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• Define performance analysis, needs assessment, needs statements, and instructional goals. 
)0. Identify an instructional goal that meets the criteria for initiating the design of effective 

instruction. 
• Write an instructional goal that meets the criteria for initiating the development of 

instructional materials. 
• Evaluate instructional goals for congruence with learner characteristics, learning and 

performance contexts, and tools available for learners. 



Develop 
Instructional 
Strategy 

Develop 
and Select 
Instructional 
Materials 

Design and 
Conduct 
Formative 
Evaluation 
of Instruction 

Design and 
Conduct 
Summative 
Evaluation 

Identifying Instructional 
Goals Using Front-End 
An 

V 

Background 

perhaps the most critical event in the instructional design process is identifying 
the instructional goal. If done improperly, even elegant instruction may not serve 

the organization's or the intended learners' real needs. Without accurate goals de-
signers run the risk of planning instructional solutions for which needs do not really 
exist. There are many ways to identify instructional goals, but four common meth-
ods that come to mind are the subject-matter expert approach, the content outline ap-
proach, the administrative mandate approach, and the performance technology 
approach. 

Every reader of this book could be considered a subject-matter expert (SME, pro-
nounced S-M-E or smee) in some area. You have completed, or will complete, an un-
dergraduate degree in some field. Your knowledge of that field now greatly exceeds 
that of the general public, so you would be considered a SME. When SMEs are asked 
to develop instruction in their areas of expertise, they will most likely consider their 
own learning on the subject. Depending on their evaluation of their own knowledge, 
they try either to replicate it for students or to improve it. The instructional goals es-
tablished by SMEs often contain words such as know and understand with regard to 
content information. This approach to the teaching—learning process assumes that 
students need to learn what the SME knows and emphasizes the communication of 
information from instructor to student in the instructional process. 

15 
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A second way to identify instructional goals is the content outline approach, in 
which convincing evidence that a performance problem exists is assumed to be caused 
by students not having learned the right type or amount of content. This approach 
often occurs when the "right type and amount of content" are outlined in predefined 
curriculum standards and frameworks, corporate policies, equipment manuals, train-
ing manuals, and so forth. One danger with this method is being locked into content 
standards that may no longer be relevant or that never were adequate solutions for 
organizational or social needs. Another danger is assuming that new instruction or 
more instruction will solve the problem when, in fact, the problem may be due to lack 
of accountability, lack of incentives, outdated tools, organizational culture, or some 
other factor. 

It often happens that goals are identified for initiating the ID process simply be-
cause a person, a panel, a board, an agency, a work team, a supervisor, a program man-
ager, or some other administrative authority issues a mandate that training for the 
selected goals will occur. Goals selected by mandate can be valid if appropriate plan-
ning and insight were exercised by the administrator on whose authority the train-
ing is based, or if an instructional designer can exercise political savvy and negotiating 
skills to confirm or redirect goals after the fact. Unfortunately there often is little lat-
itude for negotiation, and this "ready-fire-aim" approach frequently misses the mark. 
Note that some goals selected through mandate can be valid by definition when re-
quired by federal or state law, by union contract, by safety requirements for new em-
ployee hires, and so forth. Such goals are true mandates and usually go straight to the 
training department. The student performance standards enacted by state legislatures 
are also examples of true mandates in public education and are passed down to school 
districts and schools for implementation. 

Instructional designers favor a fourth approach, performance technology, in 
which instructional goals are set in response to problems or opportunities within an 
organization. There are no preconceived notions of what must be learned, of what 
will be included in an instructional package, or that, in fact, there is any need for in-
struction at all. Designers attempt to work with those responsible for ensuring that 
an organization is meeting its quality and productivity goals. These concerns apply 
to any organization, private or public. Private organizations are motivated to meet 
productivity goals and their clients' and customers' needs. Public agencies, including 
public schools, share this motivation and also strive to meet the needs for which tax-
payers have mandated the expenditure of public funds. To the extent they are not 
doing so, changes must be made, and the crucial issue becomes determining the cor-
rect modifications. 

Designers engage in performance analysis and needs assessment processes to iden-
tify the problem precisely, which is not always an easy task. The real problem is not 
always as it initially appears. After the problem is identified, the designer attempts 
to discover the causes of the problem, and then enumerates an array of solutions that 
could be implemented to solve the problem. One step toward a solution could be iden-
tifying a set of instructional goals for initiating the ID process, but seldom is in-
struction the single answer to a problem. Usually a combination of changes is required 
to solve the problem effectively. 

Concepts 

phe model we use throughout this text is to guide the design, development, and 
1 revision of instruction. It has long been accepted that careful analysis is absolutely 

critical prior to initiating the design of instruction. This analytical work is sometimes 
referred to as front-end analysis and typically includes performance analysis, needs 
assessment, and in some cases job analysis. We will provide an overview of these three 
planning processes in this concepts section, but front-end analysis is not an activity 
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for which we provide detailed procedures and examples. Figure 2.1 will help to clar-
ify how the skills that you are learning in this text fit into more complex, larger-scale 
training and curriculum development projects. For most instructional design efforts 
in school and university settings and for many professional and technical training proj-
ects, the brief overview and examples of front-end analysis in this chapter will serve 
the novice designer well. 

Those readers who are using this book as part of a graduate degree program in 
instructional systems design or instructional technology may find that coursework 
in evaluation, performance analysis, and needs assessment is part of their programs 
of study. Others wanting in-depth preparation in front-end analysis are referred to 
books by Brown and Seidner (1998) for evaluation; Rossett (1999), Mager and Pipe 
(1997), and Robinson and Robinson (1995) for performance analysis; Kaufman 
(1998), Kaufman et al. (2002), and Rossett (1987) for needs assessment; and Jonassen, 
Tessmer, and Hannum (1999) for job analysis. If you are a student using this book 
you may be designing and developing a unit or lesson of instruction as one of the re-
quirements for your class. If that is the case, you might start your project at the "Conduct 
Needs Assessment as Required" step in Figure 2.1 and go straight to "Identify Goal 1 
for Initiating the Design of Instruction." To provide a broader context for instructional 
design, the discussion that follows includes an overview of performance analysis with 
examples from business and public schools. 

Performance Analysis 

Performance Analysis in a Business Setting Public and private organizations are 
continually faced with problems that senior officers and managers must identify 
and solve. Problems reflect a failure to achieve certain organizational goals or to take 
advantage of opportunities. Those failures are often seen as resulting from a lack 
of or improper use of skills; thus, it is not unusual for an officer to identify a prob-
lem and assume that training is the solution. Such problems are often presented 
to the training department with the request that they develop training to solve the 
problem. 
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Even when a direct request for training has not been made, the response to some-
one saying, "I've got a problem!" has often been, "OK, let's do a needs assessment 
and find out what training we can provide." Needs assessment is an indispensable 
tool for solving problems, but a performance technologist would take a different mind-
set into the problem situation and do some analysis before deciding that training 
should be provided. In common terminology this mind-set is called critical thinking. 
Being a critical thinker is both attitude and intellectual skill; that is, one must choose 
to act like a critical thinker and master the analytical techniques employed by a crit-
ical thinker. Some of these attitudes and techniques include being open-minded, be-
ing objective, seeking root causes, viewing a problem from multiple perspectives, giving 
a fair hearing to evidence on multiple perspectives, suspending judgment until all per-
tinent information has been heard, listening to contrary views, and changing a con-
clusion in the face of compelling information. Applying critical thinking attitudes and 
skills is more difficult from within an organization than from outside. That is why 
outside consultants are often hired to conduct strategic planning and performance 
analysis activities. Instructional designers, however, are most often part of the orga-
nization in which they practice their profession, so must cultivate this critical think-
ing mind-set to be effective performance analysts. 

