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Peace Corps Training Guidelines
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Training and Programming

A glance at the dictionaryy will indicate that one definition

of "system" is "an organized set of docktrines, ideas., Or

principles intended tv explain the working of a av;tématlc

whole. Peace Corps traininyg is such a system working within

a greater system which iAcludes program development, training

design and implementat.ion, volunteer support and program

evaluation. This Peace Corps-oriented approach’ prav;des'the i .
principles which can explain the working of the training system.

It also :alaLes tralnlnq to. the larger pragram tralnLng system.

A discussion of the larger*;ystem can be found in “"Integration
of Program-training Process" in the Introduction section of
these Guidelines. The graplr on the following pagce shows the
‘five major elements of the training system as steps in this
greater pragram—tfalnlnq system. - '
ES
' While programming and training all 1ntegrally related we often
look at them as separate and distinct operations. The 104 is
seen.as the end product of programming and training as a separate
operation. As a result training programs often don't accurately
reflect the project description document. All to often they
reflect the collective and at times mugually antagonistic,
biases of program and tralnlmg staff. _ |

&"fjf

volunteers often complain "I was trained for a job that
doesn't exist," or "I was trained for things I hardly ever do,
"or" I was given little or no training in the most important
skills required by my job."

These complaints occur primarily for three reasons:

1. . The programming process is not approached : -
systematically as a result it does not ’
produce an accurate description of what the

“job actually entails.
2. There is iittle or no relation between the .

.~ programming process and the training process.

4




3. There is little or no evaluation of volunteers
ir the field to determine:

a. the relevancy of the ?ragrammimg
and training process to the
volunteer job:

b. the efficiency of the training process
in preparing the volunteer for that job.
| understanding of the steps involved in the total Peace Corps
-ogrem~training process as well as the interelationship of
‘ogramming and training is essential to a trainer's ability
y design, implement and evaluate good training.

—
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integration of Program-Training Process

Pea:e Corps training of suitable candidates is part of a larger
program-training process involving program planning, recruit-
ment/placement, posting, Volunteer service and evaluation.

.A trainer's ability to produce effective and relevant training
depends on his understanding of this larger process and the
degree to which training is related to it. '

Whlla programming and training are ;ntegrglly related they
are often viewed as separate and distinct operations. The
104 is seen as the end product of programming. Having satis~
fied washington's requirements for program justification, ’
.attention is then turned to training. A training program
seldom accurately reflects the project description document.
All too often it reflects the collective and at times mutually
antaggn;stlgg biases of prggram and training staff.
Vé¢unteers often say "I was tralned for a job that ﬂﬂesn'L
exist. Oor, "I was trained for things I hardly ever d@.}

or, "I was given little or no tra;nlng in the mast impartant
skills requlred by my ‘job.' ’

These complaints occur primarily for three reasons:

1. The pragrammlng process is not appraached systematically
and does not produce an accurate description ﬂf what the

job actually entails.

2. There is little relationship between the programming
process and the training process. ' :

3.  There is little or no evaluation of volunteers in
the field to determine: (a) the relevancy of the
prngramm;ng and training process to ‘the Volunteer
job; and (c¢) the efficiency of the training process
in preparing the Volunteer for that job.

-
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One approach to systemizing an< integrating the pragrammlnq
and training functions 1is briefly autllned below. An
essential prélequlslte to effective use of the system is
having done the relevant homework, i.e., one must be familiar
in some depth with the technical area, the language, the cul-
~ tural frame of reference, etc. If the program is in poultry
and aone has no background in poultry science, a concerted
effort to bone up on the subject is necessary. The eleven
steps of this framework are: :

Step 1. ~- PROGRAM CONCEPTION: This 1is +he initial stage in
' the process. In practice it most often involves
the initiation of a request—--either by the country
staff or by the host agency concarned. At this
- point the program is usually not clearly defined
and there is at least the possibility that the
role of the Volunteers will be perceived differently by
Peace Corps and the host agency. Nonetheless, it is a
necessary first step and should be the opportunity to
make some initial gudgements abaut the program. Among
‘the most important Qf these are:

1. Is the program as conceived compatible w1th
the three goals of the peace Corps, that is,
does it offer the -opportunity for volunteers
to provide middle-level manpower assistance,

_to increase knowledge of American and Americans
in the host country, and. to increase knowledge

- of the host country among "Americans.

17 . : .
2. 1s the program consistent with Peace Corps and
host country philosophies and priorities as

- . presented in the Country Plamn.

3. Is the pragram consistent with pséje:tlcns
. of future Peace Corps involvement in the
host country development program.

4. Is the program, in its cgnéeétual state,
feasible? That is, does the host country
- have provision for the fiscal "and material
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requirements of the Pf@jééf; Is it likely
that the skills required can either be
recruited or trained to perform the job.

Do potential superviscrs, counterparts and
clients have a favorable attitude toward the
project and Volunteer involvement. in it.

5. At this point is it possible to establish

tentativa measurable goals for the project.

BY the conclusion of the program conception stage there should

be paSLtlve answers to tHe first four guestions as well as a
working statement of the goals of the project which should be
EGﬂElStéﬁt w1th these answers. As subsequent pragrammlng aﬂd

Wlth these bas;c goals

Step 2. -- JOB DESCRIPTION: A job description is the first stage
in refining the definition of what the Volunteers in
the prggram»w;ll_actually do. This must include not
only the technical job, per se, but the .language and
cross-cultural skills required to live and work in .
the country and position identified.

By definition a job description is an‘'outline of the
job, compiled in a few paragraphs. It highlights
the major functions of the Volunteers as well as any
significant limiting conditions ‘whether they be
fiscal, material, cultural or linguistic. The
initial job aescriptién is, essentially, a plan of
action for further programming activities. After
this work has been completed, the final job ﬂesaripT
tion is written summarizing the results. Most
“important is that in both its initial and final
forms the job description should be consistent

with the goals established for the project.

Wwhile this "once over Jlghtly" job ﬂESEELPtlﬂh isg

an essential step in the Fracess it should not be
considered an adequate definition of what. the Volun-
teer will do. Unfcrtunatély,sif the vast majority.
of 104s can be taken as a fair indication, this is
the extents of job-related des:rlptlan whlch is '
ngrmally §rgduced



A sample job description is included in this
section,

TASK ANALYSIS: A job description, while essential,
is still not an adequate representation of what

a Volunteer in the field will actually. do. . It
simply does not provide enough data upon which to
base decisions on the program's viability, the
skills required, the length and content of train-
ing, the necessary support inputs, etc. Nor does
it really provide sufficient information for a
pfaspective trainee to make a legitimate decision
about his partlclpatlan 1n the program. ¢

Task analysis, which is the next step in the process,
is the essential lynchpin and forms the basis for
virtually all subsequent decisions. In essence, a
task analysis includes every conceivable task that

a Volunteer in the program might perform whether
it be cross-cultural, self-developmental, technical,
or linguistic. While it is possible--indeed probable--
that the volunteers will neither be trained to nor
actually perform all these tasks, it is essential to
determine what they are so that legitimate decisions
can be taken about what should and should not be

included. Further, this data is essential to make

an accurate determination as to whether:

'l)- the program is in fact consistent with
Peace Corps and host country goals;

2) it is reasonable to assume that Volunteers
‘with the prerequisite skills can be recrui-
ted, placed and trained to perform the:jéb;

'3) the necessary fiscal, material and attltudlnal

preconditions for Perfozmance of the gab

actually exist;

4) what the content of training should be ané:ﬁ
what the criteria for quali ification should
minimally consist of;

10



certain administrative, logistic, material,
~or in-service training support will be
reqguired;

[¥1]

6) what the basis for program evaluation will
consist of. ’

The task analysis, in final form, is the key hypothesis upon
which a Peace Corps program should be based, implemented, and
tested. '

Wwhat is a “"task"? A task is a set of logically related. steps
or actions resulting in an end product. Examples might include:

1) repairing a . tire
2) inseminating a cow
3) writing a speech
4) designing a suxrvey
5) solving a problem

The essential characteristics of tasks are:

1) each of the examples involves two or
more steps;

2) in all cases there is an observable
action or end product: a repaired
- tire: an inseminated (and hopefully
‘ pregnant) cow; a speech; a survey; a
solved problem.

> 3) in most, but not all cases, the activi-
ties leading to the end product can also
be observed. In those cases where they are
not directly observable, they can be elici-
ted by asking an individual what he is
doing or did to achieve the end result.

4) it would be possible for both the doer

and the observer to agree whether or *~
not the task had been done.

11




The following examples meet these eriteria for tasks:
The Volunteer:

1) determines from farmers ‘what they pérce;ve their
needs tm be;

2) solves pefsoﬁal problems systematically, identi-
fying all physical and cultural factors. ‘related
to that problem; '

3) establishes goals ‘consistent with his own needs and
" t+hose of his colleagues and clients;

4) determines those areas of language in which he is
deficient and designs an approach to systematically
analyze those areas and develops learning activities
to develop his proficiency.

The following examples do not meet thé criteria for tasks:

1) 1is supervised by a host cauntry national and lives
housing comgarable to that- gf his EauntEE?aLt-

e
-
:]"

2) is expected to demonstrate empathy for the local
culture;

3) knows ' the rules governing gurshase of materials;

4) 1is placed singly in a district headquarters
assigned to the office cf the Fisheries Depart-
ment ;

5) must be flexible in order to adapt;

6) will be working with a supervisor who has a
B. Ed. degree and in a situation with only
‘four hours of structured class time every
week.

o
w‘
B2







ﬂumber one lsfperarlly a statement of the ceﬂdltlons un ﬂé'

which a Volunteer in the program will work. It does not

state what he will" actually do. ' If you-think for a moment

of what types of activities might be involved, you'll prohably

agree that there are several. o , .
" Number two descrlbes an a*tltuﬂe we would like V@lunteers ta

have. In many cultures it is difficult for’ Volunteers to

simply sustain empathy. On the other hand, if we ;dentify

the tasks that are involved, and subsequéntly train Volunteers

to a level af ‘competence, we. enhance the probability that they

actually will demonstrate the attltuﬂe- 1 h -

Eumber three's inoperative word is "knows." Thinﬁ cf the

varlgus types of activities that might be used ‘as -evidence
of knowledge. It might mean something as SmelE as stating

or listing the rules. Or, it might’ involve using the rules
correctly. In short, the use of the work "know" is imprecise
in guggestlng an observable action. .

' $ike number one, number f@ur merely States the conditions undar
whlgh tasks will be Perfgrméd Useful——but 1ﬁadequatem—;nfarma—,

tion does not c@mprlse a task. _ .

Number flvifs v"flexibility" is, .l k "empathy" a des;reable
attitude or group of attltuﬂes. does not suggest what a
fVolunteer dees to either demonstrate--or attaln—mflebelllty

Jﬁ’ﬂr

Number ten merel%/guggests c@ndltlan of perf@rmance, not per for-
mance itself. . \

A sample task analysis in included in this section. It is by
.NO means a perfect one but it does consist of tasks which
meet the above criteria. :

It shéula be nated that:

1) the tasks are divided into technlcal cross cultural
and language tasks;

ue<2)¢ptheﬁtechni§alAﬁasks“argzinﬂEgrg?spgéaivideﬂ into
groups of related tasks;

'3}“Same of the yfasks involve. primarily physical .

,. 13 L




j(pSycham@tar) activity; some were_g:imérily_agn:ernga
~with intellectual skills (cognitive); -and some involved
attitudes (affective). ‘

4) There are many more technical tasks than cross
cultural or languagg-tasks. This is not a reflection
of their importance but rather suggests that some
task are r%latively simple to perform and to learn to
perform while others are saphisticatéd and difficult.

5). As noted above this sample is by no means complete.
For instance we know that Volunteers are more success- \

ful when they have the capacity to develop Lhe;r skllls
'(technlcal ‘langudage and -cross Eultural) thraughaut
their service. Also successful Volunteers often ldentify
"an appropriate role for themselves in their :Qmmunltles
A more complete task analysis would prabably 1nclude
tasks that relate to these. ‘ : -
® =4 -
iddition to a samgle task analysis, suggestions for héw_tg’
’>are a task analysis are also included in this session.
is very important and useful to continually involve the host
1cy in this process. This involvement will promote a mutual
:eption of what the Volunteers in’ the field will actuallyfdgi
vill also aid in reaching a mutual decision on the types of
L1z which are required for the program and whether generalists
be trained to perform at this level. Last, it forms a basis
mutually decldlng whethér the preconditions ex;%t ‘for perf@rms

task analysls is the. critical element in the pragramstralnlng
:ess.. It should be used in the following ways-

1) 'ta determine whether the actual job (tasks delineated)
remains faithful to the ‘program goals and ;nlt;al job
descrlptlan*

2) to determine what éntry skill level is required of
invitees to the program;

A e




4)-

5) .

Step 4.

to extrapolate. the fiscal, material and attitudinal

" ‘preconditions necessary for performance of the job;

as the basis far;terminaL training objectives and

‘minimal qualifying critaria—

as the critical data to be used in evaluating both the
effectiveness ,of the program and of training. A
SKILL The task analysis provides the essential
;nfarmatlcn on what the Volunteer in 'the program will
actually do. As discussed, it should include technical,
cross~-cultural, language and self- ~development tasks.

he next determination is what. skills are required of
an individual which, combined with training, will
enable hlm to perfgrm those tasks. :

Most thén the praceaures is to 1dent;fy the gEﬂEfal'
-technical ayea and’ review the Sklll code directory
for "available" categories, 1. e,, those which seem

to contain individuals with those- te:hnlgal skills.
.This appraach has two shartcamlngs.

1) skill codes and their title definitions often
-are misleading in terms of what an individual
with that tltle can actually do. This problem
is .sometimes compounded by the field's limited
knowledge of what a title ‘means (e: g.; requests
for veterinarians when animal husbandry is the '
fgcus of the’ pragram );.

2) in virtually every. instance, technical skills
are in short supply which heightens the =
probability of significant shortfalls. -

An approach which might prove more useful ihvalves
‘beginning with the guestion: "“Can a generalist he
trained to perform these tasks"? To. answer this
question: —

1) R vieﬁ'grior‘training efforts in the same
o imilar program areas; what objectives

I L
— R X

I
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were sét; what trainee entry levels were;

what success was achieved in meeting objec-
tives. thaln lnfgrmatlan from ycur cauntry,
other countries. - _ : N

2) With the ass;stance ‘of, trainers, Volunteers,
and any other knawlédgeable resources,
determine the appfax;mate time levels neces-
sary.to train a O=level trainee to prof1c1ency
in the tasks spaclfleﬂ

If the results of these invedtigatians ‘suggest that
generalists can be trained, the wisest course would

“be to request generalists or other surplus skills or,

if in-field support is considered a necessary suppla:;;
ment to training, request a mix of skilled and

‘genérallst tra;nees. -

If 1nvestlgatlan feault in the determination that _!
background skill is required, attempt to determine
(using a process similar to that described above),
~what the minimal backgraund sklll is. -

The next SLEP is to determlne the avallablllty of
the skill requested. While there is some variation
from matrix to matrix, it should be possible to
obtain réelatively reliable projectiens fcr the skill
or- sklllz that appear necessary. :

If projectdions. indicate that the prggramléan‘EE‘filledﬁQ
pre grammlng can proceed to the next- step. If Pr@ge;= ‘
tions indicate a significant shortfall, a decision » g

must be taken which would involve some of the fDLlGWLDg
Dptléns-

a)  cancellation of the program :
- b) postponement until such time that skills are
~ availlable o -

' ¢) elimination of thcse tasks which require.
unavailable skills so that a-lower
available skill component can be

. utilized. This decision should .be made
‘only when: ' ) ' '




1. the remaining tasks comprise. a viable

program o K

2. the redefined pragram is aeceptable
"tD the host. agency.

‘Why go thrauqh this process fatﬁéf*tﬁaﬁ simply’
attempting to 1dent1fy the skills that‘“53§m"

flght-
éﬁ _ e Flrst by basing sk;ll fequasts on a task
A analysis and an estimate of training
) efficacy, the EDSSlblllty of filling
programs and reduclﬁg shﬁrtfalls is
1nﬁfeased -
@ Second, the PDSElblllty of recrultlng and

pTaglng Volunteers in pragrams for which
they are over- qual;fled is Slgnlflcantly
reduaed. G

a : : . : 1
. . i

e Third, the @pPDrtunlty for "surplus skill
E?licanta to benefit from the Peace COrps
H;EE ’ exper*ance is increased, that' is the hase
J . of .thoge who can- Patentlally halp achieve
:  the three goals of the Peace Ccrps is
)1Dadened. Experience suggests that proper .
task analyses often indicates the need for a
lower ror less specialized, techn;cal skill -
level than was thought necessary at the time
of arlglnal pragram conception. ¥It may also .
indicate a need for stronger. 1nter—gersanal,’
self” evaluatlve and self dlrectlve skills.
1f so, the task analysis can be a pawerqu»
tool for obtaining host fECDgﬂltl@n of the,
value . of apgrép;lately selected and traingd =
generalists.  This is especially true if
the host agency, has been an integral part
of the program: development, and understands
and concurs in the task analysis. It is
‘clearly as much in error to place a vVolunteer
who 1is over quallfled as. it is one who is ﬁf
unquallfLed Higher skills and new dlre:tlsn
volunteers will’ not compensate for weaknesses

in programming. - .




