forms of learning,is less direct teaching 

absolute standards of acceptable progress are probably
 

to be avoided. This would be a good domain in which
 

to urge the learner to compete with his own past per­

formance, rather than competing with other learners of 

greater ability. While all pupils 	in a class might be
 

a simple kind of
expected to master a short poem or 


computation, undue pressure should be avoided in regard
 

to progress in strategy development. Since a teacher can
 

"teach" a strategy
"teach" a simple skill, but cannot 


directly, the teacher takes by necessity less responsibility
so 


for pupil progress; therefore it is unfair to hold the
 

pupil responsible for sonic arbitrary amount of progress,
 

especin1lly since he may hatve a genetic limit upon what
 

he carl do.
 

,6 ha. beenTiti6 acc,,unt o6 coqig tive 60 h. ,i 



abbreviated. 16 it i6 available, thc trainee i4 advised 

to read portion6 o6 chapters concerning cognitive 

4trategies in Gagne and Briggz (1974). 

Due to the time zpan in developing 6trategie.s, a.6 

discussed above, no b4ie6 expvLience in the ctassrkoom would 

be o6 use. It i.6, i£n6tead, 6ugges6ted that you wit-te a 

brie6 dscription o6 an in6tructional pJan Sot a yea,%o6 

ins5truction, showing how you intend to use variou6 6pecific 

objectives or Zesson6 to achieve a Zoiig-term peurpective on 

how the more compZex aspects o6 the 6ubject area may be 

approachcd. 

Due to the nuture o6 this as6ignmeiit, you may need to di£tti­

bute effort on it ove4 a peoiod o6 6eve4at week6. 

16 poszibZe, the in6t4uctor wilZ arrAange 6maZZ group 

di'Lcussion se.ion6 to give you maximum interchange with 

you,%peers a. welt as instructors or Ae.ource peson6. 



Attitudes
 

The present treatment of attitude development follows 

the definition and approach presented b), Gagne and Briggs 

(1974). 

You should not expect to find the present discussion 

of attitudes to be highly similar to the Krathivohl tax­

onoiny of the affective domain. 

Affect means various things to various people. To 

some it means emotions, such as unusual fears based on carly 

childhood experiences (conditioning). To others, affect 

is closely related to the values that a person expresses 

by his words or other behavior. To some. there is a heavy 

cognitive component of affect, such as arriving at defensible 

points of view on controversial social issues. To still others,
 

affect is used to cover unexplained, "intuitive" feelings, 

or subjective expcriences, or basis for overt actions. 

The present definition of attitudes is operational 

in naturc, and consistent. One may agree or disagree with 

this view of attitudes, but we hjave at lcas;t tried to makc 

it clear, consistent, and operational. 

We view an attitudc as an inferred tendency to act 

one way rather than anothe r in a choice bituation. By 

observing the person's actual bhc::vior in severail instances 

of a similar choice situation, we sy that he teonds to ,,iakc 

choice X and to choicc mcc anot make Y. h;,cl, consistent 



pattern of behavior is observed, we infer that the person
 

has developed a relatively stable tendency to behave
 

consistently in the way he is observed to behave.
 

In stating educational objectives relating to attitudes,
 

we might find such an objective as this one for fourth
 

grade children: "The child will display more concern for 

the welfare of others at the end of the year than he did 

at the beginning". Then a teacher may keep anecdotal records 

of the number of times a child is observed to perform 

acts indicating concern for others, such as: helping
 

locate lost articles for a classmate; comforting a child
 

who is upset; calling for first aid in case of a playground
 

injury; helping tutor a child who has been absent due to illness;
 

writing letters to an ill classmate.
 

There seems little question as to the desirability of
 

such an objective. But other instances of attitudes would 

not be so clear cut, such as attitude toward the Republican 

party. The school can justify attempting to shape or modify 

an attitude such as concern for others; but in the case of 

political parties and controversial social issues, one would 

avoid influencing the attitude in a given direction, in favor 

of encouraging through study and discussion of both sides of 

an issue, in order for the child to form his own conclusion 

and be able to cite logical reasons for it. For such issues, 

respect for the rights of others to hold opposing vews coi.lci 



be a defensible objective. 

Given that tile school has a legitimate right and duty 
to attempt to develop some specific attitudes in children,
 
how does 
one go about this? What 
are the conditions of
 
learning for an 
attitude? 
 Gagne and Briggs (1974) have
 

listed these conditions: 

I. Recall of information and intellectual skills 
relevant 
to the personal actions subject to personal
 

decision making.
 
2 .Establishment or recall of respect for 
a "source" -­

usually a person whom the learner respects.
 

3. Rewarding personal action either by direct experience 
or vicariously by observation of the actions of the respected 
"source" or "model". 

In addition, the teacher can 
set an example by behaving
 
in ways that are desired of the children. 

It appears than that encouraging the child to 
"model"
 
the behavior of a respected person, and rewarding the child
 
for similar actions 
are the most effectivc ways 
to influence
 

attitude.
 

Much less effective, in 
general, are 
slogans, such as 
kind to animals"."Be Such purely verbal admonitions have 

not usually proveni to be Offectj\,C.
 

