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Chapter 9

This chapter endeavors to help the reader understand the instructional objectives step in Instructional Design.  The instructional objective answers the question, “What will a learner be able to do when the goal has been met?” (Turner, Riedling, p.116).  The goal has been established, but it is considered to be an unquantifiable statement about the instructional needs.  The instructional objectives, then, are necessary to determine how to measure the learner’s accomplishment of the goal.  This first requires the goal to be broken down into specific requirements, which is called the Goal-Elaboration Statement, and then translated into a 4-part instructional objective.  The four parts include the descriptions of:

· the learner, 

· the behavior that demonstrates the goal has been reached, 

· the conditions, 

· the degree of success.
The next big idea in the chapter is the categories of learning, also called the outcomes of learning, which is really a pretty awkward description.  Although there are five categories of these outcomes of learning, the authors have chosen to condense them into three:  

· intellectual skills
· affective or attitudinal skills
· motor skills.

Thank goodness for motor skills, that one is easy to understand:  writing, typing, dribbling a basketball.   Affective/attitudinal is also easy to understand, as it involves the learner’s attitude.  I thought intellectual skills would be easy to understand, too, until I turned the page and found 6 levels of intellectual skill learning.  Right about in the middle, between concrete concept and defined concept learning, I lose it.  Which is why, when the authors begin to talk about cognitive strategies and metacognition, followed by “Instructional Enterprise”, I hit the bottle (which is not, by the way, a cognitive strategy).  
Instructional Enterprise is used “to describe the network of instructional objectives that represents the learning of anything beyond the simplest of content” (Turner, Riedling. p. 131).  The way to create the instructional enterprise is to:
· create a goal-elaboration statement and

· a resultant primary instructional objective

· create a map containing the schema clusters for each concept and their connections. (oh, what, did you forget what schema means?  Back to page 125!  A schema is a mental model of a concept.) 
The chapter ends describing the levels of involvement by the media specialist at this instructional objectives step.  The really interesting thing here is the scenario presented at the Moderate level of involvement.  The media specialist, Bill, off the top of his head, provides a complicated higher-level objective for studying the circulation system to Betty, one of the best high school teachers.  So, here are my questions:  Where did that scenario come from?  One minute I’m reading about schema clusters and enabling objectives and suddenly my role model is Bill?  How did Bill get to be so proficient in higher-level objectives and one of the “best” teachers in the high school isn’t?
Our group used the big ideas from this chapter to create the instructional objectives of, and identify the levels of learning for, our lesson.

Chapter 10
This chapter “Assessment of Student Performance”, introduces the concept of authentic assessment.   As I understand it, assessment measures how well a learner has mastered the objectives.  Authentic assessment measures how well the learner has mastered the objective “in a real-life context” (Turner, Riedling, p.146).  An important idea about authentic assessment is that it is a learning experience, too.  So that rules out multiple choice tests as an example of authentic assessment.  The conditions for authentic assessment, as described in this chapter, hope for a very ideal classroom experience, where students:

· collaborate, 

· are free to use whatever resources they need, 

· are involved in the learning and in the assessment process, 

· have as much or as little time as they need.

Types of authentic assessment include tests (but there are eight criteria for the test to be authentic assessment material), portfolios, performances, and interviews with the student.  I got the impression that the author of this chapter favors portfolios as the best method of authentic assessment.

Reading this chapter made me reflect on what I was expecting to happen after we presented our lesson plan to our intended audience.  How could we measure what they had learned, but also, how could we measure how effective our lesson plan is?  In completing IDA#4, I concluded we could have interviews with each of our learners, or we could have a group discussion directly after the lesson.  I believe we could also ask them to write a reflection on our class and email it to us within a certain amount of time.  These are the ideas I plan to present to my group when we meet on Saturday.

I have no questions at this point, but I do want to say that I am very grateful to the authors for inserting this chapter, written by Barbara K. Stripling, after the very theory-heavy and technical Chapter 9.  Whether it was intended or not, it was a very welcome break, because it is well written and easy to understand.