). —— PRECONDITIONS_ SCREEE' For virtually every Volunteer
: program there are certain ‘essential’ pra:andltlansa
without whléh the Vclunteers face ‘serious obstacles
to making an. effective and useful contribution. Some
of these are blantantly obvious; others are fairly
subtle. . As obvious as some may be, they are often
averlaékeda—WLth less, than happy: ganSﬁquences for
the Volunteers. One illustrative example is a well-
',_ﬂrllllng prggzam which was recruited and trained to
work in north India. Only one small Prééﬂnﬂltl@n
was overlooked: therg were no drlil;ng rigs avallable.
They finally arrived after abcut one year and the
_termlnatlan of half the group. While this is a falzly
dramat;e axample, it 15 ngt an, isolated: ane.
Thé task analysls provides a usaful t@cl far both
. detéranlng what preconditdions are essential and
whether they are present. For each task identified -
‘it should beée pcsslblé to extrapalate what is required
for the performance of that task. - In doing such an
extrapolation, it is useful to.think in terms of
certain categories: :

1. Fiscal Pre: ﬁdltlans-iyrgeitain pragrams‘réquifé

flnanﬂlﬁg. For example, if Volunteers are
axpected to perform tasks in a food for work .
prodgram, or-a land development project, or in
crop production, or a pilot educational program,
etc., there are likely to be fiscal inputs which, '
if- unavallah¢ will make Eerfazmancé of thase,
tazsks ﬂlffiﬂult or 1mp3551ble- ’

2. Material Pfé;éﬁdltl@hs* BY the same takén,'sgme
' projects 1nva1ve tasks that regquire material inputs.
.Crop praductlan Pragrams requlre adequate supplies .
- and delivery systems for seed, fertLllzers, plant
prétectlan chemicals, etc. Public works programs
‘require machinery and supplies. ‘Educational ;
- programs may well reqiiire classroom facilities, '\
books, equlpment and the 11ke.

Persannel Precandltlans- . If a program involves

o L
M .




tasks geared to train a.counterpart, then an
essential precondition is 21ther a person.in
place or a financial pr@v151cn for hiring-one.
Some - prggrams require ,an infrastructure of
personnel " in place if tasks are to be 1m91€mendzl
ted. : -

4. Att;tualﬁal PrETQletlans-‘ Last, and in some
cases the ﬁDEt important preconditions, are -
. those which involve attitudes. While programs
often are désignad to have an effect on promoting
of positive attitudes towards some aspect of a D -
development effort; there must be at least a basigss?‘
attitude to work with. One example would be an
agriéulture program that is. involved with high-
) yielding crops. In virtually every instance
“~ these regquire a pDSlthE attitude toward :Qmmérclal
agriculture as opposed to subsistence agrlculturé
Other - typas of pfegramss—paltlcularly those
" designed at hlgher levels in the gavernméntsemay{
réflélt what gavernmEﬁt planne;s perceive as needs
but ignore what the people affected perceive as
needs. > If this is n@t considered and investigated”
carefully there is a r;sk,thgt Yolunteers will face
the, frustration of working in a project for which
the clients' attitudinal set is negative, or at
best‘neutfal. v SR ;;:j S

- L

e

An’ examp;e of a Erezandltlans screen checkl;st lS
- included in this section. peratlcnally, the fllst
step 1is to EGmPllé the checkllst The secgnd step
is to 1nvest;gate the presence "or absence of these .
‘precondltlans ‘at a number of sites that will prcv1de

a. statlstléally rellable sample. o 15
i

1t is possible that the ccmpletlon af thé précandltlan,
EhEﬂkllSt\Wlll suggest that some of the tasks mantléned
are.not’ fé351ble - In some 1nstances the pre:@ﬂditlans
ne&essary w111 be: pr@mlsed i.e., they Ate antlclpated
prior to placemert of Volunteers in the field.- A
judgement must be made at thls time' as to the reliability
" of this promise. 1In cher cases the pléEGndltléﬁS w11l/




be obviously unavailablzboth at present and in the
foreseeable future. Those tasks which depend on
these preconditions will have to be eliminated from
the job. At this point an important judggment ,
must be made. After elimination of these tasks does
a job remain that is viable, 1i. e., is it consistent
with the a:lglnaL program ggals; does it foér an
opportungty for a useful contribution to the: hgst
country; is it reasonable to assume that it will .
provide a satisfying experience for the vVolunteers

involved. In virtually every ‘instance this decision
should bp token in concert with the requesting host
~government agenay.. The major options available- are
probably: :

1) . cancel the Erggram

z) pﬂakone the proygram until the css;nt;al
preconditions are pres&nt or can rcasanably
-be cxpected ' :

3) Lﬁéﬂtlfy add;tlanal tasks in a related or
~differént area that c@uld be 1n¢ludad 80
‘that the total job meets overall goals,
v1abl11ty. potential vVolunteer satisfaction.
Tnﬁarp@fate these. in ‘the program and again
‘cheéck program in ‘terms of skill screen aﬁd
precondition screen. o

4) proceed with the original program minus those -
tasks for which preconditions are absent on
the.assumption that: o

sz ‘it still is viable and/or '
b. neégssafy precaﬁditions Will:béiémé7
available prior to arrival of the

Vvolunteers.

e programming documentation (104) should be prepared
;na',ubmltted onliy after the cgmpletlsn of the above’

a
sféps. Ideally, it should include a description of
each step and decision taken along Wlth a statement
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1), program goals and their relationship to .
Peace Corps and host country goals:

. 2) grfinal_job d&aoription

3) a final task analysis

I
T
H
i
"
o
9]
o
b
o
i

‘or the sk lils Céquested
5) a-Vfllflcacoc; that all e;s&ﬂtial
precond! tions. have been choecked

Step 6. —= TASK DETATLINC:'  Once it has been determined that
’ both skills and sreconditions are available, the
] next step is bo detail the tasks lis sted. This is

e thé’jést stage prior to the onsct of the ‘traininy
tploo:ﬂ%. As :liscussed above, tbhe oﬁtaﬂlulou of
a task is a. QEflt% of logically relatod activitiaes
that lead to an cbservable action or proauct. Detail-
ing of tasks involves listing those steps in periorminc

of a”task which- are necessary to its completion. The
use of these is to assist a training staff to define
what 1is necessary Lf & Volunteer is-to su::essfully%
perform a task. ' C o

s

with psyohoﬁ%ﬁor tasks the best :way to prepare a

task detail list is to. observe somcone performing -
that task and to notc down each of the steps involvud.
With cognitive and affective tasks, you attempt to o
elicit from a.source what process he waﬁt througb to
reaoh the Eﬂd product or state.

A sampe task’detail is included in t%is sectio34
Steys 7:through 10 constitute the ‘main elementg ot the tralnlng
‘”Fort;on of this’ 5ystam . Bach of these steps, .briefly discussed
here, is presented in more depth in the Methodology segtlon
of these guldellneg ’ _ _;ﬁgﬁ&

- TRAININu _QBJECTIVES are derived ffom the task andlysls
and task detailing.  They" tell the trainer what it '

means to be a Volunteer in a particular job and
country, ;t gives him Erloerla for determlnlng what

. _ V : | . o 19
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3.

it meafs to him. They enhance the chances for
success, provide a set of documents that state what '
was attempted which' in turn provides a basis fargt ‘
detéfmlnlﬁg what went rlghﬁ or wrcng. !

Behavioral DbjEEthES developed in lSQlEtan from
“task analysis and the rest of the system may have
a negative. effect. If a task analysis has not
heen done, the trainers must make ev21y effcrt to
deve;ap one themselves. :

~— PRE=I EVALUATIQN (oxr pre- assessment) While'this stepgl

' ‘can can be initiated during the . 1nv;tat1§n process or
‘.staglng, it must. in reallty occur SEIlDﬂSlY with the
.arrival of the trainees. It is des;gned t@ verlfy
~assumpt1aﬁs about requisite entry skills. It shauld

also reflne the trainer's kngwledge of the trainees’
skllls in relation to the program objectives ‘and

"provide information on their interests and attitudes.
It may require either.the modification of. the
:‘Frogram objectives or the ways in whlch they are to

Je achieved.

LEARNING ACTIVITIES: ° This is the heart of the
training EKGQES;. it involves what the trainees . ¢

" and trainers do in order to achieve the DbjéCthEE

set for the program. Learning activities shéuld
incorporate the use of five teachlngslearnlng
prlnclples. :

1) . Pperceived Purpose means Prav;dlng tha trainee
] w1th spec;Flc 1ﬁfarmat1§n that will allow him
to determlne the worth gf a learnlﬂg a:tlvlﬁy

2) Apprcprla+e Practlce means prav1s;gn of
Dppaztun;tles for the trainee to perform
in a fashion consistent w1th the obgectlve
'Few trainees will achleVE an Dbgect;ve '
without thls If the objective is. d:1v1ng
a tractor, a trainee should have an oppor-

. tunity to drive one and not just be the
victim of ¢lassroom lectures. .-

=

29



. 3) Knowledge of res sults means provision of , .
: ‘ Dppartun1t13% for the ‘trainees to° determlne,-

the adequacy of their ‘own ﬁEEPDnSES shortly
aft3£=mak1ng them.

4

4) Graduated Sequence means beglnnlng with
something easy and then moving on to some-
thing more difficult or fr@m the famll;ar
to thé dlfflcult.'

5) Indiv1dual leferent*atlan means m@dlflcatlan
of ch]ect;ves .or means of instruction in
response to the sperlal needs ‘or ‘talents Df
individual tralnees!

. it is essential to determine what pe:éentage of
& . trainees met what percentage of objectives. This
indicates (l)ﬁwhat changes shauld be made in-:
subsequent’ tralnlng programs - (2) what can reasanably
be expected of Volunteers in the field durlng the .
initial maﬂths, and (3) what in= serv1ce tralnlng will
‘ prcbahly be requlred : : ‘ - :

Step 10i .-~ POST' TRAINING EVALUATIC)N. At the end of training

V'SteprlL;ﬁas FIELD EVALUATIDNE Fleld (Prcgram) Evaluatlén servesA
1) It valeates the judgement af a tralnlng staff
on their success éf prématlng thé tralnlng

VDbjéEthEE“

2) 'It énablés flela staff to évaluate the
JT;, aéauracy of th31: decisions at’ each stage
?1n the prgcess* S

a) is the apetatiénai program cqﬁsist%ﬁtf__w
with the.initial goals of the project?

b) is theAjéb;desefipti@ﬁ accupaté?

r: olu ntee ers’ a&tually perfgrmlng the

c) ,
asks hyp thesized in the task analysis?

o

d) was the judgement ‘on skills accurdte?
-~ Are’ Volunteers underqual;fieé?gr~”
5 _ ? TS -
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-@VéfQualifieé?

e), fara the necessar Y pr nst;éns Eresent?
ﬁf were they Earrectly ;déntlf;ed?

/ _— .
Fle}d evalualen sh@uld be an ongoing process. = It
n%; only helps to ;dentlfy judgeméﬁtalgé:r@rs, but
should indicate corrective measures which will help
'fvélunteers to make a. succéssful and sat;&fylng éantr;—
~ bution. In the latter stages; as .a decision is taken

on replacement programs, the field evaluation w1ll
provide data on whether to replaeé the Vclunteers

or not as well as indicate the’ types of modifications
. in goals, job descrlptlans ‘and tasks that are reguired
‘to meet needs at .that pglnt in- “time.

“The Qampletlan of. step 11 laads back ta the beglnnlng
of the §rcgfammt:azﬁlng—evaluatluﬂ pra:ess

- If this proceéss has been carefully ﬂozumentea in-

—— —-detail, we have a record to review and upon - which- tD
‘base subsaquent programming and training decisions.
‘Moreover it is a record that can be used by new
personnel, 1i. e., it “is a "memory system" “hlEh lives
beyond the tour of an individual staff member. Most
important, it permlts continual lmprovement based on/
rational evaluation of data callacteﬂ in a systematlc
way. It establishes a set of program and tralnlnq
hypotheses which can be tested, verified or ﬁegatéd
and revised. This is the basis’ on which better;
programming and training can be bu;lt,

The sysﬁématiélaggrcach.ﬂéscribei above is, at best,
an outline. °It provides a set of guidelines which
" must be expanded elaborated, and adagtad;ta each
" country's needs through experience and analySLE
. Hopefully, it-does offer.a step towards more
systematlc pragrammlng and trainlng.:
'Whllé mast tralners are ‘not Prlmarlly resgons;ble
for all steps of thls process their ability to '
. affect .relevant training that adéquately pzegare
'LVQlunteergifgr their jobs depends to a great
extent on the degree ‘to which they have a working |
knawledge @f the lafger pragram-+ralnlng process.

24
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The pr;gramitrainingeévaluatian process described
here should prove a useful tool for helping to

“improve’ the quality of programs and to sustain

continual ongoing improvement. It is not a panacea.

‘It only points at the data which should be collected

and the types &f decisions. that are 1mpcrtant.

There are a number of skllls requlgéd to implement
elements in the process. These require practice--—
preferably under the guidance of someone who can
provide knowledge of results. Analysis and evaluation
of data and the resultant decisions still, in the
last analysLs, depend on the quality of staff aﬁé
their ability to make accurate and responsible judge-
ments; the types of judgements that will ensure the
qualitative growth of the Peace Corps in a way that
is consistent with the three ‘goals established in
the Peace Corps Act.

\
AN
g, [ o -
, L
Ce (R .
25 S 23

o=



METHODOLOGY

- A Systematic Approach to Training

adltlonally many Peace Carks persons have considered .
/stem" .a dirty word and antithetical to the job of deallng

:h ﬁumaﬂ beings. 1In view of much of Peace Corps experience
:h program and training systems, knee-jerk reactions to the
jative connotations of the wdrd are understandable. All too
:en the system, whlch was being promoted was not Peace corps-
lented, that. ise it haﬂ beén‘been developed and adgptéﬂ by
lividuals w1th_a -good.grounding in and- IESQOHS;blllty

. ac;ual'pragtamming,ahd traihing in the field.

course & systém at least in theary, need not be mechanlst ic
llmlt creativity. (Elnftéln ‘was.a very creative indi-

lual but he did not operate without a grounding.in physics.)

stead it should: - o - x

1. facilitate finding inteélligént answers to questions
" rather than providing answers; ' :

cammuﬂl:atlon amﬂng staff memberg and tralnees whlch,
in turn facilitates cooperation and mutual support;

3. iﬂéntify essential steps$ in the training planning-‘-
implementation process and suggests.means and skills
.to be apgliea in accomplishing the steps;

4. relate the tralnlng pfocess to the larger prégfam*
training System,

‘5. faciliﬁate a clea:rpresehtatién of training objectives,

and by extrapolation, an accurate picture of the
vVolunteer job.. This is essential both in terms.of the

‘trainees' understanding ST what, is expecteﬂ of them in

tralnlng and in terms of their gga:hlng a decision’
concerning thélf commitment two years se;v1ce in a
volunteer job.
ey ) . . ) 77:‘
6.  provide a means pf'aﬁalyzing and evalﬁaﬁing-é%sgéing
training activities and, based on this, a means of
taking coryrective measurcs. N
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7. produce a meaningful record of the training program,
what it attempted, how it was conducted, successes
and failures and the reasons for each, and. recommen-
dations for future programs. - i

The systematic approach to training presented'to this section,

" and used as the overall organizational framework for these

Peace Corps training Guidelines, has, in application, been
successful in fulfilling these functions. This Peace Corps-
oriented system is an adaptation of work done by James W. Popham
and FEva I. Baker at the University of cCalifornia at Los Angeles,
and by Magers and others with vocational training. 7

Unlike most systems or approaches which have been promoted

for Peace Corps use in the past, this system was not adapted

‘or developed by an outside specialist, a desk-bound-paper-
pushing Washington bureaucrat, or any other individual

aperating at some distance form the real action. Instead, it
"was developed by field personnel with actual day-to-day involve=
ment in the planning and implementation of Peace Corps programs.
In fact, the original impetuous and development of a Peace CoOrps
Programs in widely diverse countries.

. This tla;nlng Sysﬁem CDntalﬂS five major elements. These are:

1. Task Analy51s o .
2. Training Objectives ,
3. Pre-Evaluation

4. Learning Activities

5. APéstEEvaluation ‘

‘Bach of these is discussed separately in the fallaw1ng
séquentlal arranged pages of this section.  The essential
”prlnc;plea of these five major elements are included in
the graphic representat1@m5 of the system on the next page.
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ask -Analysis
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A task analysis (including task detailing) should be a clear
and pféﬁlb@ specification of what the volunteer will do. A
task is a complete job element that involves a set of logically
related actions. 1In a vocational training program this would
refer exclusively to a technical job. 1In Peace Corps training
the tasks include not only technical, but language and cross 7
cultural tasks as well. A task analysis should include a list
_of all conceivable tasks that a Volunteer will do. The list
“should be derived from volunteers or host country personnel
already doing that job; host country supervisory personnel;
"and responsible Peace COrps staff. ’ '

The task analy515 is an essential prerequisite to gagd training
and the primary pO;nt at which the ‘program and training processes
are lntégrated While the preparation of a task analysis is
primarily a programming function, it is important for a trainer
to understand the nature of, and be’ able to recognicze, a good
one. 1In fact, a trainer ‘must be ready~to prepare a task analysis
himself if, as is oftén the case, a clear , precise one is not
made available to him. Unfortunately, the problem with a trainer ..
doing a task analysis is that he nérmally becomes 1involved late .
in the program-training process. This means the process is

very probably already skewed by the lack at an earlier stage,

of a clear and precise definition of what the volunteer will do.

As a base on which to build relevant training, the overriding
importance of a g@@d task "analysis cannot be overstated. The
following examples from varlaus stages of the tralnlng process
illustrate thls,

1. A task analysis is the only rational basis for project .
revielw and approval. In fact, no project proposal
should -be approved unless those who are responsible
for the review process understand from the program
document exactly what the volunteers in the project
will do.
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3. A task analysis is the primary means of affecting
" intelligent selection and placement of candidates.
A clear understanding of what the volunteer will
do is essential to the Placement Officer's ability
to matech candidates with the appropriate skills.

4. The tésk analysis is thé heaft of the insért i.e.,

an;tatang Seﬂt to the selectlan apPllgantsf As

such it is the basis for an intelligent decisions on

the part of the invitee. The degree to which the

insert clearly and precisely states what the invitee

is expected to do as a Volunteer (as well as what traln=
'ing will do to help him gain the required skills) '
‘directly effects his understanding of the job. and the
~number and type of misconceptions and pre-conceived
.notions he brings to training. In turn, this directly
effects attitude amdmotivation. '

5iJVA ﬂ scusseﬂ in the next sectlan the task analy51s is
the starting point to preparing tra;nlng objectives.