To explain performance analysis further we will consider an example from pro-
fessional and technical training. In our example the head of a large information sys-
tems (IS) division came to the training manager and said, "The customer service 
call center has grown so fast that we can't keep up with all of the service orders on 
their computer workstations. Instead of hiring more service technicians, corporate 
personnel wants me to accept six transfers from other divisions who are scheduled 
for termination due to downsizing. I'm going to start screening candidates for trans-
fer, but I know they won't have the skills we need. I want you to decide whether 
we should train them ourselves in desktop troubleshooting and repair or send them 
outside for training." The training manager replied, "Thanks for the heads-up. I'll 
check with the customer service manager and get back to you tomorrow morning." 
The training manager did some homework that night, and the next morning she 
diplomatically proposed a performance analysis rather than a quick jump into a 
training program. The director of information systems agreed to hold up the screen-
ing process, but only for a week and a half, saying, "Go ahead and see what you can 
do." Some of the steps she took and information she learned over the next ten days 
are as follows: 

• The computer breakdown problem was in the customer service call center, which 
had expanded rapidly with many new customer representatives and computer 
purchases. Current staffing in IS was not sufficient to keep up with the work-
station troubleshooting and repair needs. 

• One of the business goals for the customer service unit was to improve customer 
relations. 

• One operational target for improved customer relations was customer satisfac-
tion with 96 percent of telephone contact opportunities. 

• To reach the satisfaction target, the customer service division had set performance 
standards of "maximum of three automated call menu selections before reaching 
a live representative" and "maximum average wait time of 90 seconds before 
reaching a live representative." (There were other performance standards but 
these are the only ones we will consider here.) 

• When the training manager checked the most recent customer follow-up data she 
found that satisfaction with telephone contact was running at 76 percent, and 
when she checked telephone log tracking reports she found that average wait time 
was just over two and a half minutes and wait time for 17 percent of calls was 
over five minutes. Clearly, a business goal of the customer service unit and a tar-
get performance standard were not being met. 
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• The training manager checked computer workstation problem reports, downtime, 
and repair logs in IS and found that hiring and training new computer techs to 
get workstations repaired and back online sooner would, indeed, decrease ser-
vice interruptions in the call center and thereby lower average caller wait time. 

But were there other solutions? Here is what the training manager found when she 
suspended judgment pending additional information, began to analyze the system of 
components and relationships among components that could be contributing to the 
performance problem, and entertained the possibility of alternatives to a training 
solution. 

• She took another look at the telephone logs and checked a sample of transaction 
records. She discovered that fully a quarter of all calls going to the experienced 
customer service representatives with specialized training were simple informa-
tion requests that could be handled by a receptionist-level person without a com-
puter workstation. 

• She looked again at the workstation problem reports and repair logs and found that 
16 percent of downtime was due to simple configuration fixes and crash reboots 
with which inexperienced customer service representatives were not familiar. 

• She found that computer purchases had barely kept up with the growth of the 
customer service call center and that IS did not have much shelf inventory to swap 
a working computer for a broken computer. 

At the end of her ten days of performance analysis, the training manager, the head 
of information systems, and the customer service manager had a meeting and decided 
to try the following strategies for solving the performance problem and helping the 
customer service unit achieve its business goal. 

• The training manager agreed to work with the telephone systems person in IS to 
improve call screening by clarifying the contents of the menu choices in the au-
tomated answering scripts and by adding another choice in two of the three menu 
levels. These changes would route a greater percentage of simple information re-
quests to a pool of the newer, less-experienced customer service representatives. 

• The training manager agreed to work with IS on a job aid for each workstation, 
a small laminated card with a decision tree of simple "if this happened, then do 
that" suggestions for computer "first aid." She also agreed to do a brief inter-
active training piece that would be available on the company's intranet to step 
the customer service representatives through the terminology and the process in 
the decision tree. 

• IS decided to accelerate its computer purchase schedule to create some shelf in-
ventory of machines that could be configured and available for service while bro-
ken units were being repaired. 

• All agreed that it would be a good idea to allow some time for implementing and 
evaluating the proposed solutions and, in the mean time, to hire temporary com-
puter technicians as needed from an outside employment services agency. 

In solving the performance problem described in our example, the training di-
rector followed a "performance relationship map" formulated by Robinson and 
Robinson (1995) for organizing performance analysis efforts. The strategy of the re-
lationship map is to relate a problem that has been voiced to a core organizational or 
business outcome and then check operational goals and performance standards re-
lated to that outcome. Table 2.1 is a summary in question and answer form of the 
relationship map process for performance analysis. 

The purpose of a performance analysis study as depicted in Table 2.1 is to ac-
quire information in order to verify problems and identify solutions. The outcome 
of a performance analysis study is a clear description of a problem in terms of fail-
ure to achieve desired organizational results and the corresponding desired and actual 
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table 

2.1 

Application of the Robinson and Robinson (1995) Performance 
Relationship Map 

Performance Analysis Question Performance Analysis Answer 

1. What is the problem that was origi- 	1. A training program for six new computer 
nally voiced? 
	

techs for desktop troubleshooting and re- 
pair in the customer service call center. 

2. Is the voiced problem related to a 
	

2. Yes: Improve customer relations. 
core organizational outcome? 

3. Are there established operational 
	

3. Yes: 96 percent customer satisfaction 
goals for this outcome? 

	
with service contacts by telephone 
(desired status). 

4. Is the operational goal being met? 
	

4. No: 76 percent customer satisfaction 
with service contacts by telephone 
(actual status). 

5. Is there an operational need? 
	

5. Yes: Eliminate the twenty percentage 
point gap between the desired status and 
the actual status. 

6. Have job performance standards been 
	

6. Yes: Maximum of three automated call 
set for achieving the operational goal? 

	
menu selections and maximum average 
wait time of ninety seconds before 
reaching a live service representative 
(desired status). 

7. Are job performance standards being 
	

7. No: Average wait time over two and a half 
met? 
	

minutes and wait time for 17 percent of 
calls over five minutes (actual status). 

8. Is there a job performance need? 
	

8. Yes: Eliminate the sixty-second gap 
between the desired status and the actual 
status. 

9. Are there external factors outside 
	

9. No: Operational and job performance 
the control of local management that 

	
needs appear to be within the control of 

are contributing to operational and 
	

local management. 
job performance needs (e.g., govern- 
ment regulations, corporate hiring 
freeze, labor contract, corporation's 
national contract with telephone 
service provider, and so forth)? 

10. Are there internal factors within the 
	

10. Yes: Work flow, logistics, employee skills, 
control of local management that are 	man hours. 
contributing to job performance 
needs? 

