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Performance Objectives in the Hybrid Classroom
Deciding What You Want to Accomplish 

The chief purpose of writing goals is to help you plan your course and specify what you want students to do. Helping your students understand the questions they come to this class with like: “Why do I need to learn this?” and “What will I be expected to do?” can be the place to start

Establish goals. What do you expect your students to do or to produce as a result of taking the course? Writing down goals is important for at least four reasons (Erickson, n.d.):
 (1) the process forces you to clarify what you want your students to accomplish; 
(2) your list of goals will help you select appropriate teaching methods, materials, and assignments; 
(3) you can use your list of goals to communicate your expectations to students, to let them know what they are expected to accomplish; 
(4) your list of goals will be useful to colleagues who teach courses that rely on yours as a prerequisite. 

Identify both content and noncontent goals. Fuhrmann and Grasha (1983) recommend 
1) content goals (for example, "understand the key forces affecting the rise of Japan as an economic power") 
2) noncontent goals (for example, "become a good team member and work collaboratively with other students" or "learn to tolerate opposing points of view"). 
3) start with a general list and then refine the goals to make them more specific. What do you expect from students? How will students demonstrate that they have mastered the goal? What will constitute acceptable performance? 
Example: if the general content goal is for students to understand the rise of Japan as an economic factor, a specific content goal might be that students will analyze in depth how technology has affected Japan's economic dominance. A specific noncontent goal might be that students will work in groups of three on an out-of-class project and prepare a joint report. 

To get started in writing course goals, think about "the big picture." 
Imagine what students would be saying about the course after they had taken it? Or imagine that several of your students will become local or national power brokers, or that half of them will have to drop out of school and work full-time. Would you change the way you are teaching your course? Why? Is there anything different you would like these students to learn? (Source: Bergquist and Phillips, 1977) 

Scale down your goals to a realistic list. 
Adjust your ideal goals by taking into consideration the different abilities, interests, and expectations of your students and the amount of time available for class instruction. (Source: Lowman, 1984) 

How can learning goals add value to teaching and learning?
Clearly defined learning goals contribute to a structure that surrounds a course and can aid in selecting appropriate graded and ungraded assessments, selecting relevant content for the course, and enhancing the assessment or grading practices. 

• Remember that learning goals do not place limits on what you can teach in a
course. Instead, goals provide a map or signposts that tell students where the
course is going.
• Learning goals can add to student’s sense of ownership in the learning process
helping them feel like they are on the inside logic of the course instead of the
outside.
• Learning goals can be a useful communication tool. Faculty can describe their
course to colleagues and students by beginning with their goals.
• Departments can gain a sense of curricular cohesiveness if multiple courses have
learning goals. 

How do I begin developing learning goals for my course? 

You are the expert in this process. Begin by relying on what you know about the subject, what you know you can realistically teach in the course, and what your students can realistically learn. As you begin developing learning goals think of concepts, topics, important skills, and vital areas of learning connected to your course. Make a list and don’t worry about developing full goal statements. That will come later. The list you develop is perhaps the most important step in this exercise; it will form the basis for goals, assessments, and the overall teaching and learning process. Share your list with colleagues. Let them help you critique it. Keep returning to “what can you realistically teach and what can your students learn” as a way of editing the list to something that is manageable. Your list should help you answer the question, “What do I want my students to know or be able to do by the end of this course?”

Consider the following points as you develop learning goals:
• Don’t get trapped into thinking that you will only be able to teach to the goals. Your learning goals point out the high points and learners always need to know: all of the supporting content, theory, data, different points of view, and relevant facts that support the high points.
• Keep the number of learning goals  manageable and realistic. The first time you go through this exercise opt for a shorter list knowing that you can edit it as needed. Five or six goals might be a good starting point.
• Write goal statements that begin with action verbs. By using verbs that specify action, the outcome is more likely to be measurable. Actions help identify what needs to be assessed (did this student develop a plan, facilitate a process, establish a relationship, present a solution?) (See how to’s and list of action verbs on the next pages).
• Use language that is discipline-specific and appropriate to your field.
• Think about goals that are valuable to you and to your students. Connect goals to
what happens in the real world when possible.
• Think about your teaching experience. What evidence tells you that students have
met your expectations? How would you know that they are getting it? In other
words, learning goals should be measurable; you will need evidence that the goal
was or was not achieved. 