6. The task analysls is a primary tggl for evaluatlcn
of the pragram in the field.

More on task analysis can be found in "Prcgﬁam—Tralnlng Process"
in the Introduction section of these Guidelines. This section
-;n:ludes suggest;ﬂns on how ta gg abaut pzeparlng a task analysls

détalllng.
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INTRODUCTION
A — == **;;L:’:—i

Preparing a Task Analysis

Suppose you -are faced with the problem of a car that won't run
properly. Would you start selecting tools at random and doing
whatever comes to mind? Would you use the same tool-on every
part of the car? Or would you first analyze the problem, decide
the result you wish to obtain, select and usce the tools that are
most suitable to attaining that result and then check to see
that it has actually been accomplished.
In programming-and training volunteers you will face a good many
~analogous problems. Too often we approach this work much in'thé‘
way that is suggested in the first method; that is we pick up
the first available tool and start whaling away. It shouldn't
come as a. surprise that the results are often less than
satisfying. - d

A systematic approach to programming-training-evaluation is
analogous to the second procedure mentioned. . It involves
detailed specifications of the desired result,’ development

of an instrument by which succéss can be measured, development
of procedures to achieve that result, and ways to continually
ensure improvement. '

Several steps are involved in this systematic approach.

'You should be familiar with the overall approach, it doesn't
differ significantly from approaching any problem systemati-
cally. The tools differ, but the procedure is virtually the
same. - ' ' ’

The three phases of the process are:

1) Determine and describe what we want to achieve;

'2) Do what is necessary to achieve the desired
result, and; . »

3) Fvaluate the result to determine whether we
succeeded in doing what we set .out to do.

. In éevelﬂping Instruction this means:

1) Deriving and describing objectives in a meaningful form;
31 |
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2) Develaplng 1essan%, acthltlES and materials aeslgnéd tc
meet these ijectlves and trying them, and;
3) ,Determln;ﬁg how well the” Dbjegtlves were achieved and
'@maklng any necessary mcdlflcatlcns and 1mpr§vements.

hatever the subjéct matter, the géalibf instfuctién is to develop
urselves oOr others to the point where we or they are: '

l) Capable of Perférmlng satlsfactcrlly in the job éescrlbed-=
2) Capable of ;mprav1ng sk;ll thrcugh further practice.

agk analysis is ﬂlf?i;ly related to Lheﬁlrst gcal To prepare
omeone- to pe*farm a job, we must know what the job consists of, -
hat one needs to do to perform each of the tasks, and how
requently each of these tasks is pez;crmed; Once we have this
asic information we can design an apprgach which is performance
rlented rather than subject oriented. The strategy is to use

he job as the basis for deciding what will be taught and in

hat order and depth rather than to s;mply present as much

ubject matter as possible in a g1ven time. :

et us suppase that you are given respans;blllty for prégrammlng
nd training an agr;culture program for Valunteersi The usual
pproach is +o take an old 104, and American voc. ed. syllabus
nd present the materials called for.. This might well involve
xtensive training in subject matter concerned with American '
:rops,-machinery, and the use of fairly sophisticated agricul-
ural supplies. Much of.this will probably be just plain. ir-.
.elevant to the needs of a potential Volunteer in a developing
latian. If, on the other hand, we analyze the job of the
Fgluntéer,.we will soon be able to identify the know?!~dge and
kills which are essential for him to. perform satisfacorily
wnd to continue to develop his skills. This should r ovide the
)asis of pérfarmance oriented 1nst:uctlan. o

[. - Job: Déscrlptlén. The flrat step in developing a task analysis
This is the’ frame or outline from whlch we

Ls.a ij dESEELPthn




al statement about what
something about the
conditions under which he does them. It is-not a description

of what he knows. Usually such a d

more than a few paragraphs. The fo
a job description: :

work. A job description is a gene
a person on the job does, and tell

W

escription is short, not
llowing criteria described

does; ' =

1)y It t _
‘unusual conditions

o
2) 1t descr

3) It includes all

and language) ;
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4) It'ié short.

in example of " a simple job-description is as follows:

w

il

vocation: Radio and Television Serviceman ° oo -

He may be required to install, maintain and service
amplitude and frequency modulated home and aute
receivers, transistorized radios, black and white
and color television, high fidelity amplifiers. and
tape recorders. He must be able to read circut
diagrams and codes oOf values to, K select component
substitutes. ’

His job requires meeting the public both in his shop and on
service calls, He may be required to drive a car or truck.
He must be able to work at heights., 'He should be able to-
maintain business records -and inventory. -

A job description sketches the outlines of high spots of the job,
put it is not adequate as a basis of instruction - it 1sn't’ :

‘sufficiently specific. It does, however, provide a guide for the

next step, task analysis.

II. Task. Analysis

A job invariably includes a number of tasks. A task is a set
of logically related actions required for completion of job
objective. It is a complete job element. fo

Vil
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n example of’ a partial task '‘analysis for a service station
ttendent would probably includé the following tasks:

1) cCleans or replaces spark plugs
2) Adjusts and bleeds brakes

3) Replaces wheel cylinders

4) 1Inspects and flushes radiators
5) ?ests antifreeze.

his ﬂifférs from "task detailing" which is an analysis of
ach of the steps involved in completing a task. To illustrate
his, losk at the detail of the task "cleans or replaces

park p;ugs

"I

1) Note plug location relative to the cylinder;
~/  remove plug covers, leads ' '
2) Remove all spark plugs
3) Identify the type of plugs -
‘4) Decide whether to clean, adjust and/or replace plugs
fS) Adjust and clean plugs if appropriate
./ 6) Reinsert plugs in engine : o
7) Connect -ignition wire to EPperflatE plugs
' 8) Check engine firing
' 9) prepare bill for $40.99

his information is far more specific than the. basic task
nalysis and représents a later step in instructional

evelopment.

he first step in a task analysis is to.derive a list of all
ossible tasks, In this prccess we are concerned w;th:

]
m
1

that you have learned as. much as pass;ble

about the subject matter area. This enables
- you to ask intelligent aﬁﬂ relevant questi@ns

and to evaluate the answers you receive. It

also permits you to LGglEﬂliy refine state- -

ments that are not task and, given an

element of a task, relate it to the actual

task.

. Basic Premi
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B.

content

o

the job of a Volunteer can be delineated

in terms of three areas: cross-cultural,
technical and language. A job-description
should include these three and a complete
task analysis will include cr@ss—cultural,
technical and language tasks. (It should

be noted that these are seldom performed
separately or in isolation from tasks in the
other areas. They merely represent a con-
venient way of describing tasks that are

. basically related.) within each of these

three areas there are task which are cognitive
tasks which are affective, and tasks which

- are psychomotor. Briefly, these can be

defined as follows:

1) cognitive - this type of activity is
intellectual and includes skills like memory,
analysis, problem solving, etc.

Fxamples of technical tasks which a
srimarily cognitive would inelude:
a) Writing a proposal for an ecology projec
b Designing an agflcultural vocational
education course; - :
c) Setting up a schedule of recreational

activities; .
d) Ccompiling a swine Or poultry ration
from lééally available materials.

Affective - affectlve activity is
concerned with thlngs like values
attitudes and beliefs. For the volun-
teer, some affective tasks will be dealing
constructively with his own attitudes and
values. ‘He may also be. concerned with
promoting changes of. attitudes in people’
with whom he works. For example, promot ir
an attitude on the part of a client or
counterpart which will ensure that he
uses a skill that the volunteer has
trained him to pe:form. '

[
*
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3) Psycho-motor- psychomotor activity in-
volves the Use of the skeletal, muscular and
voluntary nervous systems. They are physical
activities like swimming, running, using a
tool, driving a dump truck, etc.

n summary, when constructing a task analysis for a Volunteer

ob, you should be certain that all technical tasks, all

ross- -cultural tasks, and all language tasks are included.

ithin each of these areas you should ensure that you have

ncluded all tasks which are cognitive, all tasks which are

ffective, and all tasks which are psychcmat@f. Most important,

ach of them should be written in. a way that will clearly indicate

he level .in the domain that is required. This is- essentlal
training objectives are #Q pbe written at the level of

:luﬂtee: performance.

re next element of content is to rank-order tasks. A simple
cheme for doing this is to determine what the importance of
ach task is, how frequently each task must be performed, and
w difficult each task is to learn. -

>r importance you might employ a simple scale like:
.= most important, critical

moderately important
marginal or unimportant

I

W N
il

>r frequency of importance you might use terminology like:

= Daily, or more often

Several times a week » ,

weekly - ) :

= Monthly ' , - - ’
Occasionally

= Seldom '

LS LRV R O LT
]
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ifficulty of learning could be described as:

= Impasslble

= Extremely difficult

= pifficult

Moderately difficult

Easy : B e

n
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I
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when you have ranked the taska in berms of these three criteria

it should be relatively simple to rank-order them in order of

total 1m§D rtance to trainding.

C. Teaclt iqg -~ the steps in conducting a task analysis are:
- Y ;

et

e fad e
et Mt M M

Preparing an outline (job descript 1@1)
Identifying a sourcec Or sources 7
Conducting &an lﬂtélvltw or lnteerews
Organizing the data

validating the data

w

To discuss these individually:
1) ©Preparing an outline - using your information
about Lthe job area and categorizing it in

terms of:

Technical Language’ Cross Culture
Cognitive cognitive Cognitive
Affective Affective Affective
Psychomotor PSYEthGféf Psychomotor

e an Qutllﬁe, alanq the 1;325 of a

= = al job descripticn. This outline will
indicate the areas in which you must identify
the tasks which QGmPEiSQ each aspect of the

j - '

]

ource or sources - essentially

. 2) -Identifying a s
ree types of sources:

théle aLe th

- " a) Someone doing the actual “job
b)- Someone who knows about the job, e.g., a
superv lSOr : . , -
c) Ymufsgl ’

H‘n

The bhest péssiﬁl@ source is somecne who is
actually doing the job. -He knows better
than anyone &lseé what he actually does.

ERIC

Aruitoxt provided by Eic:



LY. YA

am@ut the job, for example, supervisory
personnel. Be aware, however, that you
will get some information about what some-

one doing the ij ought to be -doing,

ratheg«&kan what he actually’ does. Wéfk55§

with “host agency personnel, you may have
to eventually reconcile thesedifferences.
with a well researched and organized task
analysis you at least have a useful tool
in conducting this type of negotiation.

. The third, and least reliable source, is

yourself. Yaiwill have your own biases
about what the job should entail. Be=
cause we are Americans out of our own

cultural water, it is likely'that these
biases might lead us fairly far astray.

In doing your task analysis you shauld
try to identify volunteers and/or host
country personnel who are actually
doing the job. 1In the absence of such’
personnel, a supervisor is probably
next best. As a general rule of thumb,
more than one source is prefezable as
you will get more than one pe;spect;ve

‘on the job. In many instances host

country sources will deal primarily with
technical tasks, though they may also

be able to provide some insight into
eross-cultural and language tasks that
are essential. For the latter two types
of tasks, a Volunteer in the fiela,
even if he isn't doing your tyy: of

‘ technical job, is probably ihe best
_source as he is engaged 1w .oibg

language and cross-= cultural ©
of the time.



R

Conducting an interview = the conducting of

-an interview is a fairly specialized skill

and depends to some extent on your own
personality and that of the péré@ﬁ you
interview. We would suggest a few guide-
lines that may be of help:

a) Introduce. yourself and glVE the person
‘ a chance to do likewise . Enga&ﬁany

social amenities that seem appropriate.

b) Explain the purpose of y@urfinterviéw,
that is that you are trying to
determine what he does (if. interviewing
someone who actually performs a job
identical or similar to yours), or what
he thinks someone in your pas;tlcn does or
should do (if you are working with a
supervisory type). The operative word is
DOES. While background information is
useful and interesting, it doesn't tell
vou what the volunteer will do. It . 7
only indicates the conditions under '
which he will do it. By the same token,
information on what the person knows,
or the volunteer should know, doesn'’ t
tell you what he will have to do. Stress
that you are trying to find out what
..someone in the job actually does and

c) Ask the person for a general'.outline
of what he does and his duties. Note
anything that doesn't appear in your
outline as well as things in- your outline
that aren't mentioned by the source.

g
_,ﬂ_“‘mé

The job éés:rigtién'shéuld give you
"some.major, task areas. Take each onhe

[o 4]
-
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ALY ek g mm e e e e — e
area. For example, jau might receive
an initial answer like: "I work with
teachers." This, obviously, is subject
to any number of interpretations. Your
goal is to edicit a statement or set of
statements that indicate with relative
precl51@n what the person who works
with teachers actually does, stated in
a way that you, he,-and anyone else who
reads the task analysis, would share
a mutual understanding. You might ask:
"what do you do when you work with
teachers?" or "What does working with )
teachers involve?" or "Can you explain -
~_.the different things working with teachers

B r requires you to de?" or "Does that mean
: you teach with them in the same classroom,

311

or supervise their teaching or ...:
what you are looking for are statements

like: ;

,g 4
"I help teachers to produce lesson plans,
by reviewing and critizing them and
making ‘alternative aug§estlans.
"1 team teach with one teacher.” N
"I do tle'time and attendance reports for
all the teachers in the ‘school.”
"I design training programs for in-
service teachers and conduct and
evaluate them." '

&) Yau';hguld continue to try to refine
;Vstateménts until you abtaln a statement
“or set of statements for which further
elaboration would, essentially, involve
.the set of steps involved in performing

. that task. g -

40 {




f) Keep in mind that ‘'many people whom you

interview will ‘provide 1n£armatlan in
a stream of consciousness ‘and jyou will
have to organize this data yourself.
One way to facilitate this is to .record
tasks on 3x5 cards and organize them in
ac¢cordance w1th§Dur outline .scheme.
WhEﬁgfhe source has compléteé*hls
‘recftatlan of tasks, reVlEW each section

" with him to determlna whether he might

, hgveﬂamltteﬂ something.

- : T s

g) ~'Next, -try to ﬂétermlne the level of
. skill required.  In the cognitive area;
the:e are six different levels of in-
fgreaslng SophlstlcatLOﬁ* :
-ﬂm*%g%&\ Knawledge - 25§entlaLly memary or recall,
' Cgmpréhen51cn'= translationy ;nterpretatléﬂ
or extrapalatlan from things memorized
~lication — applying a rule or set of
= rules to a unigue’ situation(s) .
Analysis - determining the parts of a
whole and the;r‘relat;anshlp to one.
another . . R
’ynthe%is - creating a unigue préduct
“from previously unrelated data,
Clnfcrmatlc:n materials, etc.
Evaluation - applying criteria to .determine
whether such & product meets them.

. In the Affective théré are five levels:

1. Receiving

2.. Responding . .
_ 3. valuing :

’ "* 4. organization

' 5. characterization

/'h) Next, gd over each of the tasks to
determine igs importance, frequency

T,
2%

. _41 -
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4)

and dlff1éultg of learning. It is
important to,wait until this stage as
this is the pﬁlnt when the sou:ce has
produced all-the tasks and his gudgements
on their relative importance, frequency
and .difficulty will be far more accurate.

Grganlzlng the data - your outline has al-
ready produced the first Drganlzatlénal tool.

- .you should have groups of tasks in each of

the three basic areas which you can identify
as EDgﬁltlve affective and psychomotor.

The second step would be to determine over-
lapping tasks-' For example, in"working’

with farmers in. extension work, several of.
the steps in.the approach would be similar -
only the cantent of: information would differ.
The third step is to look for cémmgn
cognltlve affective and psychomotar skllls.
You may find, 'for example, that application
of a certain method is common to many of '
the tasks:or that a good many tasks involve
analysis sthaugh a-'slightly different’ o

' SLtuatlons.i All three of these criteria ..
provide potentlal ways of organizing the

tasks logically.

The éutcame Df Brganlzatlgn should  be a
comprehensive list of tasks presented in
logically coherent categories. Once this
list is camglléd and rank-ordered in terms

. of importance, frequency and dlff;aulty,

you would then discuss it with your source oo
or sources. They may suggest changes in -the
oxdering and/or the addition or deletion of
tasks. Once this process is ~completed, you
have a final task analysis for th% ij._

do you use thetask analysis?

R
(o8]
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‘If you are doing the task analy51s in Drder ‘to des;qn a formal or
informal training program for students, counterparts or clients, .
you. would first attempt to assess how many, if any, of the tasks
that individual or individuals can perform. Thisimight be done

in PRIST for example. You would also attempt to determine whether
they had the skills prerequisite to performing those tasks (for
example, if you are trying to train a heavy equipment operator,

you would want to find out whether he can drive anything). Next,
'you would set objectives, determine a sequence of training units
_aﬁa the -ways and means of meeting the objectives. Last, you

would devise ways of detérmining whether the lndlv;dual -had met
the Dbjéctlves. ’ -

In this way’ your instruction of volunteers will be relevant to
the job and will develop the skills that you or others need to
perform it satisfactorily as well as to continue to improve those
skills. ' : -

F

" 7.
s w‘_

P

1

Mager, Robert, ng eloping Vocational Instruction, Palo Alto,

Fearon Press.
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Nuﬁb&iigggiga
Peace Corps Training Guidelines
N 7 L | ) o o ‘INTRODUCTION

volunteer- Job Description

Lusitania cattle Dévelopment
- III. - E. 1. Dairy-Extension Worker . C 2
T.7 5. vyolunteers in this program will be assigned to the
Lusitania-Degarﬁment'@f_Animaliﬁusbanarg'which is responsible for
dairy development in the country. Overall responsibility for the
;P:égram_lies with theﬂjaintiDirécﬁG;; Intensive Dairy Deﬁel@pmeﬁt
Program, whose headquarters is in the District where the volun=-
_teers will be assigned. 1In the District. there: are four Regional
Artificial Insemination centers, each of which is directed by
a Veterinary Assistant Surgeon. The VAS will be the Volunteer's
'supervisor. ' There are 25 Village Insemination Centers attached . . .
to each Regional Al Center. These are manned by Livestock Assis-
~tants. The Volunteexr's clients will be composed Of farmers
owning dairy cattle. - o '

‘mhe core of the vVolunteer's job will be in extension work with
farmers identified as innovators and early adopters of scientific
dairy management methods.. The vVolunteer will ifdtroduce innovations
in breeding, feeding, management, disease prevention and cure

and markeéting of milk and milkproducts and will attempt to develop

both new technical.skills and a positive attitude towards their
adoption by client farmers. On occasion’ the Volunteer may be

called on to collect semen from stud bulls, and to prepare .
liguid semen diluent, evaluate semen and perform inseminations.