11. Are there solutions for the perfor- 	11. Yes: Work flow—redesign call routing. 
mance needs? 
	

Logistics—accelerate computer acquisi- 
tions. Employee skills—create job aid with 
training. Man hours—hire technicians 
from temp agency. 

employee performance, evidence of the causes of the problem, and suggested cost-
effective solutions. Note that while an instructional designer may guide or partici-
pate in a performance analysis study, there is no assumption that instruction will be 
a component of the solution. These studies are often team efforts, and the results re-
flect what is possible given a wide range of organizational resources. An important 
consideration in selecting a solution is cost, and instruction is often one of the more 
expensive alternative solutions. Experience has shown that under careful analysis, 
many organizational problems that previously were addressed by training are now 
solved via multicomponent solutions that may or may not include training. If part 
of the solution is training on new skills or rejuvenating existing skills, then plans 
for a needs assessment and an instructional design project are made. 
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Performance Analysis in a Public School Setting The term performance analysis is 
seldom used in public schools, but the same kind of critical thinking is applied rou-
tinely to solve problems involving administrator, teacher, and student performance. 
For an example focusing on student performance, assume the principal of an ele-
mentary school was reviewing results from the state standards test and saw that fifth-
grade students were well below the state average for finding and using information 
resources, and low performance on this section of the test was pulling down the over-
all fifth-grade performance profile. The principal explained the student performance 
problem to the assistant principal (AP) for curriculum and said, "We need in-service 
training for the fifth-grade teachers and the media specialist in information literacy 
skills. Will you please arrange it?" The AP said she would take care of it, but before 
she looked into scheduling in-service training she did some investigating. Here are 
some of the steps she took and information that she found: 

• She checked the state standards and found that an information literate person 
"can recognize when information will help solve a problem, choose the best 
sources for valid and timely information, organize and synthesize the new in-
formation, and write and display the information appropriately for the problem." 
(Information literacy is the current term for library skills or research skills.) 

• She compared the state benchmarks and skills in information literacy with sam-
ple test items and old exams that had been released to the public. The benchmarks 
and test items required both recall of information and application of information 
and concepts to solve problem scenarios. The test items seemed to be valid mea-
sures of the skills. 

• She looked at scheduling and found that each class rotated through the media cen-
ter once a week for forty minutes of contact time. She observed several fifth-grade 
classes during their media center visits and noted that the students had only fif-
teen to twenty minutes for learning information skills after getting organized and 
settled down, checking books in, browsing for new books, checking new books 
out, and taking Accelerated Reader quizzes. The fifteen to twenty minutes of in-
structional time did seem to be relevant, focused, and on task, but she didn't ob-
serve much follow-up when the students went back to their classrooms. 

After her investigation, the AP briefed the principal on some tentative conclu-
sions and decided to meet with the fifth-grade teachers and the media specialist. In 
the meeting she became convinced they all had a good grasp of information literacy 
skills, but none were very pleased with how they were teaching the content. They all 
felt they did not have time to go beyond a simple descriptive level and work with the 
students on applying the skills. The teachers admitted they didn't spend much time 
in the classroom following up on the instruction in the media center because of pres-
sure to keep test scores up in reading, writing, and arithmetic, confirming the AP's 
observations of what was happening in the media center and the classrooms. The 
group concurred on the need for raising students' state test performance on using in-
formation resources and, agreeing they had to change their instructional practices, 
decided on the following action plan: 

• Free the media specialist to attend the fifth-grade teachers' group meetings for 
collaboratively planning a strategy for embedding information skills within class-
room language arts instruction. 

• Free the media specialist for team teaching time in the fifth-grade classrooms. 
• Upgrade from the desktop to the networked version of Accelerated Reader 

software so students could take AR tests and monitor progress in their own class-
rooms, thus freeing up instructional time during class visits to the media center. 

• Implement an intensive learning improvement program with instruction con-
taining embedded assessments, remediation, and enrichment. 
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The AP reported to the principal that she and the teachers believed they had a 
plan for solving the state test performance problem, but it would require some re-
sources. The principal concurred and said the money was available for the software 
upgrade. Freeing the media specialist would be more difficult but money for a part-
time media center clerk might be available from the PTA, the School Improvement 
Team's discretionary funds, a district budget for performance improvement projects, 
or from a combination of those sources. 

Although the AP would not have described her investigation as performance 
analysis, she was using good, solid problem-solving methods to look for root causes 
of the students' poor test performance. In-service training would not have improved 
student test scores, because the media specialist and teachers knew the content and 
how to teach it; the constraints in their school schedule prevented them from doing 
so. The need was for changes freeing sufficient time for students to learn application 
of the information literacy skills. 

The examples from business and education both illustrate instances where in-
struction was not the primary solution for a problem. Analyzing Performance Problems 
by Mager and Pipe (1997) describes a useful decision process for identifying perfor-
mance problems caused by circumstances other than instruction. Their process is 
distilled into a straightforward flowchart that is easy to understand and apply. When 
instruction is indeed the solution or part of the solution, then needs assessment is an 
important tool for getting the instructional design process on track for effective 
results. 

Needs Assessment 

The processes involved in conducting a large-scale needs assessment can be very so-
phisticated, but the logic of needs assessment is simple. Needs assessment logic was 
used as a tool in the performance analysis in Table 2.1. For example, look at steps 3 
through 5 and then at steps 6 through 8. There are three components of needs as-
sessment logic. The first is establishing a standard or goal that is referred to as the 
desired status—for example, ten fiction books in the school library for each student 
enrolled, 90 percent on-time arrivals for city busses, a 40 percent gross profit margin 
on hardware sales, or 95 percent success rate for students in the school district pass-
ing the functional literacy examination. The second component is determining the 
actual status or existing level of performance on the standard or goal—for example, 
eight fiction books per student, 77 percent on-time arrivals, 43 percent gross profit 
margin, and 81 percent of students passing. The third component is identifying the 
gap between desired status and actual status, thereby describing a need. Following our 
examples, the school library needs two more fiction books per student; the city bus 
system needs 13 percent more on-time arrivals; gross profit margin is fine because ac-
tual status exceeds desired status; and the school district needs to increase the per-
centage of students passing the functional literacy examination by 14 percent. The 
logic of needs assessment can be summarized as a simple equation: desired status —
actual status = need. 

It has been noted that managers or executives often describe problems in terms 
of actual status, or the way things are now. Examples would be "Our deliveries are 
late," "Not enough of our students got to the district spelling bee," "Our sales are 
down," and "Too many of our students are failing the basic skills test." For actual sta-
tus and performance to have meaning in needs assessment, the investigator would 
have to establish standards for a desired status and then further identify exactly how 
late the deliveries are, how many students made the district spelling bee, how far sales 
are down, and what percentage of the students are failing the basic skills test. 

Careful descriptions of both desired and actual status are required, because a gap 
or need is defined as a comparison between the two. The gap of greatest consequence is 
that in organizational results. If it turns out that there is no gap, then there is no need 
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and no change is required, and obviously there is no requirement for new instruction 
or training. This is the situation whenever any organizational officer (including a school 
board member) surveys a situation and indicates that it is satisfactory—the desired and 
actual are the same and there is no need for change. 

We have seen that needs assessment logic is one of the tools used in performance 
analysis. If performance analysis indicates that training is one of the best solutions 
for a performance problem, then needs assessment will be used again. This would 
be called training needs assessment or learning needs assessment and would result in 
instructional goals for beginning an instructional design project. Recall that in the 
example of the customer service performance analysis the training director noted that 
16 percent of computer downtime was due to simple configuration fixes and crash 
reboots with which inexperienced customer service representatives were not famil-
iar. She decided that this was a training problem and volunteered to develop a job 
aid and training for workstation "first aid." At this point she would probably turn 
the task over to an ID project manager whose first thought would be "What is the 
real scope and nature of the performance problem that I want to solve through train-
ing?" Training needs assessment would help him answer his question. He would 
apply the three components of needs assessment logic by (1) working with subject-
matter experts in IS to develop realistic standards for workstation first aid perfor-
mance by customer service representatives (desired status); (2) studying work orders 
and maintenance logs and observing, interviewing, and perhaps testing customer ser-
vice representatives (actual status); and (3) describing the gaps between standards 
for performance and actual performance levels (needs). Through this needs assess-
ment work, the project manager could state a job performance standard for use by 
management in tracking the success of training and an instructional goal for begin-
ning an ID project. The job performance standard could be "Customer service rep-
resentatives will solve 95 percent of simple desktop configuration and crash reboot 
problems," and the instructional goal could be "Using a decision tree job aid, cus-
tomer service representatives will diagnose simple desktop configuration and crash 
reboot problems and fix the problems without help from coworkers, supervisors, or 
IS technicians." 