Several examples of learning goals taken from UC Berkeley undergraduate courses

By the end of this course students will be able to:
1. Identify major figures and ideas in peace movements from around the world.
2. Formulate a well-organized argument supported by evidence.
3. Communicate effectively in the language of the target country and read
appropriate vernacular materials in our field.
4. Practice ethical behavior while engaging in service learning.
5. Demonstrate the ability to read, evaluate and interpret general economic information.
6. Apply the necessary mathematical tools to solving complex design problems.
7. Apply scientific principles to analyze mechanical systems of importance to society.
8. Analyze media images and narratives.
9. Apply research methods in psychology, including design, data analysis, and
interpretation to a research project.
10. Communicate effectively in an oral presentation.

Devise a logical arrangement for the course content. 
Material can be arranged chronologically, by topic or category, from concrete to abstract or vice versa, from theory to application or vice versa, by increasing level of skill or complexity, or by other schemes. Some courses -- in history or literature -- almost demand a chronological sequence. Here are some other strategies for organizing material (Bergquist and Phillips, 1977, pp. 146-149): 

Micro/macro: Begin by describing a large complex phenomenon (macro perspective) or offer a detailed analysis of one aspect of the phenomenon (micro perspective). Establish a broad general base of knowledge and information (macro) or focus on a specific event or concern (micro). 

Distal/proximal: Begin by presenting an immediate and pressing problem related to the field of study (proximal perspective) or by describing the origins, heritage or context (distal perspective). Begin with the relevance of the subject matter (proximal) or with historical or theoretical perspectives (distal). 

Phenomenon/structure: Emphasize description and analysis of unique and significant events, people, or ideas (phenomenon) or emphasize description and analysis of theories, themes, and universal applications (structure). Focus on specific works, events, or people in their unique setting or focus on general patterns and concepts that are commonly shared by or expressed through different works, events, and people. 

Stark and others (1990) offer additional sequencing patterns, suggesting that topics may be ordered according to the following: 

· How relationships occur in the real world 

· How students will use the information in social, personal, or career settings 

· How major concepts and relationships are organized in the discipline 

· How students learn 

· How knowledge has been created in the field 

List all class meetings in a calendar

Also give special consideration to the first day of class (see "The First Day of Class"), the meetings right before exams, and the last two or three classes, which can be used to integrate and pull together the themes of the course (see "The Last Days of Class"). 

Select appropriate instructional methods for each class meeting
Instead of asking, What am I going to do in each class session? focus on What are students going to do? (Bligh, 1971). Identify which topics lend themselves to which types of classroom activities, and select one or more activities for each class session: 
· lectures; 
· small group discussions; 
· independent work; 
· simulations, debates, 
· case studies, 
· and role playing; 
· demonstrations; 

· experiential learning activities; 
· instructional technologies;
·  collaborative learning work, and so on. 
(See other tools for descriptions of these methods.) For each topic, decide how you will prepare the class for instruction (through reviews or previews), present the new concepts (through lectures, demonstrations, discussion), have students apply what they have learned (through discussion, in-class writing activities, collaborative work), and assess whether students can put into practice what they have learned (through testing, discussion, problem solving, and so on). 

Design in-class and homework assignments. "Designing Effective Writing Assignments," "Homework: Problem Sets," "Collaborative Learning: Group Work and Study Teams," and "Supplements and Alternatives to Lecturing: Encouraging Student Participation." 

Material adapted from http://honolulu.hawaii.edu/intranet/committees/FacDevCom/guidebk/teachtip/prepcors.htm 

1.  Designing Learning Goals
Faculty as subject matter experts know intuitively what the most important things are that students should master. In order to develop learning goals, faculty should answer the question, “What do I want my students to know or be able to do by the end of this course?”

Developing a set of learning goals for a course takes what faculty know but don’t always state and puts it into a short list of real concepts that can guide students and add clarity to teaching and learning. The overall goal for teaching should be learning or mastery of objectives. When students know what they should be able to do by the end of a course it will be less of a challenge for them to meet that goal. 

 Student learning objectives
– what will students be expected to know or do after this course?
– what competencies/skills/knowledge will students be expected to demonstrate at the end of the course?

	Although performance objectives are written in a wide variety of styles, three elements generally can be included in the specification of a performance objective. 

1. The important conditions under which learner behavior of performance is to occur. The performance objective should communicate the situation, including setting and resources, that will be provided to the learner. Is there equipment or material that the learner will be using when performing – tools, resources, textbooks?  What should not be available to them?