/The primary focus of the volunteer's efforts will be the transfer

" of. his skills to those of his Livestock Assistant Counterpart..
This will involve both systematic technical training - primarily =
informal - and work with attitudes. The ultimate objective is

that the counterpart will possess the skills outlined in the

- task analysis described below and will demonstrate a consistently
' positive attitude towards employing those skills. o

V@lunteersvwill'bé working with zebu cattle which -are pfimaril§'
draft animals. Imported Jersey stud bulls provide the genetic
material for cross-breeding for milk production. Liquid semen,
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fﬁhiéhxisfleés viable than frozen, is used. ' Its viability .can

“be negatively affected by the climate and ‘the methods of

%EEEEEEEEEﬁ*éﬁéwt:éﬁéﬁartafiéﬁ; ‘The “équipment for colledtion,
“gilution and transport of semen are considerably below US .
- standards as are the skills of those responsible for this

' warkf,,Feeésﬁuffs are of-limited availability and guaiitg,
‘although there is both the potential for production of improved’
 fodders and concentrates. Necessary inputs are available at.a °
subsidized rate within the range  of most farmers. Management
of dairy stock is now relatively primitive and while there,is
§Q§sibility_faﬁ\impzévemént, the potential for moderr’ management
falls far short of what is& possible in the US. Disease problems
are endemic in the area, however, virtually all necessary '
'vetgrina:g_Pharma:éutiéals are available. Diagnostic skills of
some Department personnel are presently sub-standard. Markets
for milk and milk products are presently undeveloped and most
production in the area is presently consumed in the home.

~. gome facilities-fcrvmarkétihg do exist and investigations by
the National Dairy Resgarch Institute suggest that considerable

expansion is possible. The most important limitations faced by

the Volunteer are ‘cultural. commercial production of milk has not
yet been accepted by the Majority of farmers who are primarily ’
concerned with the draft gualities of their livestock.. By the. -
.same token, the motivation of counterparts is negatively

effected by both this factor and by the low -income which they
receive. Last, English skills of counterparts and clients are
limited.pr non-existent. The Volunteer must perform his job

using Lusitanian. - : _ < : it
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Peace Corps Training Gundehnegr
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VDLUNTEER TASK ANALYS_Q '

ﬁr?@-
1ff

Lusitanla;cattle-DevelGEment' ,!"%
’ . f ’ . —

TECHNICAL

. . . -

I.. Exten51an - valunteer w;ll-

A. Identlfy classes of adaptérs innovators,
~early adopters, early majority, late o
majsrlty, lagards who' own cattlé.? o 1 | 4 2

- B. Determlne the stage of innovation indivi-
dual farmers have" reached in acceptarce
of. 1mpraved breeding, feeding, management,
_ disease prevention and treatmént , .and _pro-=
duce- marketlng. ! 1 3

c. Sélegt targét farmers baseﬂ on dégrée of
innovativeness ‘and promote 1nanatlans in

a manner consistentwith the stage of inno-

vation reached. = - B : - 1

3
‘

(N.B.. These tasks. will be pELfDrmea on the e
basis of communic at jon of innovation theory
adapted to farmer characteristics in Lusitan-

ia)

II. g —— V@iungeef will:

A. Tdentify cows in heat and the state of heat. 1 [27] 4
' B. Déﬁerminélpréper=timé/times for iﬁSéminétiDn,' 1] 2 4

C. Perfarm artlflclal 1nsemlnatlgns using
liquid semen, . syringe and glass plpettes
(sterlize pipettes) .
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.7) calving date
.8) sex and-breed of éalf

collect semen from trained bu;is;'

' Usihg a microscope, evaluate semen for
'mﬂtility, den51ty, ngrmalitjg'

.Dllutg SEmEﬁ u51ng cacanut mi lkrd lﬁe,, or

clt:ate diluent.

lsing a microscope, evaluate diluted

. semen for motility, density, normality.

Fstablish and use breeding records

incluéing:

l)'caw s ear tag numberxr

- 2) stud bull's ear tag number

3) date of insemination

~4) 21-day “follow=up

5) 3 month pregnancy che:k
6) pre-parturition check

9) progeny production records

Use plastic ear tags to identify
inseminated cows and progency
calves:

1) use ear punch
- 2) insert and fasten tags

Fallaw=up 1nsem1natlan at 21 6éy§

and determine whether cow h as

\M‘

vsettled,

Determine pregnancy at three month's

'by rectalexan.

P;igrvta pafturiti@n determine:

1) health of cow (alsESSE/nutrltlan)

:E) pctent;al partufltlaﬁ pr@blems

2 'S 2
2.1 4 4
2 4 3
1 214
1. (-1 4
2 2 |4
2 2 |4
12 13
1] 2 >
.2 4 | 3.
2 | 4 3




Feeiin;*

dent;fy, dlégncse and treat sterlllﬁyi
pr@blems- :

1) caused by nutritional deflclenclesf.
2) caused by dlsease :

Assist in ﬂellvery of calves when
required (as identified in L.2:).

Recommend pure-bred sires for cross--

bred bzeedlng he;férs,_

- Valunteer w111-
Wéén_calﬁes o _/fy
Determine écmgcsitién’éf'egéi
nomical milk substitutes from

locally~available commodities.

Calculate economic calf-

.starter and growing rations

from locally-available commodities

Calculate economical rations

,using locally available com-

modities for:

1) heifers oo

2) pregnant heifers/cows

3) milking stock: (based on pro-
" duction levels) :

4) stud bulls :

- Advise farmers on cultivation of

lucerne, berseem, fodder maize
and sarghum, ‘guinea grass, hybrid -
napier and hemp. | A

1) select appropriate crop in -
terms of season, soil, ‘water
sources, éstlmated cast/return-;'

2) také goil samples N !

48
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-

3) recommend tillage practices.
4) interpret soil test results.:
'5) recommend seed/feztlllser rates_
'and placement. '
.6) . recommend tlm;ng/methaé of
. dirrigation. ' /-= :
7). assist farmers to thaln 1aans
for' .inputs.
8) assist farmers to Dbtaln seed,
: ziertlllzer plant prDtéCtlén
Equipméht-ané chemicals.

©9) diagnose insect and disease
problems and recommend appro-
priate méasures. (see attached
list for .common pests and ‘
diseases in Lu51tanla)
10) recommend proper tlmlﬁg fcr-
: 'cuttlng iaddezi

, ';a) fDE~fEE§iﬁg
V7 b) for sileage -

~11) 'recommend and demonstrate prépei’
‘ _ method of plt 51leage préparaﬁ
,tl@ni :

F. Diagnose ﬂutrltlanal deficiencies in.
animals and recammend ccrre:tlﬂé
measures.

G. Recommend proper quantltles and
- .’methods of providing water.and
. mineralized salt based on animal
,we;qhts and Ellmatic c@ﬂaiti@ns;

iV.;Man gément -— Vélunteer w;ll-

Using 1Dcal materlals design ané
construct’ ezaﬂamlcal model cattle
sheeds and calf pens whlchf

1) protect animals from environ-—
‘ment '
- 2) meet mlnlmal san;tatlan re<
qu;rements

50
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~ B. Deﬁermiﬁé'ieasible'timings/méth@ds
f@r EK%EEiSiﬂQ,liVESfDEk. '

'Cc. Design and recommend méth@és of
_1mprav1ﬂg sanltatlan- : e

“D. Désign,xrecammend and construct
o model economical equipment using
. locally available materials: o

1) feed troughs
2) water troughs.
3) salt licks

" 4) milking Stalls

CE IéEﬂtlfy and recmmmenﬂ apgréprlate
. bedé;ng matérlals,

F. Recommend efflc;eﬂt/sanltary com-
;posting for manure. ‘

G. Recamme nd fly and tick_zéntréls;
Hi'\DehGrn calves
I. castrate scruyb bulls

E

;J_ Trlm hDGves

,:&

A. Vaccinate cattle far;
1) anthrax
- 2) brucellgls
3) bovine tuberculosis’
4) rinderpest -
5). hoof and mouth disease
(depénélng on disease, vac-=
. cination will be lntfamus:ular
. or subcutaneous. Vacc;né5j=
4afe obtained from veter+nary
dlspensary ) o
50
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E.

Gi‘

,{ Set up and conduct warmlng ‘pro-

grams for cross- -bred EElVEE.

gpray Qattle far tlcks, lice, fleas

ané fllesi

Diagnose: and treat or recommend
culling of diseased livestock.
(see attached lists of disease’

and avallable rezammended vetér;= )

sarles.and/az local stockists
(see attached list)

Y-

Treat cuts, éeresf-anﬂ wounds .

,Treat bloat (u51ng lcng=blaﬁéd
knlfe)

/

52
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g -= Volunteer will:

Recommend and demonstrate and
train farmers in techniques
of sanitary milk collection

and storage. = :

Test milk for butterfat, non-

. fat solids and adulteration.

Design and demonstrate use of
Ecanémlzal mllk storage facili-

ixResammeﬁd and demonstrate

sterilization of milk by boil-
ing. _— :

wT:ain farmers to make milk-

based p:aéucts (see attached.
llst)

Identlfy lﬂcally aGCESSlble
markets. and asslst farmers
to individually and collcc
tively negotiate céntr::::,:

51
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. Design and train farmers to
“..use a-simple record of ex-
penditure and income.:

H. -Design/write waterials to pro-
“mote usé'of =.lk and milk pro-
_ ducéts and arrange printing
. and/or puk.ication of these
 materials.. T R

%

: _ P
fexz -=- Volunteer will:

‘A.. Do tusk analysis Eor jobs of
- counterparts and clients

' B. 'Establishgléarﬁing abjgctiveé
for counterparts and clients.

I
1

c. R;éuratg;y det ﬁfﬁ%‘ski;l and
attitude leyels =f ccunter=
* parts and clients. - . ;

D. Design learning activiéies'whi;h
8 promote the achizvement oOf
established Séh-i=ntives.

.

' E. Design and apr .. ;térimaﬁné
; post-evaluation v
deterniine progres:

in achieving the i

When necessary, modi
objectives -and/or instruction.

-sugcess\’

F. Design and conduct field eval-
uation to determine both rele-
. vancy of task analysis .and
~training efficiency.

4

CROSS ' CULTURAL

-;i‘ ‘Pr@bleﬁ Salvihg ~— Yolunteer
will: o

52
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.. A.

Solve problems in terms of

,himself,; other people, the

phy51cal and cultural env;:&n—

“ments. -« ThlslﬂVGlVéS'

1) identifying needs and

values of others
-2) ideptify his’ own needs
and values

' 3) perceive the cultural

and physical environment-
-its potential and limi- -
tatlans —— accurately, ,
i.e. as. per251vea by the
majsr;ty of .people liv-
ing in that environment.
4) use a systematic.approach
-to prablem solving.

Qammunlcatlan -= VDlunteer w1ll-

Set reallstlc gcals that are
condistent with physical and .

’,éultural~envir@nmént}

by

USE a systemat;e appr@a:h ‘to
communication/skill transfer
jsee abave) )

Fmploy a c@mmun;catléﬂ pzc—

""cess that effectively accounts,

. for and is sens;t1v9 to both

what he transmlts to others o
- transmit to hlmgverbally and
,,nan—verbal]y.x :

[
J 'TA.
/B.
C.
I.

Gaai Sett;ng_——‘V@lunte#r wi ll ;-

A

Set fEEllSth gaals that
sat;%fy his phy51cal and
emotional needs and which are
.consistent- with the ph351:al
and cultural environment .

,%. ;' vu”- ;{:_‘;_ ’f . ' .5§3f
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LANGUAGE .

ﬂf--,i. Usaée/ﬂanipglatiaﬁ == Valﬁnpéér"

will, with increasing:

A. Master pr@naunciatién such
that speech is intelligible ',

‘to native speakers.

‘B. - Engage ‘in polite conversa-

= """ . tion on a~variety of subj- .

. eets in;luéing:-,'

1) greetings and "openers".

2) living site/conditions,
family’ members, marital-
status, etc. -

3) offering and receiving. .-
drinks, smokes, chews,
ete. '

4) weather, time, health,

- .food likes/dislikes,

- colors, numbers, '

5) job-related subjects
such as:. .

a. breed/age/sex of
cattléi

_b. physical‘characteris-

, - tics of cattle
L - c. farm implements/equip
’ : ment - : '
d. major crop
e. cattle diseases and
treatment. ’
-6) "closings" and farewells

II. Elicitation.and SEil;géevelapﬁ
ment -- Volunteer willy"

A. Flicit 1§nguagé data in-

cluding:’

e

-

=7

*‘1/";‘
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sounds

2) .words, word roots, word stems
and affixes .

3) phrase and sentence struc-

ture

B. Using elicited/recorded data,
organize systematic and pro-
ductive language exercises using
a trained of untrained guide/

" informant and normal communica-
tion experiences.

N -7 TASK ANALYSIS
3
§
i

DEGREE_OF IMPORTANCE
FXTREMELY = 1
'‘MODERATFLY = 2 )
MARGINAL = 3
FREQUENCY OF PERFORMANCE
DAILY =1
DAILY TO WEEKDAY = 2
WEFKLY TO MONTHLY = 3
OCCASIONALLY = 4
SELDOM = 5
’ o . ’ 4
LEARNING DIFFICULTY
. EXTREMELY = 1
- VERY A = 2
MODERATELY = 3
EASY ‘ = 4

(W]
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INTRODUCTION

SAMPLE
h e preconditions Check List d

[w]

. Collect semen
~trained bulls

TASK

Determine proper
time/timés for
insemination

perform artificial
inse?}ﬁgti@ns using
ligufd semen,
syringe, glass
pipettes

-

e

I ‘I__m

a:? |
e

\
n_m

-]
fay
*

Using microscope,
evaluate semen for
motility, density,
normality

Dilute semen using
coconut milk or '

" sodium-citrate diluent

W

a
Preconditions

fertile cows

fertile cows

fertlle cCoOws

jﬂd bulls (trained)

rtificial vaginas

bull-rack

microscope/slides

diluents

antibiotics

pH meter

colorimeter

autoclave

syringes

glass pipettes

transportation

thermos/ice

interested cattle
owners

protective

EREE

£

[ e o B o T o TS R L W

L%y

gloves X

iy}
o
o

Pres.

ab. Promised

P
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Preconditions Check List ; , g

B [

TASK ' Preconditions 'Pres. Ab. Promised

;. Using a microscope,
evaluate diluted
6emen for motility, =
dengity, normality. + see

[
b=t
[9]
i

(. Establish and use
breeding recoxds: 1. stud bulk
’ e i _identifications . = %
ear tags ., - . _ x
: ¢\ S _ . :
ear punches g } : x
printing. fac®lities ~-x - S
. farmers trained to A
record/report data X
N , 6. interested cattle
| ' owners

R

win

R
D b

”a

#
. Use plastic ear
© tags to identify ..
inseminated cows \ v ,
ang progeny claves _“see Igjﬂu 2-4,6 C
7 ’ 7

g . [
L & .
= = E N
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Training Dbjecéives

Training Objectives are derived from the task analyses.and task
detailing. They tell the trainer what it means to be a Volun-
teer in a particular job and country, i.e., it gives the”
tralﬁee criteria for determining what it means to him. They
enhance the chances for success, provide a set ‘of documents
that state what was attempted in training which in turn
provides a basis f@r'determining what went right or wrong.

program or terminal objectives generally defive:frém the
task. analysLs and .en-route-objectives- from detailing of tasks. ™
To be gperatlanally useful in training cbgéﬂtlves must be:

I. behaviorally stated:

Briefly, a behaVlDral ébjettl?é is a way of aescrlblng
the objectives of a traihing program in pérformance
terms, i.e., in terms of what the trainee must be able

to do at the end of tlalnlng

- A behavioral ijectlve must be stated clearly and precisely
so that anyone who reads it will know exactly what the

. desired outcome of the training program is. By ‘ensuring
this precision, at the end of thé trainind program, every-
one can easlily agree on whethe? or not the objectives of
the program have been achieved.

The criteria for a Behavioral Objective are: £
a) the trainee should be the subject, i.e.,
it should read: —*The trainee will (be able).
"you will (be able)...

b) it should SEEGify what the trainee will be
" able to do at the .end of training;

c) it should 1ngludé an observable measurable

- . . action? fﬁ
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iI. §§§;§pfiate7inrt§:ms;@f;§3m§in (gqgnitivairaffectivé'ag
psychomotor) and the level within the domain: . '

Briefly - the domains and the levels (or hierarchies)
within the domains represent a classification of
Qbieztivés which has proven markedly helpful in insuring
‘the accuracy-of communication and in gﬁderstandingﬁthe,
organization and interrelationship of the various parts
of what the Volunteer must be able to do. |

In outline the three domains and levels or hierarchies
within the domains in this classification of objectives.
are: . . : ' ' ' ;

psychomotor

1. Knowledge 1. Receiving
. ‘Comprehension 2. Responding )
3. . Application - 3. valuing Guided Response
4

1 . Perception

5 _
-3

4. BAnalysis .. -Organization Mechanism

5

15}

Set

U s g b
»

5. S8ynthesis - of a value . , -Complex Overt
5.  Evaluation system : .. Response
: 7 5. Characteriza- . '
" tion by a
! » value complex

(Thig»refinéméﬁﬁ of the Domains is based on the Taxonomy
of Educational Objectives, Handbook I; Cognitive Domain,

and Handbook II; Affective Domain by Benjamin §. Bloom
and others, David McKay Company, New York.). :

CIIT. faithiul,;p the task on which it is based: - indluding any
significant coriditions of performance. ‘

o

why Use Behavioral Objectives?

o~ , ’ . o : e . . :
Theé*main advantage of BEHAVIORAL: OBJECTIVES is their exactness.
in giving direction to a training course. By knowing exactly
where you want to go, it is easier to determine how to get
there. ) -
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cléarness of goals also makes it easier for trainers to commu-
nicate among themselves and work cooperatively on a training
. program, since each of the trainers can agree on exactly what
outcome is desired and can work to achieve it. Thus each
‘trainer can support the achievement of another trainer's
objective, even while teaching his own. o '

7 Behavioral Objectives are action-oriented and thus ideal for.
~~—/peace Corps training, vocational school teaching, and in-service
job training. :

éEehaviDral objectives are pgépleebrienteag since they focus the:
trainer-on constantly trying-to improve the course as it goes

_ _along_and to improve the. training inputs from one .course fo_
the next. ’ . :

 pehavioral Objectives are responsibility-oriented, since they
" encourage both the trainer and the trainee to take the .~

responsibility for aghieéigg the objectives of the training.