Kaufman (1998), Kaufman, Herman, and Watters (2002), and Kaufman, Oakley-
Brown, Watkins, and Leigh (2003) have provided many insights into the needs as-
sessment process, including the distinction between means and ends in terms of what 
organizations do and areas in which organizations have problems. Consider the fol-
lowing example from the public schools. 

It is not unusual to hear principals say their teachers "need" to know more about 
computers. As a result, a workshop is provided so teachers can all become more com-
petent. In this situation, teacher skills should be viewed as a means to an end, to turn 
out more competent students. If the real needs assessment issue is "What are the de-
sired computer skill levels and the actual computer skill levels of the students?' and 
"If there is a gap and a need here, then what are the various solutions to upgrade those 
skills?" a workshop for all teachers may or may not be the best solution. Kaufman 
urges us to examine gaps in organizational results rather than internal processes when 
we begin to identify needs and make plans for spending organizational resources to 
meet these needs. 

Needs assessment is a critical component of the total design process. Trainers 
and educators must be aware that the creation of unnecessary instruction has a 
tremendous cost in dollars and encourages detrimental attitudes in students in-
volved in pointless learning activities. Therefore, more emphasis is being placed on 
front-end analysis, performance analysis, and other approaches for identifying needs 
more accurately. In the past it was common for survey instruments to be the major 
means of identifying and documenting training needs. Today surveys are being sup-
plemented or supplanted with more insightful interviews and direct observations 
of performers. 
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Job Analysis 

For the sake of completing our overview of front-end analysis, we include a brief look 
at job analysis, the process of gathering, analyzing, and synthesizing descriptions of 
what people do in their jobs. Job analysis is a managerial activity that gained popu-
larity in the late 1800s and early 1900s with time-and-motion studies. It has evolved 
to serve many roles within the human resource development function, including 
(1) human resource forecasting and planning, (2) selecting and recruiting personnel, 
(3) ensuring equality of employment opportunity, (4) designing performance reviews, 
(5) developing compensation plans, (6) designing and redesigning jobs, and (7) plan-
ning training, job aids, performance support systems, and employee development. 
Current descriptions of what people do in their jobs are particularly useful in an era 
of constant, rapid, technological change and job dislocation, because descriptions of 
what people do provide a baseline for making decisions about redesigning jobs for or-
ganizational effectiveness, personal productivity, and job satisfaction. 

In a typical job analysis, a particular job is characterized in general terms accord-
ing to the people who work in the job and the environment surrounding the job. Then 
an inventory is developed of the tasks thought to comprise the job, and these tasks are 
grouped according to common characteristics into categories called duties. After the 
task inventory is assembled, it is screened by asking subject-matter experts and job in-
cumbents whether the tasks really are a part of the job. After revision, the tasks are 
formatted as a survey, response scales and directions are added, and the survey is pi-
lot tested. Following a final revision, the survey is duplicated and distributed to a sam-
ple of job incumbents. Respondents are typically asked to respond to questions such 
as: "Is this a task that you perform as part of your job?" "How frequently do you per-
form this task?" "What percentage of your workday do you spend on this task?" "How 
critical is this task to the success of your job?" and, "How difficult is this task to per-
form?" After return of the surveys, responses are summarized on a task-by-task basis, 
and high-priority tasks are chosen for further review. All of the processes described 
thus far in this general sequence are called job analysis. The process of task analysis 
begins when the tasks chosen for further review are broken down into component el-
ements, the relationships among elements are detailed, the tools and conditions in-
volved in performing each element are described, and standards for successful 
performance are written. Task analysis work is complex, very labor intensive, and time 
consuming; therefore, it is usually done only when specifically required for job design 
and redesign and for the design and development of critical training. When job analy-
sis is conducted in professional and technical training contexts, it is usually to answer 
questions about what job performance really is and to focus training resources on tasks 
that offer a high probability of gains in job efficiency, effectiveness, and satisfaction. 

In summary, instructional goals are ideally derived through a process of perfor-
mance analysis that establishes rather broad indications of a problem that can be 
solved by providing instruction. Then a needs assessment is conducted to determine 
more specifically what performance deficiencies will be addressed, and an instruc-
tional goal is stated. Sometimes further examination of that goal is undertaken, ei-
ther in the context of a curriculum or a job analysis. As a result, more refined specific 
statements of instructional goals emerge that focus on what learners will be able to 
do and the context in which they will be able to do it. Regardless of the procedure 
that is used to generate a goal, it is almost always necessary for the designer to clar-
ify and sometimes amplify the goal in order for it to serve as a firm starting point for 
the instructional design process. Many goals are abstract or fuzzy, and designers must 
learn how to cope effectively with them. 

Clarity in Instructional Goals 

Mager (1997) has described a procedure that the designer can use when a vague, 
nonspecific goal is encountered. A fuzzy goal is generally some abstract statement 
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about an internal state of the learner, such as "appreciating," "having an aware-
ness of," "sensing," and so on. These kinds of terms often appear in goal state-
ments, but the designer doesn't know what they mean because there is no 
indication of what learners would be doing if they achieved this goal. Designers 
assume that at the successful completion of their instruction, students should be 
able to demonstrate that they have achieved the goal; but if the goal is so unclear 
that it is not apparent what successful performance would be, then further analy-
sis must be undertaken. 

To analyze a vague goal, first write it down. Then indicate the things people would 
do to demonstrate that they had achieved that goal or what they would be doing if 
they were performing the goal. Don't be too critical at first; just write everything down 
that occurs to you. Next, sort through the statements for those that best represent what 
is meant by your unclear goal. Now incorporate each of these indicators (there may 
be one or quite a few) into a statement that tells what the learner will do. As a last 
step, examine the goal statement and ask yourself this: If learners achieved or demon-
strated each of the performances, would you agree that they had achieved your goal? 
If the answer is yes, then you have clarified the goal; you have developed one or more 
goal statements that collectively represent the achievement of an important goal. In 
the Examples section of this chapter we demonstrate how this process can be used 
with vague goals. 

The designer should be aware of this type of goal analysis procedure because many 
critical educational and training goals are not initially stated as clear, concise de-
scriptions of performances of learners. They often are stated in terms that are quite 
meaningful (in general) to the originator, but have no specifics that the designer can 
use for developing instruction. Such goals should not be discarded as being useless. 
An analysis should be undertaken to identify specific performance outcomes that are 
implied by the goal. Often it will be helpful to use a number of knowledgeable people 
in the process so that you see the range of ideas that can emerge from the goal and 
the need for consensus on specific behaviors if truly successful instruction is to be 
developed. 