2. The statement of an observable behavior or performance on the part of the learner. Usually it’s an action word that tells what the learner is expected to do. The following words state visible performance: write, construct, compare, develop, complete, connect, prepare. It should appropriately complete the statement The student will... 

3. A prescribed minimally acceptable performance standard or criterion on the part of the learner. How well does the student have to perform to be considered competent? This must translate the student's performance into measurable terms. Measurement implies a numeric criterion. Four broad classifications of numeric criteria are (a) quantity, (b) quality, (c) efficiency (timing, accuracy), and (d) durability. The standard of a performance objective must contain a criterion in at least one of the four classifications to be technically correct. 

For clear performance objectives: 

· keep sentences short 

· use few multiple-syllable words 
· adopt common formats -- requires similar amount of learning time 

Performance objective example: 
The student will be provided a list of 200 math terms, no references, and a timed test after instruction (condition). The student will define math terms (observable behavior). Performance will be satisfactory if all 200 terms are defined consistent with the text in 100 minutes for a testing three months after completion of formal instruction (standard; quantity, quality, efficiency, and durability). 



Performance Objective from Performance Instruction: Planning, Delivering, Evaluating by Daniel E. Vogler Instruction Performance Systems, Inc.Eden Prairie, MN, 1991
Other things to consider when writing performance objectives
· There’s no “magic number” of performance objectives required. The number is determined by the skills needed to perform the tasks indicated by your needs assessment and the determined target audience.
· The amount of time required to train to a performance objective will vary depending on the level of skill of the target audience, the complexity of the tasks being taught, and the size of the class.
·  Performance objectives should be realistic in terms of job performance. When training

professionals attending a training program on training design, it is more likely that they will have to “develop or write complete performance objectives” when they return to the workplace than to “list the three components of a performance objective.”

Resource: http://nicic.gov/pubs/2003/018534.pdf
1. Your Instructional Input: Connecting the Learning

Guide participants to connect new information with what they already know: they might be presented with new theories, laws, processes or skills, or they might be asked to look at current information or processes in a new way.
There are a number of considerations to make when designing the instructional input:

_ the target audience and what they already know/know how to do

_ the performance objectives
_the difficulty or complexity of the information or skills

_ the criticality of the new learnings to successful job performance

_ the diverse learning styles of the participants

_ the characteristics of adult learners

_ the need of learners to “digest” information in “clumps” of five to seven “bits”

These issues will determine the complexity of the instructional strategies as well as the amount

of time devoted to this stage.
How Much Information Will I Be Able to Cover?”

“Covering” a lot of information in a short amount of time will not help participants succeed in applying the new skills on the job. Lecture is but one way to “input” or teach the content. In the lesson plan the trainer should be guided to conduct frequent “checks for understanding” by asking specific questions about the key points. 
· Trainer asks planned “Check for Understanding” questions. 
· They are open-ended questions, which learners must answer with more than a “yes” or “no” answer.
· Some of the typical questions that trainers ask: “Are there any questions?” or “Does everyone understand?” don’t necessarily check for understanding. They are asking for a yes or no answer.
2. Guided Practice

Direction with Support
Participants practice the new concepts or skills with trainer and peer guidance and feedback in a situation that closely simulates authentic conditions. This stage is essential in every program, for each performance objective.

If the training is based on needs assessment information to teach participants knowledge and skills needed to perform critical tasks on the job, they must be given numerous opportunities to try out the new information and skills, practice all key attributes, get feedback and ask questions if they are to transfer the learning to their job performance. “Guided” practice is like practicing with a safety net and, at times, continues beyond the classroom to the work site with a job coach or mentor.
3. Independent Practice

Self Determining-Self Regulating
“Independent” practice is like taking away the safety net, for when participants return to work

they will not have someone to remind them when they skip an important step in evacuating a

building, searching a room, administering CPR, or to stop them in the middle of their courtroom

presentation to tell them to “try again.”