Why Use the ‘Taxonomy?

A program was designed with a number .of tasks that_invélved

tractor oﬁ%ratiéﬁi A major element in tractor work is _
' - comprised of psy:h@m@téf tasks. Unfortunately training was

largely classroom work involving intellectual--cognitive--

exercises. Not surprisingly few-éf the trainees could

operate a tractor at the end of training. o
In another program volunteers were expected to work with

crop production. In training they spent considerable .
periods of time working in the fields: plowing land,

planting seeds by hand, weeding, etc. Their classroom

work involved memorizing the package of practices for

each of the 10 major crops dgrown in the area. When they
arrived in their assignments they found that they were not
r¥quired to do any physical work (despite the fact that a
major training -input involved this type of psychomotor
activity) and that while it was useful to have memorized

seed and fertilizer rates, plant protection schedules and the

- like, what they really were required to do was solve--or help*
salve=érélativelyrcaﬁglex'pr&?lemsxinvalving soil types,

. seasons, water sources, input. costs and market prices. Had

~ both. the original task analysis and the training objectives

_ reflected the appropriate domain and level, they would have.
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spent far less time with psychomotor and low level cognitive
skills and far more time devel@glng skills in problem-solving.
- : ;f“‘f_ ST

The three domains and their division into levels is the work

of educational psychologist who have invested a great ‘deal of
time and effort in the process of defining and testing these
divisions. The most significant--and for Peace Corps purposes,.
the most relevant--work has been done with the cagnltlve and
‘affective domains. .
The levels in these domains describe a continuum of increasingly
sophisticated activity. The definitions are arbitrary and may
differ from those individuals are accustomed to using. Nonethe-

less, once learned they offer an éxtremély useful tool for = _ _

’preCLSely liehtlfylng the level of cagnlt;ve or affective
behavior required of a’ VDluntEéf in the field. They can be used
both in the task analysis prDCESS, in establishing training
nﬁbgéct1v25,’an§ in sequencing learnlng activities during the
Eguzge of tralnlng. _ _ i _

] : . o
The C&gnltlve Domain. There are six (6) levels in thé’éé%nitive
damaif. These include:

VIR Knowledge
2. comprehension
3. x@iéggl;catlaﬁ
" 4. . Analysisy\
5. Synthesis \
6. Evaluation '
1

Knewledge level objectives include mem@rlzatlsn or recall. 1If’
vou think of the mind as a file, it is analagous to pulling

the right information out of thezf;le! An example of a knowledge
objective would be: ' -

The trainee will--list the stépé in the program-=
tréiniﬁg system, ’ “ ' '

Kﬁ@wledge level objectives should seldam flnﬂ their way into
Pea orps training programs. It is extremely unusual fer

L
- o
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~Volunteers to perform tasks that simply require memory. Trairning

" time can be used far more efficiently by providing handouts which
contain this information ;athar’than attampﬁing’ta promote its
memorization, (A glance at Peace Corps training reports will
suggest that the vast majority of objectives written for these
programs are knowledge objectives. DNot surprisiﬁgly, both
tré;ning staff and trainees soon recognize the inherent aﬁsurdity
of these types of Dhjeztivesi) )

EGmprhEnSan level ab]ectlvas require minimal manipulation of
learned information. Examples are putting something into your
own words; translating; extrapolating from given information;
etc. An example would be:

- -The trainee will-defin e "comprehension" "in his =~
own words. )

Or: . _

Given a paragraph of French from a newspaper

article, the trainee will translate it into

English with 80% accuracy of tense and

vocabulary.

Application level ijé:tlves involve using learned ‘rules,
steps or an approach with new data. An illustration would |

be: . )
Using the pythagorean formula, the trainee will
calculate the distance bhetween 806 CGﬂﬁEEthut
Avenue and the White House.

Or:

Given the criteria for identifying a teaching-
learning principle, the trainee will select
those examples which meet these criteria

from among a set which contains distractors.

Analysis level objectives require the trainee to ‘break down
a whole into parts, identify the relationships between thase
parts and the whole. An example:

After participating in an agriculture department
meeting, the trainee will correctly identify

the relationships of the participants both in
- terms of their formal and informal roles.

o)l
w
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synthesis objectives are analagous to creating something unique,

whether it be a plan, a poem, a method of evaluating data, etc.
an example might be: ‘ : .

Given information on extension principles and the
cultural charact=zristics of host country housewives,

the trainee will design an approach to promote
"adoption of water seal latrines in the community. ‘.

Evaluation level objectives require the uUse of criteria--whether
developed by the individual or standardized--to determine the
worth or validity of a partlcular product or action. An illus-

tfatlén @f an evaluatlaﬁ SbjéCthE wauld ‘be: J,,L e

Given several appraachés to solution of a problem
and necessary background information, the trainee
will identify the best possible solution and gtate
the reasons far his choice.
After»hriéfly revi&wing these levels of ¢bkjectives, it should
be c¢lear that Peace Corps terminal training objectives should -
generally be at the application, analysis, synthesis and
evaluation levels. Most important Volunteer tasks require
these skills. They seldom require knowledge or comprehension.
By’ using the tobls of the cognitive domain, trainers can write
objectives which precisely identify the level of skill required.
By doing so, it is far more likely that the trainees will be
able to perform tasks at this level once they reach the field.

The Affective Domain. It is not sufficient that Volunteers be
able £57§erfgfm a task at the required level.  They should
also demonstrate a WllllﬁgﬂESS/ﬁE do so, By the same token,
~vhen Volunteers are involved in the skill transfer process,
it is not enough to merely develop a skill. Their counter-
part or client must value that skill sufficiently that he
#ill attempt to use it. The affective domain describes

a cant;nuum of behavior in the area of attitudes, beliefs
and values. If we, in fact, ‘wish to promote certain atti-
tudes among trainees, if we want them to do likewise with
zlients and counterparts, and if we want them to make:
rational decisions that involve the interplay of beliefs

and values, then the affective domain is an invaluable

tool. - ' ' T
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The levels in the affective domain are:

1. Receiving

2. Responding

" 3. valuing

4. Organization

5. Characterization

The continuum represents a passage from neutral to positive
passive to active, non-rational to rational, At the 3, 4,
and 5 levels, it represents increasingly stable behavior in
terms of conceptualized and organized values. ‘ -

ff ctive objectives, like cognitive objectives, can.be written
“in behavioral terms. We do, if you think about it, judge the
attitudes and values of others by their 'actions. 'An example (at-

the valuing level) would be:

The trainee will demonstrate commitment to
language learning by: . 1) spendiné spare time
with language staff speaking in the target
language:; : '

2) choosing to speak the target language even .
when it is possible to use English; -

3) attempting to convince other trainees of
the importance of learning the target language
and assisting them in their efforts.

By stating specifically the type of attitudiral behavicf the
staff feels important, this information is clear to the trainee .

wm

and the staff has a clear 1déa of what they are trylng to pro-
mote--and thus has a bettér chance of succeeding in this effort.

Objectives and the Qualification Process

Terminal training objectives, based on task analyses, and
‘meeting the criteria suggested above, can and should be
used as minimal qualifying standards. By stating these
Dbjectlves ‘at the beginning of training, host country
agency officials, Peace Corps country staff, trainers

and tralnees, -all have a clear and objective’ statement

64 . | _
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panslbllxty, thls can eliminate in large measure the

jectivity--and resultant trainee anxiety~-which often
ompanies the qualification process. (See section 5.1
lification). '

we want a Volunteer to synthesize and evaluate, or more
urately, if the task requires certain levels of skills,

will succeed only if we write objectives in those terms.

the same token, if we determine the successful performance
the task requires preference for a value or CDmmltmEﬁt to
alue or values, then we can only succeed if these are the
ective abge:tlrﬁs we stated and design activities to achlevei

avlaral ijEEthES deuel@ged in lSDlatan from task an&lys;s
‘the rest of the system may have a negative effect., 1If a
k analysis has not been done then the trainers must make
Iy effort to develop one themselves. all too cften objec-
‘es are prepared in 1salat;an accczdlng to a férmula, e.g.,
jectives should contain an action verb, be cﬁmgrehén31ve, ‘
noto few 1nterpretatlaﬁs and include the mean% for measurlng‘
learner s success." This normally résultsfln ijéCthES
tten at a low level of cognition, e.g., tha trainees must ,
be able to list the parts or a tractor or: name the fifteen
tes of Malays;a, As objectives,. such regurgitation is nat
.y monotonous but ludicrous because. theysare not hased on
. tasks a Volunteer must do. . These are ‘almost always of a
ther level. 1In fact application may be. the lowest level a
unteer has to deal with in the cognitive domain. Often
'y are ‘expected to analyze, synthesize and evaluate. ' In o
ms of the affective domain, Volunteers must deal at the 1évél
valuing and organizing a value system, e.g., they often deal
h a conflict between their values aﬁd those of the host en-

i

.Qnment.

.le there has been cgn51derable interest in writing ﬂehav1aral
lectives in integrated terms, i.e., ;ntegratlng technical,

yss cultural and language objectives, little success has been

yieved. While this may in theory be a good idea, it generally

not in practice because we need éategarles to pursue in.
reloping goals. To be operationally successful, we need t@
least beg;n with these tradltlanal cateqarles in wrlt;ng
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goals which can be integrated later in terms of the actual
goals of learnlng activities. In fact, the same holds true
‘for the domains. Few activities are purely cognitive, howéver
thinking in terms of these domains  aids the program-training
process by providing a conceptual framework and check list.

The following is an attempt to illustrate this conceptual,
'and operationally useful, framework for developing
objectives.

DOMAINS

I
- -
H
L o
> 5 0
FERNTRNG)
L
£ @0
OV By
O/ A
%v Language ' .
A Technical . Behavioral
= Internal Process Objectives
' .Transaction '

"Internal process" and "transaction" have been .added to the
skill side as examples of the fact that "cross cultural" tasks
mzy be thé least well defined. These classification represent.
an attempt t~ defineran area of behavior expected of the Volun-
teer which gues beyond a limited, traditional or area studies
definition of cross cultural training. ‘The traditional cross
cultural training: ‘track represents the area of one-of the more
useful appllcatlans "of the three domains. The hierarchy of
the affective domain has proven to be an extremely useful tool
in defining Volunteer tasks and training goals in an area of
“behavior where expectations have been the most difficult t@_f
communicate. For instance, ang task most Volunteers must
perform is resolution of a confllct between the personal
values they import and those of the host environment.

pefining this is facilitated by the use of this tool.

Training for it is facilite téﬂ\by it having been dEanEd

Sy

[
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METHODOLOGHY

HOW THE USE OF BEHAVIORAL OBJECTIVES

CAN HELP THE PEACE CORPS TRAINER.

Behavioral Objectives:

Facilitate instructional design and development
by providing clear goals to work toward.

[

2. Pacilitate curriculum development--sequencing,
eliminating gaps and overlaps.

3. Promote more efficient communication between
trainers, Peace Corps staff, trainees, and
researchers, * ’

4. Make 1t ev;den,hyhat trainees actually learn, :
thereby Eermltt;ng SElECtlEﬁ of mast lmpartant
gaalsi

5. _Permit instruction to be evaluated and thereby
improved.

6. Promote individualized instruction by making

‘ possible, criterion- referenced evaluation--=each
trainee can be required to master all’ ijeEthES.
(Inaeganﬁent learning is also promoted.) T

7. Permlt trainees to be more efflclent learners,
when they find out what is expected of them.

8. Eliminate the time wasted.when trainees can
‘already achieve. all or some objectives before
beginning a course. ’ -

J

9. Tend ta impose a philosophy of trainer respon-
ibi vy for getting students to master mbjectlves.i;'
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10. Promote the idea of hehaviorally analyzing all
" components . of instruction--entry behavior, inter-
mediate behivi and terminal behavior.

11 Facilitate research in training=-advance instruc-
- tional technology. ’

12. " Promote a nuw role for trainers--instructional
designers, managers, and resource specialists as
opposed to information dispensers. ”

hY
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‘PHE THREE DOMAINS OF THE '

Cg—ﬂiFiVQ, ~

1. Knowledge, . R .
2. comprehension '

3. Application

4. Banalysis

5. synthesis

6. Evaluation

éffégﬁivé

1. Receiving

2.° Responding

3. valuing .

4. Qrganlgatlcn of a value system

5. characterization by a value camplex’

Psychomotoxr

‘ 1. Perception
2. Set
3. Guidéd response
. 4. . Mechanism
5. CQmpleg overt respénse
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© METHODOLOGY.

e

THE COGNITIVE DOMAIN

1.00 - KNOWLEDGE
: 1.10 . Knowledge of Specifics -
_ ’ + 1.11 Terminology
. ’ 1.12 Specific Facts
' 1.20 Knawledge of Ways and Means Df Dealing
: With Specifics:
1.21 Conventions
1.22 Trends and Sequences
1.23 cClassifications and Categarles
1.24 Criteria
1.25 Methodology
1.30 Knowledge of Universals and Abstractions
"In A Field -1
- 1.31 Principles and Generallzatlénr
1.32 Theories and Struétures.

2.00 COMPREHENSION'
2.10 Translation
2.20 Interpretation
2.30 . Extrapolation

3.00  APPLICATION

4.00 ANALYSIS , ' o
4.10 Of Elements :
4.20 - Of Relationships
4.30 Of Organizations

5.00  SYNTHESIS (Production of something new)
" 5.10 Production of a Unigue Communication
5.20 Development of a Plan, or Pragased
. Set of Operatlans ,
5.30 Derlvatlan of a Set of Abstfact Relations

© 6.00 EVALUATION . L :
| 6.10 Judgments in Terms of Internal Evidence
6.20  Judgments in Terms of External Criteria
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SUMMARY DESCRIPTION OF THE COGNITIVE DOMAIN DF{ THZE TEXQNDMY
.00 /KNOWLEDGE ' e T o "
Kngwleﬂge, as defined here, lnvaives “the recall of EPELlfLCS and
versals, tHe recall of methods and. processes, Or the recall of a
tern, structure, or setting. It involves little more than bringing
mind the appropriate material. _ Alteration of material is. rarely.
uired. To use an- analogy, it Qhé thinks of the mind as a file, the
blem in a knowledge test situation requires finding in the problem V
appropriate signals or cues which will most effectively brlnglggt
tever khawledge is stored.

&~

%

.10 }ﬁmwluﬁg DfSEEEl ics e o ggﬂé%%\

The recall of specific and isolable bits of information. This
the elements of which mnre ;ampLe* f@fms of thlnklng are built.

. I

.11 Knowledgé of Termlﬁglugl

 Xnowledge Df dchlflc symbols~= verbal and non-verbal. " This may
-lude knowledge of generally acce pted symbols or the wariety.of
Jols which may be 1c;epted for one referent, or knowledge of the
af apprepriate referent app;aplldte to the bymbal

1.12 _Knowledge of iggglﬁlg_Eggps

Kncwiédge of dates, events,

j _ ' »
1.20 Knowledge of Ways and Me;psrpfrpealing with Specifics

&n@wledgé of ways of Qrganlzlng, stuﬂying, gudglng, and criti-
zing. This includes methods of inquiry, the chrgnologlcal
guences, and standafds of guagement in a field.

hnmwledqe of Canventlans

Knowledge of characterlstlc ways of treatlng and presentlng
leas and phenomena. Knowledge of the usages, . styles, practlcés
+h which people deal with phanomana,

T Kféﬁhwéhli pavid. R. Bloom, “Benjamin s and Masia Bertram B.,
Taxonomy . of. Edutational_ Objectives Handbook I, Cognitive
qualn, New York. DaVIﬂ McKay Compony In:,, l956
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22 _Knowledge of Trends and Saflences

Knowledge of the processes, ﬂirécéigms, and movements
phenomena with respect to time. : ’ '

23 K@Qw;gééefgf,CLagsifi§;§i§n§:énd7Ca§§ggrié5 S

Knowledge of the classes, séts, divisions and arrange-
nts which are regarded as fundamental fgr a glVEﬁ EubjEEt
21d,  purpose, argum@nt}ar problem. :

24 . Rné&ledgelgf Cxr

M

t eri

w

e

. Rngﬁiédge of the criteria by which facts, pflnElPlEE,
inions and conduct are tested or judged

25 WFnﬂwigég ’f Méth@d@l@gy

Knpwléﬂge of the methods Gf 1nqulry, teahnlques and .
scedures employed in a particular subject field as well
those employed in ;nvest;gatlng particular problems. ”\
2 emphas;s is on &n individual's knowledge of the me'thod
Eher than his ability to use. the method,.