Learners, Context, and Tools 

Whereas the most important aspect of an instructional goal is the description of what 
learners will be able to do, that description is not complete without an indication of 
(1) who the learners are, (2) the context in which they will use the skills, and (3) the 
tools that will be available. A preliminary description of these aspects is important 
for two reasons. First, they require the designer to be clear about exactly who the learn-
ers will be rather than making vague statements or allusions to groups of learners. It 
is not unheard of for a design project to come to a halt when it is discovered that there 
are no learners available to receive the instruction. In essence, the instruction has no 
market. 

Likewise, from the very beginning a project designer must be clear about the 
context in which the skills will be used and whether any aids or tools will be avail-
able. We will refer to this as the performance context. For example, if learners are go-
ing to be using computational skills, will they have access to calculators or 
computers? In the performance context, will they be working at a desk, or will they 
be on their feet talking to a customer? Must information be available from mem-
ory, or can a computer-based performance support system be used? Information 
about the performance context and the characteristics of the people who will be re-
ceiving the instruction is extremely important as the designer begins to analyze ex-
actly what skills must be included in the instruction. Eventually, the information 
will be used to select instructional strategies to promote the use of the skills, not 
only in the learning context but also in the context in which they are eventually in-
tended for application. 
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A complete goal statement should describe the following: 

• The learners 
• What learners will be able to do in the performance context 
• The performance context in which the skills will be applied 
• The tools that will be available to the learners in the performance context 

An example of a complete goal statement would be the following: "The Acme call 
center operators will be able to use the Client Helper Support System to provide in-
formation to customers who contact the call center." All four components of a goal 
statement are included in this statement. 

Criteria for Establishing Instructional Goals 

Sometimes the goal-setting process is not totally rational; that is, it does not follow 
a systematic needs assessment process. The instructional designer must be aware 
that instructional design takes place in a specific context that includes a number of 
political and economic considerations as well as technical or academic ones. Stated 
in another way, powerful people often determine priorities, and finances almost 
always determine the limitations of what can be done on an instructional design 
project. Any selection of instructional goals must be done in terms of the follow-
ing three concerns: 

1. Will the development of this instruction solve the problem that led to the need 
for it? 

2. Are these goals acceptable to those who must approve this instructional devel-
opment effort? 

3. Are there sufficient resources to complete the development of instruction for this 
goal? 

These questions are of great importance to the institution or organization that will 
undertake the development. 

We cannot overemphasize the importance of being able to relate logically and per-
suasively the goals of instruction to documented performance gaps within an orga-
nization. When instruction is developed for a client, the client must be convinced that 
if learners achieve the instructional goals, then a significant organizational problem 
will be solved or an opportunity will be realized through the use of the new skills. 
This kind of reasoning is as applicable to the development of instruction in public 
schools as it is to business, military, and public agencies. 

The rationale for an instructional goal may help garner support from decision 
makers, but the designer and managers must be assured that there is sufficient time 
and resources for both the development of the instruction and its delivery. Most de-
signers would agree that there seldom is sufficient time for either. One reason is that 
predicting the amount of time required to carry out a project is difficult. Another is 
that organizations often want something "yesterday!" 

Not only is it difficult to predict how long it will take to develop instruction, but 
it is also difficult to predict how long learners will take to master the instructional 
goals (i.e., how long will the instruction last?). No readily accepted rules of thumb re-
late instructional (or learning) time to skills mastered. So many factors are involved 
that time estimates are difficult to make. 

The most likely scenario is that the designer is told, "You have three weeks to 
develop a four-hour workshop." Until an organization has experience in making 
these decisions, they are based on immediate conditions in the work setting. Certainly 
the designer can shorten or lengthen instruction to fit the time available, but the 
primary instructional concern is to select the best possible instructional strategies 
for teaching the skills that must be mastered and then determine how much time is 



Examples 

required. Obviously, we can make more accurate learning-time estimates after sev-
eral tryouts of the instruction. 

The designer should examine additional questions when contemplating an indi-
vidual project. Assuming that a need has been established and that time and resources 
are available, then the designer should determine whether the content is stable enough 
to warrant the cost of developing it. If it will be out of date in six months, then ex-
tensive instructional development is probably not warranted. 

In addition, the instructional design process depends heavily on the availability 
of learners to try out the instruction. Without access to appropriate learners, the de-
signer will be unable to implement the total design process. A few learners are needed 
to try out rough draft versions of the instruction. If they are not available, then the 
designer will have to alter the ID process and may want to reconsider the validity of 
the need. 

The final concern is the designer's own expertise in the subject matter of the in-
struction that will be developed. Experienced professional designers often work in 
teams involved in a content area that is, at least initially, totally foreign to them. The 
ability and willingness to work in teams is one of the most important characteristics 
of a successful designer. A great deal of content learning must take place before the 
designer can work effectively. For those just learning the design process, it is prefer-
able to begin with a content area in which they already have subject-matter exper-
tise. It is a lot easier to learn one new set of skills, namely instructional design skills, 
than it is to learn two new sets of skills—both content and process—at the same time. 

If you have chosen (or are required) to design an instructional package as you 
work through the chapters of this book, the process will consume many hours of your 
time. Before you select or identify an instructional goal, review the criteria listed in 
this chapter. It is particularly important (1) that you have the expertise to deal with 
the subject matter, (2) that learners are available to you to help evaluate and revise 
the instructional materials, and (3) that you have selected a goal that can be taught 
in a reasonable amount of time. 

Examples 

Three examples of the procedures used to develop instructional goals may help 
you formulate or evaluate your own goals. All three examples are based on an 

identified problem, needs assessment activities, and a prescribed solution to a prob-
lem. Each example has its own scenario to help clarify the context of the problem 
and the process used to identify the goals. The first example concerns providing 
friendly customer service in a banking context. The second example on group lead-
ership training is the Case Study for this chapter. For a third example from a school 
learning context, see the School Learning Case Study: Sentence Variety in 
Appendix A. 

Providing Customer Service 

For this example a local bank noticed a problem with low customer satisfaction 
ratings in its branch offices, primarily from customers completing lobby transac-
tions with tellers and with customer service representatives. Informal performance 
analysis indicated that a satisfaction problem did indeed exist, stemming from cus-
tomers' perceptions that bank personnel were often impersonal and sometimes 
short in their dealings. Unable to immediately determine whether bank personnel 
didn't know how or didn't take the time to interact in a polite, friendly, businesslike 
manner, further investigation revealed a common feeling of needing to hurry 
through a transaction so that other customers would not be kept waiting. However, 
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an even more significant factor was that many employees did not know simple rou-
tines for courteous business interactions and did not have strategies for main-
taining personalized contact with customers during high-volume times in the lobby. 
Training would certainly be part of an effective solution and the following in-
structional goal was identified: 

Personnel will know the value of courteous, friendly service. 

Although we can all agree that the intentions of this goal are sound, it can be classi-
fied as fuzzy and should be clarified. Simply because a goal is fuzzy does not mean it 
is not worthwhile. Just the opposite—it may be very worthwhile, as in this particu-
lar case of a goal that is common to many banks, even though it may still need some 
work. 

First, the phrase will know the value of can be changed to will demonstrate in order 
to communicate better what is expected of personnel. Second, we must determine ex-
actly what personnel are expected to demonstrate. We can begin this task by dividing 
the comprehensive term service into more interpretable main parts. We chose to define 
service as (1) a greeting to the customer, (2) a business transaction, and (3) a con-
clusion. Even with these two relatively minor changes, the goal is much clearer. 

Original Goal 	 Restated Goal 

Personnel will know the value 
	

Personnel will demonstrate courteous, friendly 
of friendly service. 	 behavior while greeting customers, transacting 

business, and concluding transactions. 