A teacher 
who is trained in "co)i tin1llncy iman;,iJ(eliolet,, 
techniques, woul.d practice the :;tr:iIc ,y of rvqcllesting aln
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activity of the child (picking up trash on theunfavored 

floor) before rewarding the child by permission to engage in 

The preferred activity
a desired activity (play a game). 


is thus used to reinforce the non-favored activity.
 

somewhat for correcting unwanted behaviorTechniques vary 

as compared to promoting wanted behavior. And in cases 

child or another person,of danLer of injury to the 

the situation istemporary rciwoval of the child from 

risky at the moment.employed when slower measures are too 

Since many attitudes are formed in pre-school years, 

and since persons other than teachers are often more 

(his peers, for example), thereinfluential on the child 


are limits to the school's capability for changing
 

Continuted exposure to conflicting attitudes
attitudes. 


(as parents vs. teachers) could conceivably have a
 

the child, if he tcnds to respect
damaging effect upon 

both his parents and his teachers. 

While direct verbal appeals, such as slogans, appear 

of var.iousineffective, it is likely that open discussions 

issues can have some influence, particularly at ages when 

the learner is more influenced by his peers than by his 

parcias or teachers. 

It would appear that the community itself should have 

some mechanism for influencing dcj:.ions the schools 

make about attitudinal objectives. This probably should be 
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the case for the entire objectives, but in areas where 
regional differences in attitudes 
are known to exist,
 

the school should be cautious in becomming a "foreign 

influence". Many problems arise when teachers have 

attitudes greatly at variance with prevailing attitudes 
in the community. Teachers would have to be quite sure 
their preferred attitudinal objectives are preoerable 
(more huilane, for example) to those of the community before 

pressing for such objectives vigorously. This problem
 

becomes somewhat less severe to the extent that both 

school and community prefer to make relevant information
 

available and let 
children determine their own course of 
behavior. But even so, some limits must usually be
 

set to avoid conflicts that disrupt the learning
 

environment.
 

Perhaps in the area 
of attitudes, especially, "education 

is too important to be left up to the educators". Better 
that a broad based sample of the community have a collective 
voice in some to the major decision making in the attitude 

as well as in other domains. 
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Motor Skills
 

on
You encountered type 3 learning, motor chains, 


page 83 of the Handbodk. These usually refer to rather
 

brief actions, such as hitting a golf ball, unlocking a
 

door, starting a car engine, or pronouncing a new sound
 

in learning a foreign language.
 

By motor skills we refer to longer, more complex
 

sequences of actions, such as driving a car or flying an
 

airplane. These complex acts are in part composed of
 

separate short chains "hooked together" into a longer 

sequence. But there is also a "time sharing" or simul­

taneous performance of several chains learned earlier 

as unrelated chains.
 

Thus a pilot in an actual flight might be using
 

his controls to execute a turn or bank, at the same time
 

watching the altimeter and compass, and also perhaps
 

changing engine speed.
 

''hc pilot may have practiced banking on a "part-task" 

simulator that does not simulate all the conditions of actual
 

flight. [ie might have practiced "monitoring dials and other 

indicators" on a similar simplified piece of etuilpmwvit. Thci 

he may have practiced "putting it all together" by completing 

entire simulated flights -- all before riding in an actual 

airplane at all. Then, eventually, he first taJ:c: fli:,.ts 

http:fli:,.ts
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accompanied by an instructor in a plane having dual controls.
 
Finally, if it is a one-man plane, such as 
a fighter plane,
 

he must take off alone for the first time for an 
actual
 

flight, unaided by an instructor.
 

It is clear, of course, that flying requires more
 
than complex motor skills. 
 It also requires cognitive skills,
 
decision making, and certain attitudes. While it may be
 
dilficult to disentangle all the kinds of learning in an 
actual flight, the value of taxonomies is in the instruction
 

.phase, where often only one 
kind of learning goes on at one
 

time.
 

Leaving aside the intellectual skills and attitudes, the
 
motor skills themselves appear to require three conditions
 

of learning. These are:
 

1. Recall and use of previously learned motor chains
 

(part-skills). 

2. Establishment or recall of executive sub-routines 
(rules
 

on 
how and when to perform the act).
 

3.Practice of the total, complex motor skill, receiving
 

many forms of feedback (kinasthetic; visual; auditory;
 

vibrations, etc.).
 

Some verbal instruction would be relevant for condition
 
2, above, but the other conditions depend more op practice
 

than upon verbal instruction.
 



However there are some instaices in which a single
 

sentence spoken to 
the learner by the instructor results
 

in as much improvement as several additional practice
 

trials.
 

In sports, an instructor may call out "watch your
 

feet", as a cue 
that a verbal rule presented earlier is
 

being violated in a practice trial.
 

Thus while verbal instruction judicially applied can be
 

of great help, long verbal descriptions of correct body
 

movements are of little value. 
A slow motion picture or
 

a series of still pictures might be much nore effective.
 

One designer used a combination of verbal and motion
 

picture instruction in golf to supplement the practice
 

on the golf course.
 

But for attaining high levels of proficiency in a motor
 

skill, practice (with accompanying kinasthetic feedback)
 

is the secret of success.
 

For a more detailed treatment of motor skills, the
 

•trainee may consult appropriate chapters in Gagne and Briggs
 

(197.1).
 



You. have pacv-.oUt C ptanned -two Zetson.s, usiLng the 

GIB taxonomy; one was 6olL an Lntef-Cectua'Z s~kilZ, and one 
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Then we ,,ugge.sted a gJ4oap app-toach inu p~an-L11 a 
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