=

3@ Kncwledge of the Unlvarsals and Abstractions in a. Flé;

;o
i

/

i ideas are Grqanlzed. Knawledge of the 1argé structures and;

sories of a subject field. , e T

31 Kn@w;eégé gme:ingigles and Generalizations

=

i 2 E

Kﬁawleﬂge of the Partlcular abstraetlgns which are
value in expla;nlﬂg,!descrlblﬁg, prédlctlng, or in )
ermining the most appraprlate ‘and relevant'action or

rection .to be taken.

s
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k], 32 Ka;yladgafaﬁmTh,a, ies and St:ucturaa o _ .

_ Knowledge of the: bady of prlnaiplaa and ganazallaatlaw
together with their 1ntarralat;ana whiclt present a clear,
faunﬁad and ayatamatla view of the camplaa phancmana. problems

o af a field. ' ‘

2.00 COMPREHENSION . ﬂ N

- This rapraaanta ;ha‘lawaat level of undafatandlng It
‘means the individual knows what is being communicated and can,,
make use of the material without relating it to any other
material, or without seeing its full implic¢ations.

Eamprahanaiaﬁ as evidenced by the care and?agau:a3§;wiéh
which a communication is paraphrased or rendered f:cm one languaga
or form of communication to anothef. Translation la judgad ‘on |
the baala of falthfu;naaa and a;auracy,.

/'

e — : A

Intargratatlan is tha axplanatlan or summarization af a
3§P1FunlEatLDh.; ThlS requires a reordering, raarrangamanta.;~
br new view of material:”

[ s i - 7 _ ‘ o I

**3130 Eaffapa;aﬁipn C %5} ' < ‘ o

oo A
2 : ‘ ' ?

The, extension of trends or tandanalaa beyond thazg;van
data to datarmlﬂa 1mp11:atlana consequences, aarcllarlaa, . 3
affaata, etc., which are 1 aqcafdanaa w1th tha cand;tianar
described in the original, '

data.

y
- o A " — -
: - ) X -
- _ _ — S -
4 £ i ‘ o
aESCRIPTIVE _VERBS . : .

Tranalataa,'aanvarfa, defends, diat;néuiahaa?jaatimataa,
- . apraina,faatanda, interprets, generalizes, infers, gives
’ aaamplaa, extrapolates, ?:fi?ﬁrasas, predicts, réwrites,

summacrizes’
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#%3.00 Application : ‘ e S
_— ] . 1 o = . - -

. The use of abstractians'ln particular and concrete
situations. Thé abstractidns may. be in the form of genéral
ideas, rules of pr@cedures, or generalized methads_' The
stfactlans may ‘also be technical principleées, ideas and

ab
) heories which must be remembered and applied. S - o
S : . e T e o A,
¢
SRR - e e = i el o e i 1 o i
4 b ,‘}
DESCRIETIVE VERES I{;
Changes, c@mputes, demznsﬁrates disggveré, manipulates,
. ‘modifies, Q§erates, predictd: (from a rule), prepara,
’ producas, religes ‘shows, S@lves uses. . -
. ) -
— _———— I = = _———= = o == = \:*777";
— - e

\
The breakdawn of a cammuﬁlcatlcn into 1ts Eonstltuenta

elements or parts suct that the relative hierarchy of ideas
is made Eléar and/or the relations betwesen the 1d§aslexpfésseﬂ
are .made explicit. Analy51s tends to clarify thé eammunlcatlan,

EJJLEEEE how the ccmmunlzatlcn lswargaﬁlged. . 7
! ’ [

**4 10 Analy, is of Elements

Identification of the elements included in a communica= . J/
tion, process, procedure, etc, . . ‘ : - C

*%4 . 20 Analy;;gf;ﬁ Ri;_; nsﬁégs

/ T N, :

| | The organization, systematic arrangement and structure /
whlch holds a communication tagéthsg " This includes the
"expl;clt" as well as "implicit" structure. It includes the

baseér ne:essary arrangement and mEEhgﬂlEE whlchfmaka the

ﬁDmmunlcatlan a unit.

-



. o DEBURLIELLIVE VORDD

* Breaks down, diagrams. differentiates, discriminates,
distinguishes, identifies (parts af).:illustrafgg, ,
infers, outlines, points out, ‘relates (one part to L
vaﬁgther). selécts, separates, sub-divides. ,

5. DQ Synthesl s ‘{production of" samgthlng new) o
) Puttlng tggether of elemengg and parts so as to férm a
-whole. .This involves the process Gf working with p;eces,'
parts, elements, eotc., . a*ﬁ arzanglng and ccmblnlnq them in
such a way to Egnstltuté‘a gatteln or’ structuﬁe not clegglg
theré before. - . “; o _ A L
**S L10 Preducticn of a Uniqué Cgmmunigatigg f;f
. e
Thé development gf a cgmmunlcatlan or thlng in which-
the writer, speaker,-or praduéer ‘attempts to convey ideas,
feelings ggd/ar,éxperlencés to others. .
#*5,20__production of a Plan, Or Proposed Set of operations
The dev;l@meﬂt of a plan of work or the pr@gasal
éf a plan of cperatlgns.
;ég;gpr rivation cf a Set Qf Abstract Rélatlgns 3

Devélapmant éf a set of abstract relations 21ther
to classify. or to explain partlcuiar data or phenomeana, cr
the dejgctlsﬁ of prOPDElt;QﬁS or sympo lc regrésnntatlaﬁs

s_—agé__sai——ﬂg__

Categmﬁlzeé combines, cgmglles, composes, creates,
. devises, designs, explains, generates, modifies,
‘organizes, plans, rearranges, reconstructs, relates,

S 75
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regrgani;éé, revises, re-writes, summarizes, tells,-
. writes. '

=

6.00  Evaluation .

Judgemsnts about the value of matéfial anﬂ'mathcﬂs for
glven purposes. fQualltatlve and quantitative judgem=nts abaut
the extent to wﬁfﬁh material and m:thads satlsf¥ criteria.

use of a staﬁﬂard of agpra;sal ' : _ -
N o )
**6 10 _ Ju:igemi:lt_s_dj;n frerms of Intafnal _Evidenc Co 1
X = : ..
£F
EvaLgatléﬂ of the accuracy of a :ammunlcatlan from
_such evidence as logical az:Qfacy,.csnSLEtencv and other
;nternal criteria. _ ( -
6. Eg_JzQQQEEiggasap Terms gﬁuExterﬂal Cfltérla
Evaluati@nvaf matérial with reference to se;e;téﬂ,- T

. or remembered criteria. A\

_,,j\_fE,T;’ -
= DEEﬁRIPI:IVE VE" 33 f v ‘
. T T LT ' ‘="7 . ] .
- , At e
. Appraises, cofpares, canzipdes, cantrasts criticizes,
' ) describes, dlSClel%ﬁtESL ‘explains, justifies, inter-
4 Q:ets, relates, sunnarizes, supports, weighs, judges,
t evaluates. . ‘ . T
I
? i i N
h m’\
[ : ‘\ .
. . N
BD ) A ® ’ ] . 1




Peaée Corps Travinin,g Guidelit

. A % . T ,"METHDDD;Oc

efine teihnlcal terms by glVlng the;r attrlbutes,y
pzépartlgs, or relations (1. 11) f _ -
/f Distinguish thé.féfefence'fér words and establish
; limits within which it has meaning'fl. 11)
Damaﬁstrate fam;llarlty with cammmn range of meanings

of specific wnrds (1.11)

Recognize common range of ﬁeanlngs Gf SEElelE words

J a.an

al information (lilE)

o

~R%¢D§ﬂize factu

List steps or major points in some specific organiza- .
tion of knowledge (1.12) '

jdentify correct responses -{1.12)

Isclate ééécific inférméti@n'in an essay, book, or
~raference (1.12)

%tdté mag@E%ﬁgpatheses in a partlgular field (1.12)

*‘1

=i

beséribaISGméthlnf in detail ' . : -

ﬁei. Describe the forms and conventiond of major tY§§S
5 of literary works (1.12)
Use correct form and usage in speech (1.21) ,

‘Use correct form = usage in writing (%;ilj

. Follow zpmman\ruiés of etiquéttebﬁbchaviar) (1L.21)
. . . /

. - I
.7 { /




PN

LT
: EooooUn .
G ' Use correct- fgrms Gf‘addres: in a fDrelgn language (1.21)
’ ' ' - . - . qﬁﬁ
Use symbals ccrréctly (1 ,) ' - R, . -
. i . R
: . ' N
'Punctuate FﬁIfECtly (1 21)
e ;Désgribefﬁhe effe %\ ofi'a change - on a system (1.22)

pescribe the influenéé QEVagparticuiar philosophy
or pclnt of 'view Dn‘a-pérti@ﬁ_Gf society (1.22)

,Répr e a flaw -chart (l 22) ' J
;{ i R \ .
Seléct he proper group in- whlch a sample ltem bu;ans

w2 _ N\

-t

List specific criteria for ev%;uaﬁing something (1.24)
Jatine . 24!

SElEEt an ewample of a Eflﬁéfl@n frsm choirces which

wrong distréétars ]lizé) 1 \

*,

Trainee will be able to:

List techni q les for doing something (li25%4=s§£3

usaéribe pfa:edure f@f Perféfming an'@peratiéﬁ,
< made fl 25)

=

state the procedure ‘for doing scientific research ,
{1.25)

State Etips in problem- sa1v1ng process (1!25)

Fﬁiagnl?é a correct generallzatlan of a paftlcular
./ or culture (1.31) - '

Recognige a correct generalizatiaﬂ of a principle - « .
’ N ) !

Recall major thearieé about particular cultures (1.32).

-
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:
o
!

= l

" Select carrectly an agpra§rlate descqlgtlaniéf
N inté:actlng cgmganents of a theory (1 32)
&8 - _ .
EJQDMEREHENSIEN Eé.Samgle General ijectivgsf
'irg;nge_wii; be able ﬁéé o | ;-
uStaté a prabiem inéhis cwn_wﬁﬁds;(zllD)
Giﬁe an exaﬁple of a generalvpriﬁc%pJQQ(E.lD)
. Pt??éré é syngégis of samething (EilD) }
-Put a congept iﬁtg visual form (E,I 0) ’
— i o Read a éraphi(z,laj ! ] ' f e o 3 
D i N - -
. Read a {ablé?;égaata (2.10) ~ ; .
& = : -
oL . Read a code or symbolic language/(z.lo) ’ /
, Prepare a schematic iiagram of sbmeﬁhing (2.10) - \'A
' b Given a: verbal descrlptLén, prepare a visual : ; ;T

représentatlan (2.10) / ' - /

Trahslate a foreign 1anguage ln%a English
é(vi22sversa) (2.10)

Draw cgnélusiané from various types of’data (2.20)
: l

!

State the major ldeas of a. WQrk as a whole, at any
desired level of génerallty (2 20) >

o £
B l
Speglfy'quallfieatlgns made’ whe’ ;nteryretlng any aw
data (2.20) . -
, 1 . . —_
Distinguish warranted, uﬂwaffanfed or contradicted

canclu51cns drawn from. a b@dy'@f ‘data, (2.20)

Draw conclusions not made byfthe writer ,2.30)
State conclusion drawn Tiran 7eading an art;cle,(EQBD)m

I, : . 1%' 83



Make a prediction (2.30) _ N o C

APPLICATION --.Sample Gégéral-ébjecﬁives:

Trainee will be able to:

Apply a génefélizétipﬁ_tg a sge;ifié problem (3.00)

[

Eelate a_Pfinciple to a Spézifiz avaﬁt (SEGD)

Emplay experimental pra:edureg to flnd sﬁlutlgns
to Prablems (37 00). !

bredict the etFéct of a changé in a factar on a
Eituatlan prev1cusly at équlllbz;um (3.00)

Use specific techniques f@r doing scmethlng (3.00) -

’ ' Use problem-solving techniqﬁeé to solve specifit
-‘problems (3.00)

ANALYSIS -~ Sample General Objectives

Trainee will be able to:

Apply a generalization to a ;%e:ifiz problem (3.00)
% C v ) H . !

; Relaté A principle to a SP’éifié eﬁenﬁ 63;@6)

Employ exmer;mental pracedu;es to flnﬂ SGlutlDﬂS
to grcblems (3. DD) ' 7
Prea;ct the effect cf a change in a factor on a
_gltuatlgn previously at equilibrium (3.00) .

Use specific teghniques for doing samethingi(B,DO)A
- Use Pr@blem -solving techn;ques ta salve specific

'prablems (3.00)




m s — /T -

. Tralnee will . bé able to:
Y/

StatE’éﬂSpEFlfléﬂ assumptions whén given a CGﬂEluSan (4. 1(

Distinguish fa:ts from hygpthgses,(4.lD),

pDistinguish conglusions from supporting statements (4.10)

&

Identify motives in individuals (4.10)
Identify motives in groups (4§lD)

< ' .'Dlst;ngu;sh dlfférent 1deas in a 515 age. (4.10)

/- -

]
m

Recognize intarrelatiggshipsvam@ng ideas in a passage (4.2

' select pertinent particulars for supporting or refuting
a particular argument (4.20) ‘

Recognize which-facts or assumptions are essential :to
'a main thesis or to the argument (4.20). ’

state whether hyp@thases'are'c@ﬁsisteﬁE with informa-
tion and assumptiéns (4!20) '

Dlstlngulsh cause and effect felatl@nshlps from other
Eequentlal relatlanshlps (4.20)

Distinguish relevant from irrelevant statements or
,rf@rmat;cn (4.20) ' ‘

‘Detect l@glzal fallacies in arguments (4.20) S

Recognize farm and Eattern in literary or artistic
works as a means of undﬁrstandlng their meaning- (4. BD)

Infer purp@se,-point of view, or traits of thﬁﬂght from
a work (4.30) : o . -
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Datect techn q used in persuasive maﬁé%ials (4.39)
Distinguish points of view of a writer (4;30)

SYNTHESIS-E;‘Samgle General Objectives -

Bl

Tﬁa;ngg will be able to:

,*rigiwall*arganlzed essay presenting ideas in .
opméntal and logical order. (5.10)

Wﬁité creatively a’ story, poem or essay—for personal.
pleasure or entertainment cf others (5.10)

Tell a personal experience effectively (5.10)

Make an extemporaneous speech (5.10)
- - . . , : i.,‘ . . ;
M . i®

Write a simple musical composition (5.10) v

rropose ways of tes@}ng a hypothesis (5.20)
/ Integrate the results of an lﬂVPstlga%L;ﬁ into an
/ effective plan of problem solution (5.20)

o : Pregrve a unit of instruction for a particular
" teaching situation (5.20)

Lesi

5.

“u \H

gn simple tonls to perferm specified operations
3) . ,

Develop technigques for obtaining information (5.20)

“repare test questions (5.20)
Formulate appropriate-hypotheses based on an
analysis of factours involved moedifying such
lhynotheses" in the light of new fac;mrs and

_considerations (5.30) '

Develop different ways in which experience may be
organized to form a conceptual structard (5.30)

‘Formulate a %hegry cf learning. applicable to classroom
teaching {5,30). _ '
. b ’ ' - 2
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pevelop mathematical generalizations (5.30)
Make mathematical discoveries (5.30)
Develop new schemes for classifying ideas,. events,

eta., (5.30)

EVALUATION —— Sample Ceneral Obiectives

sl
o

Trainee will be able to:

- Assess probability or accuracy in reporting facts

S 1. - e P . . . c - s

from the care given to exactness of statement e
documentation, proof, etc. | =4

Apply given criteria (based on internal standards) to
the judgement of the work (6.10)
Indicate logical fallacies in arguments (6.10)

Compare major theories, generalizations and facts
about particular cultures (6.20)
ecognize and weigh values involved .in alternative
reses of action {6.20)

N _
¢tinguish between' technical terminology which
ds precision by permifting more appropriat

e

")
=

o

T
[nPI

[

de finition and those which merely replace a common
ame with an esoteric one (6.20) !

3

[T

o

gvaluate health beliefs critically (6.20) .

Applybselfﬁdavelageﬁ tiesthetic) standards to the
choice and use of ordinary objects in an everyday
environment (6.20)
‘Given possible bases for judgements about accuracy,
recognize criteria which are appropriate (6.20)

Given X , determine criteria or evaluation which
are appropriate .and apply them to make an evaluation

:(6!26)
83



Given an means—end relationship, judge its validity and
support this judgement (6.20). -

Given an end, réc®gﬁize the appropriateness of a particular
means (6.20).

Gi#gn an end, recognize the-best of several means (6.20)

1}
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THE AFFECTIVE DOMAIN
Pasgive - Involuntary - Tranaitary =_Inconsistent - Neutral

1

[N ]

[

.0

[ '

. R o
Receiving 5
1.1 Awaréﬁess -
1.2 111ngm2 s to Receive .
1.3 Controlled or Selective Attention o~
Responding
2.1 . Acguiesce in‘Responding ’
2.2 Willingness to Respond
2.3 Satisfaetion in Response
Valuing
3.1 Acceptance of a Value
3.2 Perference for a ’alue |
3.3 Comnitment {
Organization of a Value System . -
4.1 Conceptualization of a Value
4.2 Oryanization of a Value System
Characterization byva-Value Complex
5.1 Generalized Set
5.2 Cha iitir zation
- Veluntary Stable - Consistent - Positive
. 85
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3 ' ' 7 - o . Number? .