Although the goal is much better in the new form, there are still two terms, courteous 
and friend/g, that remain to be clarified. By relating these two concepts to each of the 
three stages of service that have been identified, we can further clarify the goal. Before 
continuing, remember the five steps included in making a fuzzy goal clearer: 

1. Write the goal on paper. 
2. Brainstorm to identify the behaviors learners would demonstrate to reflect their 

achievement of the goal. 
3. Sort through the stated behaviors and select those that best represent the goal. 
4. Incorporate the behaviors into a statement that describes what the learner will 

be able to do. 
5. Evaluate the resulting statement for its clarity and relationship to the original 

fuzzy notion. 

To help with the brainstorming process of identifying behaviors implied by 
courteous and friendly, we described behaviors specific to each of the three stages of 
service. We also decided to consider behaviors that could be classified as discourte-
ous and unfriendly in a bank setting. The behaviors bank personnel could demon-
strate and should not demonstrate to be considered courteous and friendly are listed 
in Table 2.2. The descriptions of courteous and discourteous behaviors can be given 
to bank administrators for additions, deletions, and further clarification. 

When the list of representative behaviors is as complete as you can make it, re-
view it at each stage of service to identify key behaviors that best represent the in-
structional goal. Based on the sample list, we restate the instructional goal as follows. 
All three forms of the goal are included to enable comparisons for completeness and 
clarity. 

Original Goal Personnel will know the value of courteous, friendly service. 

Revised Version Personnel will demonstrate courteous, friendly behavior while 
greeting customers, transacting business, and concluding transactions. 



1. Initiate greeting to customer (e.g., 
"Hello" or "Good morning."). 

2. Say something to customer to make ser-
vice appear personal: (a) use customer's 
name whenever possible, (b) say, "It's 
good to see you again," or "We haven't 
seen you for a while." 

3. If you must complete a prior transac-
tion before beginning work, smile, ver-
bally excuse yourself, and say you will 
only need a moment to finish your cur-
rent task. 

4. Inquire, "How may I help you today?" 

1. Wait for customer to speak first. 

2. Treat customer like a stranger or some-
one you have never seen before. 

3. Simply continue working on a task and 
fail to look up or acknowledge a cus-
tomer until you are ready. 

4. Wait for customer to initiate conversa-
tion about service needed. 

1. Attend to the customers currently wait-
ing in your line. If you must leave your 
station, simply inform newly arriving 
customers that your line is closing and 
invite them to begin waiting in an alter-
nate line. 

2. Listen attentively to customer as he or 
she explains problem or service desired. 

3. Keep customer's business as the 
primary focus of attention during 
transaction. 

4. Complete any missing information on 
the form yourself, explaining to the cus-
tomer what you have added and why. 

5. Give complete, clear instructions for ad-
ditional forms that the customer should 
complete. 

1. Shuffle customers to another line after 
they have waited in yours for a while. 

2. Interrupt customers, even though you 
believe you know what they are going to 
say and can see by the paperwork the 
type of transaction they wish. 

3. Chat with employees or other cus-
tomers, thereby delaying current 
customer. 

4. Simply inform customers they have in-
correctly or incompletely filled out a 
form, thereby making it their problem. 

5. Simply say, "Complete these other forms 
and then come back." 

1. Inquire whether they need any addi-
tional services today. 

2. Thank the customer for his or her 
business. 

3. Verbally respond to any comments that 
the customer may have initiated (e.g., 
the weather, a holiday or upcoming va-
cation, your outfit or haircut, new deco-
rations, etc.). 

4. Conclude with a wish for their well-
being (e.g., "Take care," "Have a nice 
trip," "Have a nice day," or "Hurry 
back."). 

1. Dismiss a customer by focusing your eyes 
on the next customer in line. 

2. Act like you have done him or her a favor 
by completing the transaction. 

3. Let customer-initiated comments drop as 
though unnoticed. 

4. Allow customers to walk away without 
a final comment or wish for their 
well-being. 

table 
2.2 

Friendly and Courteous Behaviors During Business Transactions 

with Customers 

Greeting the Customer 
DO 
	

DON'T 

Transacting Business 
DO 
	

DON'T 

Concluding Transaction 
DO DON'T 

Examples 	29 
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Final Goal 

• Personnel will demonstrate courteous, friendly behavior while greeting cus-
tomers, transacting business, and concluding transactions by initiating conver-
sation, personalizing comments, focusing attention, assisting with forms, and 
concluding with a "thanks" and a wish for the customer's well-being. 

• Learners, contexts, and tools: The learners (personnel) are all bank employees who 
work directly with customers either in person, by telephone, or through written 
correspondence. The context is most typically the bank facility and spontaneous, 
interactive work with customers. Personnel will have no communication aids 
available to assist them in interacting with customers. 

Although the final goal reflects only a subset of the behaviors generated during 
the brainstorming process, those selected convey the basic intention of the instruc-
tional goal. The complete list of courteous and discourteous behaviors that was gen-
erated should be saved as input for subsequent instructional analysis activities. 

This example related to clarifying a fuzzy goal demonstrates that although tak-
ing a first step toward goal clarification can result in a clearer instructional goal, it 
may still be open to interpretation by instructional designers or instructors. Sometimes 
the goal must be clarified further by defining the actual behaviors to be demonstrated 
within each of the general categories included in the instructional goal. 

A final concern when identifying instructional goals is the context in which the 
behavior will be performed. The instructional goal for bank personnel implies that 
the ultimate performance will be with customers in a bank. The performance con-
text in which the goal is accomplished will have important implications for the in-
structional strategy. 

Case Study:  Group Leadership Training 

his case study on group leadership training will serve as a running example to 
help the reader put the ID process together and will be included toward the end 

of every chapter between the Examples section and the Summary. Training effective 
group leaders is a common need in organizations ranging from community volunteer 
groups to business, industry, military, government, and education. Regardless of the 
context, any course of action dependent on productive group process requires effec-
tive group leadership. The setting for our case study is a community volunteer con-
text wherein a need is found for preparing Neighborhood Crime Watch group leaders. 
The following paragraphs describe planning decisions based on needs assessment, the 
instructional goal, information for clarifying the instructional goal, and criteria for 
establishing instructional goals. 

Leading Group Discussions 

Performance Analysis In response to rising neighborhood crime rates, a task force 
was constituted by the state department of law enforcement to conduct an exten-
sive statewide performance analysis of neighborhood policing. In the course of its 
analysis, the task force documented significant disparities between ideal commu-
nity policing levels and the actual level of policing that local city and county de-
partments were able to provide. Following a thorough analysis of resources available 
to local police departments and the constraints under which they operate, one pos-
sible solution suggested for improving neighborhood policing services was in-
creasing support for Neighborhood Crime Watch (NCW) organizations. It was noted 
that across the United States and England, active NCW communities bolstered the 
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effectiveness of local police, improved community—police communications, and re-
duced the number of crimes committed within their neighborhoods. The panel 
studying this data called for finding ways to help neighborhoods better help them-
selves and targeted the Neighborhood Crime Watch Association as an organization 
worthy of further support. 

Needs Assessment A second task force was appointed to conduct a needs assess-
ment study for Neighborhood Crime Watch organizations to determine how to in-
crease the number of active NCW organizations within an area and improve the 
effectiveness of existing organizations. This panel concluded that (1) the NCW leader 
was the key person in determining the effectiveness of NCW groups, (2) leaders of 
the most effective groups had well-developed group discussion leadership skills, and 
(3) there was a chronic deficit of effective NCW leaders. 