Sometimes the independent practice can occur in the classroom environment, but more often

it actually occurs back on the job site. One activity that can be written into the lesson plan to

guide the independent practice and help participants transfer the learning from the classroom

to the work place is Action Planning. Here are some key areas for an Action Plan to address:

_ What they need to do (steps to take, tasks to accomplish) to use the new skills, techniques,

behaviors when they return to work;

_ What resources they need to make this happen;

_ People they need to support them or give them feedback and how to get this support;

_ Challenges they might face in taking these steps;

_ How to address these challenges;

_ Benefits they are likely to realize when they take these steps (master the skills);

_ Establishing a time line for all the above.
4. Evaluation 

Check for Understanding

The final stage of the lesson plan guides the trainer to check for understanding and to determine through observation, review and listening whether participants comprehend the information, making connections and making progress toward the training goal.
5. Design Instructional Strategies


Engage participants actively to help them reach or accomplish your performance objectives.
When choosing and/or designing instructional strategies, there are a few key considerations
:

_ the performance objectives (how far do you need to go; how complicated is the skill)

_ the learning space - amount of room; equipment available

_ the diverse learning styles

_ the amount of time needed and/or required

Designing Learner-Centered Training National Institute of Corrections, Academy Division
http://nicic.gov/pubs/2003/018534.pdf
List of Action Verbs

	Knowledge
	Comprehension
	Application
	Analysis
	Synthesis
	Evaluation

	define
describe
examine
identify
indicate
know
label
list
match
name
outline
recall
recognize
record
relate
reproduce
restate
select
show
state
	choose
cite
convert
defend
describe
detect
discuss
distinguish
estimate
explain
extend
generalize
give examples
identify
infer
locate
paraphrase
predict
recognize
rephrase
report
restate
select
summarize
	act
administer
apply
change
collect
compute
construct
control
convert
demonstrate
derive
develop
diagram
discover
employ
estimate
facilitate
generalize
help
illustrate
implement
interpret
manipulate
modify
operate
perform
practice
predict
prepare
present
produce
provide
regulate
schedule
share
show
solve
use
	analyze
appraise
assess
break down
calculate
categorize
classify
compare
contrast
debate
deduce
describe
detect
diagram
differentiate
discriminate
distinguish
elicit
examine
extrapolate
identify
illustrate
infer
inspect
question
recognize
reflect
relate
select
solve
sort
systematize
tabulate
test
	adapt
arrange
articulate
assemble
collaborate
combine
communicate
compose
consolidate
construct
create
design
develop
devise
establish
explain
formulate
generate
incorporate
initiate
integrate
intervene
justify
manage
modify
organize
plan
predict
prepare
propose
reflect
relate
revise
summarize
synthesize
tell
write
	appraise
assess
collaborate
compare
conclude
contrast
criticize
critique
describe
discriminate
estimate
evaluate
explain
interpret
judge
justify
measure
rate
reconsider
reflect
relate
summarize
support
validate
verify


Linking Learning Goals to Course Assignments 

Once you have developed a set of course learning goals, it’s time to begin thinking about linking them to the rest of your course and to assignments, in particular.

•Begin by answering the question: “What evidence do I need to know that my students have met the goals for this course?”
• The primary source of evidence of learning will come from the course assignments that students produce.
• The work each student produces is the direct evidence of learning. This is likely the best way to evaluate learning in most courses.
• Indirect evidence of learning is seen in things like course evaluations in which students might comment that they “learned a lot.”
• The “evidence” you will be looking for will be familiar (papers, exams, presentations) but now you want to connect the course goals to these assignments
• When selecting assessments consider the constraints of your course (class
size, expertise of the students, workload for faculty, students, GSI’s).
• Can your students successfully meet a goal through one assessment?
• Can multiple goals be included in a single, more complex assessment?

Assigned work in a course may be graded or ungraded. The following list highlights examples of both graded and ungraded assignments. Graded assignments are clearly for
evaluating learning or student performance in a course. Ungraded assignments are a kind of learning tool that expose students to concepts, let them practice doing things, and get
feedback on the learning process. Note that there is cross over between the two lists. 
	Selection of Assignments(Graded)
	Selection of Assignments(Ungraded)

	Case study-Analysis of case study
Debate
Concept paper
Proposal outline
Focus group session and written summary
Annotated bibliography
Essay
Field notes
Weekly quiz
Business report
Letter to editor
Model of solution, plan, theory
Illustration of a concept
Letter of recommendation
Visual aids
Short lecture presentation
Capstone
Web-based project
Reflection paper
Proposal for solving a problem
White paper
Semester long group project
Short answer subjective exam
Memo
Cover letter
Survey and analysis of results
Portfolio
Poster, display, or exhibit
Self-assessment
Course scenario
Advertisement
Create brochure or pamphlet
Oral report
Essay exam
Journal
Pro and con critique of opposing points-of-view
Interviews and write summary reports
Persuasive speech or presentation
Term paper
Client report
Process description and analysis
Collaborative problem-solving project
Peers teaching peers
	One minute paper
Background knowledge probe
Small group solving a problem
One sentence summary
Turn to your neighbor
What’s the principle?
Interview your peer
One idea or concept you learned today
Focused listening
Focus group demo
Directed paraphrasing
Illustrate a concept
Brainstorm
Defining features matrix
Self-assessment of understanding
Analytical memo
Draft exam questions
Mock exams
Concept maps
Impromptu oral report
Small group summarize the lecture
Role play
Peer reviews
What is the muddiest point? 