R ' v ' Peace Corps j’rammg Guideline

METHODGLQG

The Affective Domain qﬁd Peace Corps '
Training :

\ _— .
.. |

The AfféﬂthE Demain deals with attltudea; predispositions,

values -and: bél;efsi\ It is of concern todthe Feagh@f;ﬁr

tra;nff because the teaching Of Cagnl ive aﬂﬂ/aL P;ychamataf

sklllé al@ne does‘not ensure t wese skills will be

employed after the, student or traiéc leaves the course

of instruction. . If we, as tpa:herﬂ @r:tralnégg;~valué~théf~m~ SR

%kl]lg we are attemtplng to lmpart if we feel they will

be relevant and useful for our students, then we should

make every effort to dev%ﬂ@p ﬂmé éltltudgﬁ znd values

which will raise the probability that.they will in fact,

be used.

i

. L

very oftenm when we do teach, we do want our students to use

the skills we are attempting to develop. We often assume

that the subject matter itself will inspire the student or
_trainee to employ the skills learned after the course is _ V!
completed. Empirical evidence suggests that all too often :
this is not the case.  Think of all the information and

sikills ycu were exposed to as a student. How many of these
~+ills do you employ today? Probably your first answer would
s "those zkills which are relevant to my life and work.”
1 y@n thiitk further, however, you can probably identify
reas of nivill and knowledge which would be useful to you
wnjrh wOU no longer use and, in some cases, consiciously
o ounconsaiously avaid, in most instances this is because
.1 =2vent &r -events in your lﬁarﬁlnq caused a negatlve response
e subject macter. If you Lhin& of cocurses yﬁu ve taken

here you disliked the subject, you can probably begin to
wolute ‘factors which raused jau to want co avoid that subject.
Jt is safe to assume that your teacher or instructor did not
want to create this negative attitude. It is also probably
“hut;one reasoh it occurred w that he did not determine the
fyp@faf icfituéé:ha‘wantééjtc promotc and, because he had
ljtglg or no idea wherc he was goiﬁq, failed to arrive.

rr
s
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_The .first.step in promoting attitudes towards “learning is &
to determine the types of attitudes you wang to promote

and develop. The Affective (Domain prav1des\Larm1nnggy

with definitions that caﬁﬁhalp you to more prec;sely ‘and
_foectlvely make th;s determlnatlan.

As with the Cagn;tlve Démaln. the definitions of the .
Affective Domain are ESSEﬂtlally arbitrary identifications
of points on a cgntlnuum_(The deflnlt;ans may.alsgid;ffar
from your normal use of the words employed. However,

if you learn. the definitions and practice employing thémgg
‘you will find yourself better able to détermlﬁe and prgmate
the types of attitudes necessary if your students are to
‘actually employ their skills after’ completion of the course.

As a student moves from éhé Lower levels in the Affective Domain
to the higher levels, his behavior changes from:
PASSIVE to ACTIVE
INVOLUNTARY to VDLUNTARY
TRANSTORY to STAELE
INCONSISTENT to CDNSISTE

NEUTRAL (or negative) to PDSITIVE
There are five levels in the h;gfarchy of the Affective Domain.
In outline these are:
1.0  RECEIVING
1.1 aAwareness
1.2 Willingness to Receive
1.3 Controlled or Selective Attention
2.0 PESPONDINC ) o .
2.1 A.quiescence in Responding ] o f
2.2 Willingness to Resporid . ,
2.3 satisfaction in Response !

Preference for a Value

LUING
.1 Acceptauce of a value
2
3 Commitment

I .

i
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4.0 . ORGANIZAT ION ;
T 1. .Conceptualization of.a Value.
4.2 Qrganlzat;aﬂ of a Value System

5.0 CHARACTERIEATION -BY
- 5.1 Generalized Set
5.2 Characterization

A VALUE COMPLEX

. Br

,efly tha p?nqr

ssion through tﬁ? hierar

chy is as follows:

EEQEQX;QG ﬁﬂwithlﬂ th; Reuéiv1ﬂ§”ltvelgthe student is
passive. Sole responsibility for directin
the attention of the fearning process lies

with the teacher.

=

¥

At Tne awareness Lgvpﬁ +“he léarner is
merely conscious of something as(sf;n1lu§)f
Hiz kehavior: d@eg not, imply attfention.
There~is no spéclflc discrimination between
stimuli. The learner. may. well be unable

to veybalize what i

--Awareness -

aAawareness.
Wwillingness to Receive - At this stage the learner is
~ willing to tolerate a stimulus. ’ He

does not actively try to avoid it.
his behavior indicates neutralitv
suspended judgement towards these
An cxample would be a stucent who
carefully when chara'gp&ak

Howove:s
cr N

stimulie.
ligher s

CQTF7Dlléd Aftcntlan - Thé ner's behavior
P stage’ indicates that when certain
( ar~ present thLy will be attended
The learner controls his attention
the favored stimulus is selected
competing, stimuli. He listens
C e class instead of talking.

t}

n o
U. e
wr-n

»[r

lear

his
uli

o
fjest -

ag thatbt
inspite of
in

oo .
[ 4]

=
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“RESPONDING ~ At this level the

student's behavior
indicates that he is suffici iently motivated
that he is actively attending. ‘we would
often‘describe this as "interest" in the
subject’. R .

2.1 Acquiescence in Responding - At this: Stagﬁ the
student makes ras;@ﬁses-but ha: not fully
arroptad the:‘_ ne c’i 55 .1t# 0. He

o e "Q@mp]ig§ﬁgﬁéthé: than‘actlnq leUﬁLdLllj
I For exanple, the student might follow rules
N

for classroom behavior while the teacher
in present, but revert to nthex behavior
© when,the teacher is out of Eh¢ roofn..

nd student 's behavior
stage indicates a voluntary

m
Y
1
O
o
D
I
)
-

.2 willingnese

. No compulsion ik involved or

pl “In this instance the shadent
wigld observe rul sven whoen the teacher

isn' 't present. Another cxample would be
student who voluntarily reads material
or discusses ;t wikth the teacher.

’JJ

2.2 satisfact.on in Response = Not only 1is the student's
benavior voluntary at this stage, but it
yndical co o feoaling a setisfaction-—an
emotional Kick, pleasure, enjoyment, etc.

3. VALUING - At the Valulng level in the hierarchy we

become involved for the first time with the
concept of-worth. What we regard as "valuable"
or "worthwhil:", etc. is partially the result
of internal assessment. However, it is
primarily a‘social product which has been

. internalized or accepted.

#hen learners are épéfating at this level
! i 1 ‘[ici t]y consistent
rlbw Ché as=

94 .
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At the valuing level we are 'not concerned
with relationships between values, but

with the internalization of a set of
specified "ideal" values. Behavior is guided
not by a desire to comply or obey, bhut by

the individdal's beliefs or values.

3.1 . Acceptance of a Value - valuing involves "ascribing

3.2

3.3.

worth to an object or behavior." A
belief can be defined as "emot ional
acceptance of a proposition or doctrine
upon what one implicitly considers an
adequate ground." 1 S

peliefs have varying degrees of certainty.
At this stage we are concerned with the
lowest degree of certainty. We can describe
the student's behavior as a "tentative
position." The wehavior .is consistent
enough that others perceive the student
holding & belief or a value and the in- -
dividual is willing to be sO identified.

o
n

An example wguld_be a stuéenf whose behavior
indicates a continuing desire to develop a
skill.

preference for a Value - The behavior of an individual

commitment

at this stage indicates not only identifi-
cation with a value but active pursuit of th
galue. One example would be a student who
assumes responsibility for helping other
students to a:hiéve a skill.

- Commitment iivélges a high degree of
certainty and.gonviction. The individual's
behavior demonstrates qualities like
Moyalty to a position, group of cause.”
There is an 1lnner tension surrounding
the value)of belief which can only be
satisfied!by action. The individual
attempts fo convince Or convert others. A
Republican who not only votes but actively
canvassesg .for Republican candidates would
éemanstrating,cémmitment.



t 1

o 1 oo . A
T O VI
4,0 ORGANLZATION = s an individual successively
T internalizes values, he encounters
situations where more than one value 1s

b) the eliefs, ideas, attitudes
-and values of the individual ar.
integrated into a tolal worid viow,

- p
) Celevant nd vtete a choice may b u 5.1 Goneralized Set - An ;ndlv1dual at Lhw stane will ¢hos:
necessary between conflicting values, twatlably moke petsistet i or-
b this vpens 2 ation] gprcach sistent responses t0 a sst of calutcd
e ; J situations. 1t lwvolyes a basic
lorientation which enablee the indivi- -
2 eternintion of 2 conpeehnsive List o ‘ dual to reduce the order the complex
s to world he Lives i 'wd to act

consistently and effectively in it.

: b) deternination of inter-relationships
N\ etyeen these values,

{ \\\ ' ) the estaklishment of pr1or1tles
U amang valies.

£

5.2 @ﬁ@@ﬂ@ﬁ@f‘@ﬂﬂﬁﬂmMMJMM%SamﬁWr
g irclusiveness than *he generélized set.

AL important ideas, attitudes, hellefs
and values are Incorporabed, Valves,

+ ideas, attitudes and peliefs are
ordered 1n u way 1t i internally
consistent. Others can characterizs
the individual not only in terns
of his values, hut in terms of his
value priorities. Y

Essentially, two steps are involved:

4.1 Coneebtualization of a Value - At this stage the quality
of ahstraction is added to. consistent and
stable beliefs or values, This pernits the
individual to see how the value relates to
mmgmﬁmmmMrﬁmm@mmm

4, Orqanlzatlap 0f a Yalue Systen - The individual at WRITING AFFECTIVE OBJRCTIVES
this stage brings together a conplex of
yalues sone of which may be in conflict.
fie develops a dynanic equilibriunof
yalues which is, in part, dependent upon

 those portions of the enviroinent which are
impoctant -t any one point in tine. For
exanple, the Peace Corps Volunteer con=
seiausly or unconciously reorganizes values
in teunms of factors and facets of his nev
snvironnent,

~How do you write an affective objective? Essentially the
NIoCess ig similar to a cognitive or psychomotor objective:

a) the student or trainee is the subject;

b) there is an action verb, usnally "demonstrate”
o an equivalent;

c) there is a measurable action or measurable ‘
act 1ons. |

'

Mn exanple would be:

;

5.0 C{ARAFiFRIZATION BY A VALUR COMPLEX = at this level
“the individual acts ¢ consistently in-accor-
" gance i th values he has conceptualized and

The student will demonstrate willingness ko respond iy:

! . | "orgenized, Dwo factors are involved: P a) voluntarily discussing the day's subject
} o o with the instructor;
! 4) the generalization Of this control to b) doing homework assignments

P 50 much of the individual's behavior
it it leads to his being described
~and characterized in terms of these

"v yalues;

92
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The student will demonstrate commitment’ to ékl by:
a) using the methodology without authéﬁétative

pressure to do so. ;/

b) defending the methodology when difcussing

teaching methods with othe- teachers

trainers. '

and -

. N

. ~—
In presenting affective objectives to students or “txainees,
it is occasionally.best not. to indicate the types of
behavior by which you plan to measure the objeuvtive. If
you do mention these there, is the chance that tvhe students
will simply reproduce this behavior without having actually
achieved your objective. (N.B. Behavior can become a
habit —- ever 'f feigned =-- if it.is done often .enough
and is given ¢ .ntinual positive enforcement.)

PROMOT ING_AFFECTIVE OBJECTIVES

fiow do you promote and achievc ~ffective objectives?

Fesentially the process is very similar to teaching
cognitive or psychomotor objectives.

First, you state the objective at a level which
vou feel is appropriate in terms of the
age, background and intercsts of your

~rospective students! or trainees. 1In the
case of vocational training, you would also
determine the affééﬁive objectives reguired
by the job. ‘ L
second, you greﬂgvaluaté‘yéur students to determine
the attitudes and values that they have
brought to the course. This can be done
formally or informally, which ever is easier
and/or more appropriate in the circumstances.
On the bagis oOf vour pre-evaluation, you would.
either retain, raise, or lower the level of
your ijéétiVnSn ‘ : '

§5 | £5? 




Third, you conduct .learningactivities usging the fivé

teaching -learning principles:

i) Perceived Purposed =-- perceived Purpose
“Gone pL;nrlgle that
directly CQﬂﬁEfHLd
the affective d@maLuﬁ TS
better vour perceived pui-
pose, the yreater the ch.oinoco

. you have of achisving vyou:
- affective obhjoctive (s).

ii). App:ﬂprlate Practice == You Ehéuid‘give yeur
tudents an opportuniky, to

4

LI

actice Lhe type 0f affec—
‘behavior you have
ed a= your ohjective.

T
r'f'HH
rII"N

3]

~iii) Knowle

[
joR
[
i
[
[y}
o
i
bl
=
it
i
il
1
|

When your students fail

to practice appropriatel:
vou should provide knowledqe
of results. This should he
as PD%Jth“ly préaentef as
possik I ¢an he suprar!
Ty reiteration on per-

m

Cordved purposae.

|
|

As with Lhe cognitive domauan
you can usc the hierarcchy @F
- . the affective domain to desian
graduated sequence. If your
T course affective objective

is preference for vialue,

or commitment, and if your
~ students' entry behavic:
is acquiescence inrzgsganﬁv

iv) Graduated Seguence.

you will want to move Loward
your final abjé5r1V\ in a
graduated sequenc

m
"

v) Individual Differentiation --affcc

> or and attempt to u

hese differcnces constructive
v

W’jr ]
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- you-Post-

Evaluate your students to determine

whether the affective objertive was achieved.

it was

I Dmot
:ggmpt £
If you ac
the time
salf on t

some ad
affoective

is dij.

promofe

v M

tions
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a
biec

; towar

[.1..

attit
dichot

Fither th

stude

=

The

tencher or traincr

next time.

achieved very easily, you should

- attempting a more difficult objective

(if appropriate). If you failed

e the objective, you would analyze your

o determine where improvement is required.
hieved the level you set in approximately
vou estimated, you can probably pat your-
I>ack ard use a similar approach the

5€

he

nformation tha help you to

5.

A
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ds subjects can be describhed in terms ©of a

e student b@ approach the subject

nt tends to.avoid the subject.

]

your éprf

neutraliz

‘Ladect and to minimize, e or eliminate avoidance.
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three important ways

concerned with the way

e approach,

ation)

in which behavior towards
influenccd. :

ts that surrcund the subject;

sults of coming into contact with the

othe react to the subject.
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If we -keep these three concepts in mind, we cCan more o

find ways to encourage our students to approach the subj

we can minimizeé those Ffactors which would cause our stud
to avoid the subiject. The basic rules are:

1) When the student is in the presence of the subject, he
should at the same time be in the presence of positive condit
conversely, when the student is in the presence of tl <
not at the same time be in the présencgrof aversi 1
conditions. ' " -

conseqguences, the subject will tend to Leca
a

> a stimulus fo
roach responses. conversely, whenever contact with the

nject is followed by avers ve conseguenzes, the subject
‘muy become a stimulus for avoidance respon

2) Whenever cantact with subject matter iz 7ollowed by PQSitht

An aversive condition or consequence is any event
sical or mental discomfort. i ' '
sor to think less highly of ) - - 1o
f respect or dignity, or that results in a strong unticipa
ny of these. 1In general, aﬁy :énéitiéﬁ cf conseguence |
:ﬂnsjdéred aversive if it cause =211

his world dimmer.

P‘

11

}
[
=1

Pain -- acute physical discemfort. Hitting a student 1g an examn]
A P ! ; g [

-
]
jo

Ji'war and Anxiety -- distress Or uneas iness of the
" apprehension of danger, misfortune, or pain;
foreboding, worry, or-disquiet; anticipaticn of
unpleasant. Some ways in which teacnevs cause fea
angt anxiety are by telling the ztudent:

P
U‘
"

T

h
w oy M
-

o 1]

"vou won't understand this, but...™
"{t ought to be perfectly obwvious that ...

"Half of you won't be here a month from now ...

Y

O
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"I don't believe in éivingbhigh grades . "

"If you aren't motivated, you shouldn't be here.

an

"If you don't perfarm well you'll hgve to go and
see the principal.

Frustration -- a condition or consequenct that occurs when
goal-directed activities are bhlocked, when purposeful
or motivated activity is interfered with., Some

~practices which lead to student frustration area:

Presenting 1hfarmatlan in largér unlta, or af a
faster pace, than students can assimilate.

" Speaking too softly to be heard. -

Not telling the student the 1ntent of instruction,
or the way in which his performance will e cvaluated.

Refu 1ng to answer student questions.

Forcing all students to proceed at the same pace.

wWriting "tricky" tests.

Humil.icticn and embarrassment -- lowering a person's pride or
sel.-respect, by making him uncomfortably self-conscious;
by shaming, debasing or degrading him; or by causing him
<« painful lack of dignity. You risk causing humiliation
and embarrassment by:

Publicly comparing a student unfavorably with others.

Laughing at a student's efforts.:

Bringing a student's weaknesses to the attentlén of the
class.,

Making a student wear a "badge of stupidity”.

Bellttllng a student's attempt to appréach the subject.




Insulting a Studéﬁt’s_éttémpt to approach the éubject!
Causing situations whizhllead ég repeated failure.

Bareéém‘ﬁ— the result of a situation in which the stimuli for the
student are weak, repetitive or infrequent. Things that lead
to boredom ingluée: ‘ v
Speaking in a monotone.
é@gking back and forth ;ythmicaliy ghilg speaking.
Iﬁgistiﬁg a stﬁﬂent sit through something he already knows.
‘Using iﬁPErSDﬂal; passive language.

Using a graduated sequence with increments that provide no
challenge. '

Using a single mode of presentaticn -- teacher and learner
activities are always the same.

Physical Discomfort -- an uneasiness, a hardship, a mild pain.
- Ways and means of inducing physical discomfort include:

Allowing excessive noise or other distractions,

Insisting that students be physically!inéctivé for longer
periods. of time than his state of development can tolerate.

Insisting that a student pay close attention immediately
after he/she has eaten. .

Making a classroom too hot.

All of the above examples--and many others--are aversive conditions
and consequences, When they occur they cause the student to avoid
sz subject. : :

A positive condition or consequence is any pleasant event that exist
during the time the student is in the presence ot the subject matter
or that follows his approach to the suhject matter. It causes the
‘student to think a little more highly of himself and makes his -
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vorld a little brighter. As teachers or-trainers we want to pro-
note events that lead to successexperiences and acknowledge. that
success, insure a variety of stimulation lead to an 1ncreasé of
el f=estesm Or 1mprc‘3ved self- 1ma§e and lead to an increase in
:onfidence. Some of the things we can do include: .

Réﬁ&gnlg;ng that a student's réspémse is an attempt to
~learn and giving kn@wledge of results in a way that
accepts rather than rejects that attempt.