The state, on the recommendation of the two task forces, decided to sponsor a 
grant to develop training for NCW leader volunteers throughout the state. The in-
struction was to focus on group discussion leadership skills, and training materials 
were to be provided to all counties within the state. Support would also be provided 
to the staffs of local county government in-service training centers who would recruit, 
manage, and deliver the instruction. Training stipends were provided for one group 
of twenty NCW leaders per county for each of three years. 

Clarifying the Instructional Goal The instructional goal is (1) a clear, general state-
ment of learner outcomes that is (2) related to an identified problem and needs as-
sessment and (3) achievable through instruction rather than some more efficient 
means such as enhancing motivation of employees. 

What is the instructional goal? In this instance, the instructional goal is for 
NCW leaders to demonstrate effective discussion group leadership skills in a neigh-
borhood meeting. These discussions should be focused on encouraging neighbors to 
attend meetings, helping them identify crime problems in their community, and plan-
ning programs to help reduce identified problems. 

What is the relationship between the goal and the needs assessment study? 
The instructional goal is directly linked to the law enforcement needs assessment 
study and to the task force recommendations about effective NCW leadership at the 
community level. It is also directly related to evidence that effective discussion group 
leadership was highly correlated with active NCW groups. 

Does instruction appear to be the most effective way to achieve the goal? 
Developing effective discussion group leadership skills is directly related to instruc-
tion and practice, and these competencies are not likely to be developed through in-
centive programs for community volunteers. 

Who are the learners? The learners are community volunteers who have agreed 
to provide leadership for their community NCW organization. They have attained 
varying levels of education, from high school diplomas to advanced college degrees, 
and they have developed varying group leadership skills, through community and 
church organizations, membership in quality teams at work, or formal employment 
as company owners, department chairs, managers, or supervisors. Most will have had 
no formal instruction in small-group leadership. They are representative of the citi-
zens living throughout the state who choose to become involved in improving the qual-
ity of life for their families and communities. 

In what context will the skills be used? NCW leaders will use their group 
discussion skills in planning for neighborhood NCW meetings and in providing 
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leadership for the discussions that occur during the meetings. These meetings may 
occur in members' homes or in community centers within the neighborhood. 

What tools are available to aid learners' performance in the actual context? 
There are no formal tools available to the leaders. They do have access to neighbor-
hood police officers, crime prevention experts with the police department, and na-
tional, state, and local neighborhood-level crime statistics. Books are available that 
describe NCW groups, programs, and activities. There is, however, no formal support 
for further developing and refining discussion group leadership skills other than prac-
tice, practice, practice. 

Criteria for Establishing Instructional Goals Instructional designers can use certain 
criteria to help ensure that instructional goals warrant the cost and effort of design-
ing, developing, and field-testing instruction. The group leadership instructional goal 
is examined in the following paragraphs using these criteria. 

Is the instructional goal acceptable to administrators? In this instance, the 
design team interviewed local police agencies, county and state NCW association co-
ordinators, and personnel in the county learning centers to determine their percep-
tions of the importance for and the feasibility of the training. They also interviewed 
several local NCW leaders concerning their desire to participate in the NCW leader-
ship training sessions. Positive responses about the possibility of the instruction were 
received from all interviewees. 

Are there sufficient resources (time, moneg, and personnel) to develop in-
struction? The state grant appears to provide sufficient resources for the instructional 
development team to develop and field-test the materials. Resources are also available 
to support the county training centers in managing and delivering the instruction and 
for trainees to receive the instruction. 

Is the content stable? The content and skills underlying effective group dis-
cussion leadership are very stable. In fact, traces of John Dewey's 1910 book, How We 
Think, can be seen interwoven in modern texts on problem-solving discussions and 
productive teamwork in business, education, government, service, and recreation 
organizations. 

Are learners available? Learners are available for participating in both the de-
velopment and implementation of the instruction. Most current NCW leaders have 
received no formal leadership training and would therefore provide good feedback to 
the designers on instructional effectiveness. NCW coordinators have agreed to iden-
tify and contact NCW leaders for formative evaluation activities. They will also con-
tact and select the new volunteer members within a county area who will receive the 
instruction each year. 

This case study example demonstrates that instructional goal definition and re-
finement can be a lengthy, complex process that incorporates many people in the iden-
tification of problems, performance analysis, needs assessment, and statements of clear 
instructional goals. However, if instruction is to address real problems faced by an or-
ganization and reflect actual goals, then this process is necessary. 

Readers are reminded that a case study focused on school learning is available in 
the Appendixes. These materials are beneficial in part because they are collected to-
gether rather than spread through the chapters of the text. Readers can easily progress 
from one design document to the next and see the progress of the design. Appendix 
A provides examples of front-end analysis and determination of instructional goals 
relevant to this chapter. For additional case studies in instructional design, readers 
are referred to Ertmer and Quinn's ID Casebook (2003). 
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SUMMARY 

Instructional goals are clear statements of behaviors 
that learners are to demonstrate as a result of 
instruction. Typically derived through a front-end 
analysis process and intended to address problems 
that can be resolved most efficiently through 
instruction, instructional goals provide the founda-
tion for all subsequent instructional design activities. 

Instructional goals are selected and refined 
through a rational process that requires answering 
questions about a particular problem and need, 
about the clarity of the goal statement, and about 
the availability of resources to design and develop 
the instruction. 

You should answer several questions about the 
problem and need: 

1. Is the need clearly described and verified? 
2. Is the need foreseeable in the future as well as 

currently? 
3. Is the most effective solution to the problem 

instruction? 
4. Is there logical agreement between the solution to 

the problem and the proposed instructional 
goals? 

5. Are the instructional goals acceptable to admin-
istrators and managers? 

Questions you should answer related to the 
clarity of the instructional goal include the following: 

1. Do the behaviors reflect clearly demonstrable, 
measurable behaviors? 

2. Is the topic area clearly delineated? 
3. Is the content relatively stable over time? 

Questions to be answered related to resources in-
clude the following: 

1. Do you have expertise in the instructional goal 
area or reliable access to those who do? 

2. Are the time and resources required to complete 
the project available to you? 

3. Is a group of learners available during the devel-
opment process in order for you to evaluate and 
refine your instruction? 

Frequently, the instructional goal will be a very 
general statement of behaviors and content that must 
be clarified before some of the preceding questions 
can be answered. The procedure recommended for 
clarifying instructional goals includes the following 
steps: 

1. Write down the instructional goal. 
2. Generate a list of all the behaviors the learners 

should perform to demonstrate that they have 
achieved the goal. 

3. Analyze the expanded list of behaviors and select 
those that best reflect achievement of the goal. 

4. Incorporate the selected behaviors into a state-
ment or statements that describe what the learn-
ers will demonstrate. 

5. Examine the revised goal statement and judge 
whether learners who demonstrate the behav-
iors will have accomplished the initial broad 
goal. 

RUBRIC FOR EVALUATING INSTRUCTIONAL GOALS 

The rubric that follows contains a summary of the criteria you can use to evaluate and refine your instructional 
goals. It includes the main areas of congruence with the organization's needs, the feasibility of the goal, and its 
clarity. 

Designer note: If an element is not relevant for your project, mark NA for not applicable in the No column. 