 


Designing assignments linked to goals 

As you begin the process of designing course assignments, answer these questions: 

• What goal or goals are associated with the assignment?
• What are the components of the goal? 

If you have a course goal that states that students should be able to “Formulate a well organized argument supported by evidence” the components of that goal might be that students need to: 

• Demonstrate depth and breadth of understanding
• Present information in a clear and organized way
• Incorporate a variety of sources of evidence
• Use accurate grammar and mechanics 

This is a vital step in the process of linking goals with assessments. By identifying the components of a learning goal, you begin to make the teaching and learning process more transparent. Knowing what the components of a goal are will help in writing the assignment description and will be very valuable in the grading process. 


Checklist to consider as you design course assignments: 

[  ] Each assignment includes a clearly written description that appears in the course syllabus and outlines your expectations. The description tells students what is expected, how they will get there, and grading criteria.

[  ]  Included the goal or goals associated with the assignment.

[  ]  Wrote a short description of the assignment that tells students why they are doing this and what they will learn. What skills and knowledge do you want students to demonstrate?

[  ]  OK to keep description fairly short in the syllabus. As the assignment due date approaches you can answer questions and add clarity during class sessions or through online class announcements. Highly detailed descriptions that are presented at the beginning of the semester can lead to confusion and anxiety for students.
[  ]  Assignment description tells students how to complete the assignment. Consider including the following components:

[  ] What percent of the overall course grade is associated with this assessment?
[  ] What are the grading criteria? A potential way to address “criteria” is to use a rubric. (See examples of a “learning rubric” and a “scoring rubric.”)
 [  ] If you choose not to use a rubric, you might rely on the components of the goals you identified in the previous step of this process. 

Assignment Due Dates, Policies: 
What is the due date for the assignment or are there multiple dates? If it is a complex assignment carrying a high percentage of the course grade consider segmenting the assignment into stages. Including stages helps keep student on track. By providing a portion of the assignment grade for each stage students receive early feedback.
• If the assignment includes a written component, what’s an optimal length?
• Do you have a policy for late or incomplete assignments?
• Will you provide assistance while students are working on the assignment (reviewing drafts, providing supporting material, meeting with students)? 

Grading Assignments 

Established course learning goals and a good set of assignments for the course lead to
grading. Consider these best practices associated with grading: 

• Use your course syllabus as the primary tool for conveying information to students about your grading process. Avoid making any adjustments to syllabus after your students have received it.

• Balance student workload throughout the course. Provide enough opportunities for students to demonstrate what they are learning. At the same time avoid overloading students with too much work or work that isn’t relevant. Use the established course goals for an anchor when deciding how much work to assign.

• Rely on the criteria you have established for each assignment as a “grading guide” when you begin the grading process. (The “criteria” are the components of each goal and the graded weight you identified earlier)

• Assigning a grade for an assignment is rarely enough information for students. Attempt to provide rich feedback to each student; even the “A” students deserve praise beyond the grade.

• As you grade assignments and provide written feedback to students, set aside examples of the range of grades (A, B, C). Later, review these examples as a basis of comparison for all of the graded assignments. This process is another way to ensure fair grading. 

Grading Example: 

“This assignment is worth 50% of the overall course grade. The breakdown or criteria for the grade includes these components: 

• Demonstrate depth and breadth of understanding (15%)
• Present information in a clear and organized way (10%)
• Incorporate a variety of sources of evidence (15%)
• Use accurate grammar and mechanics (10%)
_________________________________

Resources and Material Adapted from
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Designing Learner-Centered Training National Institute of Corrections, Academy Division
http://nicic.gov/pubs/2003/018534.pdf
The chief purpose of writing goals is to help you plan your course and specify what you want students to do. Helping your students  to understand the questions they come to this class with, like: “Why do I need to learn this?” and “What will I be expected to do?” can be the place to start
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