No Some Yes 	A. Congruence with Organization Needs Is/are the instructional goal statement(s): 
1. Linked clearly to an identified problem in the organization? 
2. Linked clearly to documented performance gaps? 
3. Clearly a solution to the problem? 
4. Acceptable to those who approve the instructional effort? 
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No Some Yes 	B. Feasibility Does the plan include: 

1. Stable content/skills over time to warrant investment/resources? 
2. Sufficient designer expertise in instructional goal area? 
3. Sufficient people to design/develop/deliver instruction? 
4. Sufficient time to design/develop/deliver instruction? 
5. An adequate number of learners for development/delivery? 

C. Clarity Do the instructional goal statement(s) describe the: 

1. Actions of the learners (what they will do)? 
2. Content clearly? 
3. Intended learners? 
4. Performance context? 
5. Tools available to learners in performance context? 

D. Other 

1.  
2.  

An appropriate, feasible, and clearly stated instructional goal should be the product of these activities. Using 
this clarified statement of learner outcomes, you are ready to conduct a goal analysis, which is described in 
Chapter 3. 

PRACTICE 

The following list contains several instructional goals 
that may or may not be appropriate based on the cri-
teria for writing acceptable instructional goals stated 
in this chapter. Read each goal and determine whether 
it is correct as written or should be revised. If you be-
lieve it can be revised given the information available, 
revise it and compare your work with the revisions 
provided in the Feedback section that follows. 

1. The district will provide in-service training for 
teachers prior to the administration and inter-
pretation of standardized tests. 

2. Students will understand how to punctuate a va-
riety of simple sentences. 

3. Salespersons will learn to use time management 
forms. 

4. Teachers will assign one theme each week. 

5. Customers will understand how to balance a 
checkbook. 

The first step in developing a unit of instruction is to 
state the instructional goal. Several criteria can be 
used to help you select a suitable goal statement. From 
the following list of possible considerations for selec-
tion, identify all those that are relevant to a designer's 
selection of an instructional goal. 

	 6. Personal knowledge and skills in content 
area 
	 7. Stable content area 

	 8. Time required for writing instruction 
versus the importance of students pos- 
sessing that knowledge or skill 

	 9. Students available to try out materials 
for clarity and revision purposes 
	10. Areas in which students have difficulty 

learning 

	11. Few materials available on the topic 
though instruction is considered 
important 

	12. Content area is fairly logical 

An instructional goal must be stated as clearly as pos-
sible. From the following lists of considerations select 
all those within each section that are important for 
writing instructional goals. 
13. Clear statement of behavior 

a. Behavior required of the student is obvious 
in the goal. 

b. Behavior in the goal can be observed. 
c. Behavior in the goal can be measured to 

determine whether students have reached the 
goal. 

14. Clear versus fuzzy goals 
a. Instructional goal includes a clearly stated 

behavior. 
b. Any limitations that will be imposed on the 

behavior are stated clearly. 
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15. Time 
a. Approximate instructional time required for 

students to reach goal. 
Ti Approximate time you can devote to develop-

ing and revising instruction. 

16. Following a districtwide needs assessment on 
middle school students' writing skills, teachers 
decided to design special instruction that focused 
students on: 
• Writing a variety of sentence types based on 

sentence purpose. 
• Using a variety of sentence structures that vary 

in complexity. 

• Using a variety of punctuation to match sen-
tence type and complexity. 

Through instruction focused directly on the problems 
identified in the needs assessment, they hoped to 
change the current pattern of simplistic similarity 
found in students' compositions. Write an instruc-
tional goal for the instruction that can be used in the 
special unit on writing composition. 

17. Write an instructional goal for which you would 
like to develop a unit of instruction. 

FEEDBACK 

1. The instructional goal should be revised because 
it describes what the district is expected to ac-
complish rather than the teachers. The goal could 
be rewritten in the following way to reflect two 
units of instruction commonly provided by school 
districts. Notice the behavior to be exhibited by 
teachers has been clarified. 

• Teachers will administer selected standardized 
tests according to the procedures described in 
the test manual. 

• Teachers will interpret student performance 
on both individual and class profile sheets that 
are provided by the test maker. 

2. The goal should be revised because the words "will 
understand" are too general. The goal could be 
rewritten to clarify exactly the behavior students 
will use to demonstrate that they understand how 
to punctuate sentences. Additionally, the specific 
punctuation marks to be included in the lesson and 
used by students are included in the goal. 

• Students will punctuate a variety of simple 
sentences using periods, question marks, and 
exclamation points. 

3. "Learn to use" states the intended outcome of in-
struction, but behavior used to describe what 
sales personnel will actually do might be clarified 
as follows: 

• Sales personnel will complete time manage-
ment forms using daily, weekly, and monthly 
schedules. 

4. This is not an instructional goal but a description 
of the process teachers will use to enable students 
to practice composition skills; it totally ignores 
the nature of the skills students are expected to 

acquire during practice. Not enough information 
is included in the statement to enable the in-
structional goal to be rewritten. 

5. The phrase "will understand" in the goal is im-
precise. The instructional goal could be clarified 
as follows: 

• Customers will balance a checkbook using can-
celed checks, a check register, and a monthly 
bank statement. 

6-12. If you selected all of the criteria, you are cor-
rect. Each criterion is an important consideration 
in developing an instructional goal. With regard 
to personal knowledge of the topic, experienced 
instructional designers often work with SMEs 
from a variety of context areas in which the de-
signer has no expertise. 

13-15. All of the considerations listed are important. 

16. Compare your instructional goal for writing com-
position with this one: In written composition, 
students will: (1) use a variety of sentence types 
and accompanying punctuation based on the 
purpose and mood of the sentence and (2) use a 
variety of sentence types and accompanying 
punctuation based on the complexity or structure 
of the sentence. You will want to examine all the 
information related to the front-end analysis for 
the school curriculum case study located in 
Appendix A, which reflects the beginning point 
for a complete instructional design case study in 
a school context. Readers currently working in 
schools or planning to work in schools should 
benefit from this school-based example. 

17. Refer back to the criteria for evaluating instruc-
tional goals listed in the rubric for evaluating 
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instructional goals shown earlier. Evaluate your 
topic using each criterion statement. 

• Does your goal meet each criterion? 

• If it does not meet a particular criterion, can 
it be revised to do so? 

• If it does not meet a particular criterion and 
cannot be revised to do so, you may want to 
write another instructional goal and try 
again. 

You may need help in determining whether 
your goal meets some of the criteria for topic se-
lection such as need or interest, possibly by 
discussing these issues with colleagues and stu-
dents. Libraries and the Internet are good sources 
for determining whether materials on your topic 
are available and the nature of the available ma-
terials. Revise and rewrite your instructional goal 
as needed to meet the above criteria. 

You may check the clarity of your goal by ask-
ing colleagues and intended learners to interpret 
verbally the instructional goal you have written. 
Do they interpret the goal and the required  

behavior exactly as you intended? You may need 
to revise. 

If your goal is too big for the instructional 
time available (thirty minutes, one hour, two 
hours, etc.), you may want to divide the goal into 
its logical major parts, reword each part as an in-
structional goal, and then select the part most 
suited to your needs and time constraints. 

If your goal is too small for the amount of 
time you desire, consider the skills the student 
will need to enter your instruction and the skills 
the student will be ready to learn as a result of 
completing it. By considering skills related to 
your goal in this fashion, you can identify the ap-
propriate instruction to include for a specific pe-
riod of time. Of course you will want to revise 
your instructional goal to include more skills or 
information as required. 

Rewrite your instructional goal if necessary 
and begin Chapter 3 after you have developed a 
clear, behaviorally stated instructional goal that 
you estimate will fit the desired amount of in-
structional time. 
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