RElaniF;ﬁg ﬁr rewarding students who appraaﬁb the
subject. - .

De S;Qﬂlfg graduated sequencéc chat will a]l@w success
st- of the t:mé- :

‘Providing encugh telephone pDLES so that the student
knows what he has a:hleved,vwhere he is, and where he
is expected to go. '

Providinag the student with statements of instructional
okjectives that he can understand when he first sees/
hears them, i.e. precisely written behaviorally stated
objcctives. é

Individually differentiating between students who already
know subject and those who don't. '

Giving knowledge of results that is immediate and specific
o thé}stuﬁant‘s response.

Giving the student some choice in selectlng and Eequenclng
suabjock matter. ’ 5

i+lating new information to old, within the experience

of tte otudent.

Ly ing the student some choice in selecting and sequencing
sul,joct matter. ' ’ '

Prrating the student as an individual.

Using active rather than passive words in your
vresentation.

Maliing use of technigques that attract and hold attention,
such as motion, color, contrzct, variety and personal

reference.
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Expressing genuine satisfaction when a student experiences
success. '

Providing instructional tasks that are relevant ta your
objectives, 1 .@. Appropriate Practice.

Using test items that are relevant to your objectives.

Allowing students to move about as freely as their age
" and interests require.

Cresting a :ldsqraam enviroament that is as comfortable
dz possible. B

Modeling is based on the principle that behavior is influenced

iy models we learn by imitating. Most learning outcomes in the
affective domain that result from direct experience can also be
produced on a vicarious basis through the observation of other
ceople's behavior and its consequences for them. Experiments indicat
Laab s ' .

1} Students lecarn more by imitation if the model has
prestige in the eyes of the students.

2) The student will perform more of what he has learned
if he has seen the model being reinforced rather
than punished for that performance.

3) when a student sees a model heing punished, the
%ruﬂent w;ll tend not to engage in the kind of
sehavior that was ‘punished.

1} wWhen as student sees a model dalng things he shouldn't-
do (Lranegze:s;@ns) and there¢ is no avers lVE consequence
to the model, therc is an increase in the p:abab;lity
that the student will do those undesirable thlngs-

As a teacher you are probably a model with prestige. If'yﬁu are
entliusiastic about your subject matter, it doesn't guarantee .

that your students will be. But, it increases the probability. If.
you are apthetic and uninterested in. what . .you are teaching, it .
doesn't necessarily follow that you, that your students vill also
“be apathetic. Buyt its' more likely.- )
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There is =ome indication that if you teach one type of behavior,
and model another, the teaching is less effective than if "you
practice what you teach." 1In essence, if we are trying to
pfaduce and affective behavicor, we should be very aware of the
ﬂEEESSlty of ﬂédél’ﬂg that behav1ér ourselves.

In the above we have briefly discussed the Affective Domain and
ways of promoting affective objectives. The material presented
is cursory and by no means complete. If you would like to
investigate the subject more thoroughly you will find the '
foallowing sources of use:

1. Xrathwohl, David R!._Elg@m; Benjamin §.; and Masia,
Bertram B. Taxonomy ©of FEducatioanl Dbjeetlvé Handba@k
II: AffectlverDDmalni New York: David ﬂcKay Company,

Inc., 1964

2. Mager, Rébert F. Developing Attitude Toward Learnlnq.

Belmont, Cal.: Fearon Publlshérs 1968

3. Popham, W. James and Baker, Eva L. Egtaﬁ;ishigg
Instructional Goals. ' ' ’

4. Fr - ) ____ Systematic IDSEZHEtan Englewood
T1iffs, N.J.: Préntjce!ﬁall Inc. 1970

o4
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Pre-Evaluation

Pre-evaluation, (or pre-assessment) the third step in a
systematic approach to training, is the identification
‘of the trainee's entry skills. . .

In putting together an in-country training program there

is one critical unknown, the trainees. 1Information on
3kills which is available to-field staff al the time
objectives and goals are being prepafed is normally

limited, and more than occasionally inaccurate. Information
on trainees interests and activities is almost invariably
non=existant.

ssessment can be initiated during the invitaticn,
taging is must in reality occur seriously
of the trainees at the training site.

Pre-assessment is an evaluation conducted before the
wngtruction kejins to determine what the trainees already
wrfow about the subject matter and other important
information about the trainee.

TT. EhY:CGnﬂpgtia73;25355%55mgﬂﬁ5

2. Only by usiﬁg'a pre-assessment can the instructor
relate the training to achievement of. the behavioral

objectives of the course. 1In the long run, a carefully
conducted pre-assessment will result in the trainee
taking greater interest in learning.

o

b. By using a pre-assessment the trainer can make sure
. that only trainees who cannot already perform the
T activity receive the training, thus reducing
" boredom and other discipline problems.

‘. By using a pre-assessment, the trainer can make sure..
that all the trainees ha e the necessary pre-reguisite
knowledge to benefit from the class, thus reducing the
chances of frustratien 2 the part of the trainees

and the trainer. o ’ :
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By using a pre-assessment, the trainer can find out as
much as he can about each *ralnee, thus enabling him
to» design training which meete the individual needs of
cach trainee. ’

Characteristics of a Pre-assessment

A.

"

A Pre- dS%ESSWEDt ‘should determine whether or not the
trainees can aireaﬁy per.orm the action described in
the behavioral objective. ,

1. The most important purpase of the Pre-Evaluation
~is simply to determine whether or not the trainee
can already do what the instructor plans to teach.
All to often, a trainee is forced to sit through
&' course that he has no need for only because
the instructor did not take the time to determine
what the trainee could do.

2 IE i¢ imrportant that the trainer know whether
or nolt the trainee can perform the desired
Lehavior before the course so that when Lhey
perform it correctly at the end of the course,
he knows thai it was this training which made
the difference.

It is also important to eliminate from the class
or dsgign dificrent activities to trainees who
can already perform the desired skiil, ecause
trainees who are bored with reviewing old
material may cause bad attitudes to uzvelap i
the other trainees in the class. )

[
w

4. If most of the trainees in a class are found to
be aiready capable of accomplishing the objective,
then the @bjéitige should be changed.

A pre-assessment should determine Whéthér the trainee
s t necessary pre-requisite skills needed to learn
the sitills to e taught in the training program.

Rarely do all trainees come to a tralnlng program w1th
the same hackgrounds anﬁ the same abilitiez. Nor do

all the trainees come to the training program with the
necessary skills to participate in the learning activities
planned for the course. Without a pre-evaluation, the

103



his trainees until it iz too late. without adequate
pre-assessment the trainer may proceed without his

© entire course input and not achieve satisfactory
results simply because the trainee lacked a prior

. requisite.

In order to prepare a Pre-assessment that determines A
whether oxr not the trainee has the pre-requisite skills,
these pre-requisites first have to be identified. 1In
being able to do simple work like maintaining businessd
records, an obvious pre-requisite is the ability tc )
read and write. The ability to usc many of the training

B materials currently available rermire knowledge or o
English or a technical vocabularly of some sort. '
The major problem comes in deciding sust what is_a
pre-requisite. The ability to read i 2 pro-requisite
for maintaining records. However, it 15 not a neceéss.ry
pre-requisite for delivering a baby. Tn most instances,
determining whether or not a trainee has the pre-
requisites for a course can be a simple asg asking him.
For more complex objectives, however, more serious
censideration should be given to determining what

pre-requisites there are for each course.

I£, upon c@néﬁcting the Pre-EFvaluation, the instructor
finds that some or all of the trainees do not have the
necessary pro-reguisite skills Forthe class, there are
three possible alternative decisions which the
instructor may decide to take:

l. He can try to train the trainee in those
skills he is lacking and then go on to
teach him the skill he is primarily

concerned with. . '

2. He can eliminate the objective.
i . 3. He can exclude the trainee from the class.
The last alternative is usually not possible or desirable.

The second alternative may be the best solution if most

of the trainecs lack tho neogessary ore-requisite skills.

£ s
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If only a few of the trainees lack the pre-requisite
skills or if it is absolutely essential to accomplish
the original objective as stated, then the first al-
ternative may be only possible one to choose. This may
be the most challenging approach for the trainer, but
if it is handled skillfully, it can be the -most re-
warding. In this approach, the TéachingéLearniﬂg
Principles of Graduated Sequence and Individual
Differentiaticn will be most emphasized.

C. A Pre-assessment should find out enough. about each
trainee so that the trainers can plan motivating and
useful learning activities. \

The third purpose of pre-assessment is tc'finéwgﬁgﬁ
sufficient information about a trainee, his background,
experience and interests so that better training inputs

that relate more directly to the trainer can be

planned. For example, a trainee who writes good poetry
should be encouraged to apply this skill to the material
‘heing learned. A trainer who has traveled extensively
-tc other countries should be encouraged to relate the
subject matter to the other cultures he has experienced.
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Learning Activities

Learning Activities are the heart of the training program.
They are what the trainées and trainefs do to achieve the
objectives which have been set for the program.

During the past few decades, rducational psychologists have
derived a large number of educational principles which, when
applied promote learning. Unfortunately, many people who
work in Peace Corps training are neither educators nor
trainers. As a result, we rely largely on intuition and
"heart" to guide our design angd presentation of learning
activities. A few of us, perhaps 5% are natural or
"inspired" teachers trainers. However, the majority of us
do not fall into this category. wWe learn by trial and

error and at the expense of training and the trainees.

m

Different educational psythologists have established different
list of education or learning principles. Some of these
lists as many as a hundred principles and other as few as 3,

10, or a dozen. while any of these would probably prove
useful if actually applied, the Criterion-Referenced
Instruction system suggests five bhasic teaching-learning
principles which represent a fairly c¢omprehensive coverage
of the principles of educational psychology. They have the
added value of being simple, easy to understand, and, most
important, easy to employ in designing implementing and
~valuating learning activities. These principles are:

‘Perceived purpose
Appropriate practice

‘Knowledyge of results
Graduated sequence
Individual differentiation .

]
BEE, B N TV

Fach of these is discussed separately in the following pages.
Operationally, the five teaching~learning principles provide
4 check list for both individual training exercises as well
@5 seruenced training units. As the trainer internalizes
the principles, they are incorporated naturally into his
lesson and units and in a surprisingly ‘short period of time,
he begins to use them as a springboard for creativity rather
106 L




than simply as a mechanical device. Upon conclusion of a

lesson or unit (past evaluation) the trainer can often identify’
those areas that need modification, improvement or elimination
by analyzing the lesson in terms -of principles. Also, this
facilitates effective consultation and assistance in the ~
training process by another trainer.

<
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Teaching-Learning Principles:
1. lPérCEi§eé‘PurpG$e
People learn better if they have a reason to learn. -

Perceived Purpmse involves helping the trainee to develop
a rationale for learning the material or skills required to
meet training ijEQtlves.

'The principle of perceived purpose is strongly related

to the presentation and explanation of training objectives

to the trainees on their arrival, (See Qualification Model

.in the Training A:thltles aELtan ) and iallf-ln the general .
fie ld Df‘h@tlvatlgn =

Ac&ard:ng to this principle the trainece shaulé be shown the
value of what he is learnlﬁgi It involves an effective
description of what it is he is supposed to accomplish and
why the objectives are worthwhile. -

Prainees learn best if they can see, or develop ‘themselves,
1 rationale for learning the material being presented. If
- "he kraineé accepts the importance of what is being offered,
nee will make the effort to learn and use that skill, knowledge,
or attitude. Perceived purpose means either providing that
'rgtiénalé or ghiding the trainces in developing it themselves.

MJH! Prace Corps trainers assume that because they have
sclected particular objectives the trainees will automatically
recognize tha® these goals are worthwhile. Of course any
.EKPEILQHCEd Peace Corps trainer-knows this is a delusion
hecause trainees often guestion the merits of these guaTSi
Often their doubts are well fuunded: If theré is some
defensible reason for ac. .eving a particular objective

this should be communicatéd to the trainee. However, if the
trainer must search for reasons to convince the trainees anﬂ
fails to find reasons, the objectives must be reevaluated.
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Thive v
Amoriy

&

afe a’ rnuwber Of yz' to develop perzeivea pur?@se.

ﬂfEffectiéé‘PefceiVéd purpésé should iﬁVélVéiex S "
. _li The :reatlan of a pasltlve,set far the subgéat.
~ to be stugied: e _ L.
_ ‘ 12 .{’_,X!/ - . C o,
2. 'A purpose that is relevant to the specific , ..
objective; ' ' S ' - |
!3§m A purpaée that- is relevant to the tralnees pref-
erably as individuals;’
) 4. lt should be developed ‘near “the. keginning of
' " instruction -- a fatlénale develapéﬂ at Lhé end
. is af little use; - —
5. It shéulc sump@rt the self-esteem af the trainee.’

It should not bkelittle or threaten him.

them are: "

1.

wrﬂ-‘ y-—w i

'Deduztlve == -In thi

‘Bxtrinsic’ Reward -- This -involves holding out

some type of reward to-the.trainee (e.g. free

time) for successful’ completion of training

Activities and achievement of ohjectives. This

is genérally not effective as it . focusses the
ainee ?ﬁ~thé-reward -~ not aével@piﬁg'a skill.

{hgrtatpan - Telllnq the tralnee that learning

he *tc ial is "important"” ur useful" seto.

ts utlllty depends on.the creﬂlblllty of the-

instructor. va;@uﬂlg it "'can .be overused if

it is the only approach to perceived purpose.

"'-4

a

s approach the instructor

relates the material to something the trainees
will do in the field; in other words,.the
instructor presents a rationale for achieving
the objective.

Inductive -- The most cffective type of per251ved
purpose, induction invelves providing trainees
with sufficient informaticr ‘hat they individually
develop a rationale for learning. -
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vai@uél%, the’ probability for success in achieving motivation
is'greater if the reward -is intrinsic rather than extrinsicg
Peace Corps' move f{rom the old FAO-FSO selection model to the
current qualification model was a recognition of this _
principle, 'i.e. the move was away from the extrinsie threat
of ."de-selection" as a motivation for learning to the intrinsic
~‘value of .qualifying for Vﬁluntéer_zérvigé by meeting goals

- based on task analysis of the volunter job.
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: DevelopingJEérzéivéd Purpose
~ Perceived Pufpase. The trainee must see why he
: should study something.

"To perceive" means to see or to uniderstand and "purpose"

means the-:reason for éalng something or thé ‘usefulness of
something,, 'or why sageth;ng should be done. The Perceived
purpose means that the student must understand the reason

‘0of studying a particular subjézt! o S

The student must see a reason why for studying a partlculaf

th 1ng._ If you want the trﬂ;nee to be allle to use sterile tech-
nique in a laboratory, hec must know why it is 1mpartaﬁt

for hgm to use stEflle tpchnrque ‘eta. -

why is Perceived Pufpgse Needed?

"¢ the trainee does not understand why it sis 1mpartant to stuﬂyf
a4 particular subjeit he will not want to study it. "If he does
ant want' to study it, he will not learn it. ThevYefore it is
important that the tfalne; understand the usefilness to him '
of learning the Eubject the instructor 1ntcnas to teach.

Tt is the trainer's réspcnalblllty ‘to see that the tra;néé is
motivated to learn. Too often tralners leave this entirely
up-to the trainees. They either assume that the ‘trainees

" will want to learn, or assume that trainecs who do not want
learn are just lazy. Neither of these may be thé case. Once
th-~ trainee sees that achieving the objective will be useful
to nim, he will probably want to try‘to learn it. However,
the instructor must point out its usefulness to the trainec.
If the instructor thinks that the subject may not be useful
‘to che trainee, he should not teach it. If he thinks it will
be aseful, he should tell the trainee how and why it will be
useful or provide the trainee with sufficient 1nfﬂrmat10ﬁ sO
that he can make this detwrmination himself.

=
-
-
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How Should Perceived PQ;?@EE,BE,DEVElDﬁEé?A

A, The ;nstructa: must try in some way to créate
e ~ 'a positive set for the subject to be stuﬂleﬁ-

ln D:déz to do th;s properly, the instructor must -have a
postive attltude towards the subject himsélf. He must
believe that it is worth studv1ﬁg and ccnv1nce the tralnees
that 1t is warth studylng.

‘If an ;nstructér<ﬁses Negatlve" Perceived Purpose, he is not
using the prlnclple properly. Negatlve“ Perce;ved;?urpase,
'means ‘'that he indicates in some way he. thinks:the objective
is not WDrthWhllE or that studylng it is a waste of tlmé

B. " The Eer621ved Pufpése must bé relevant _ .
to the SpEElflE behav1aral objective - . . -
. being taught. 1 - '

B

Just as thé Appropriate Practice\must be the sSameaction E
as described in the Dhjective the Perceived Purpose must -
relate directly to the Dbjective \ You want the trainee
to be motivated to learn to do’ th% specific behavior you
" are trylng to teach. - e

m I
wm

y _ S

. f _"_ N P 5 .

C. - The Perceived Purpose developed must be relevant
to the partlcular trainees whom you are teaching;
it must be somé thlnq 1mpgrtant to them

pérsana1lf_ ‘

. PecpléJgnly understand things that relate to their own lives.
People are only motivated by things which are important to
them personally in some way or other. An instructor might
. use one type of motivation technique with one type of trainee
very successfully, but the same technique with a different
group of trainees might be completely useless if it is
méaniﬂgleas to them. Therefore, in using Perceived Purpase
the "instructor must take into cans;deratlan the background
of the tralnees.
D. - : "PEEEELVEd Purpose should be éevelaped same
‘ time near the beginning of the instruction.
{t may be repeated near the end also, but it
must Ffirst appear tiear the beginning.)
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S Perceived- Purpase should be develgpeé 1n;tlally as . sccn as

o, v . -possible in the instruction. If thetrainee's interest is

" only aroused near the end of training, how can he learn?

‘ Hls appartunity W111 already have been 1ost
: : L

V

'lThls does not mean that Perceived Purpase sheuld snly be

developed at the beglnnlng of. instruction, 'and then forgotten. . -

It is usually:a good idea to continue to dévelgp Perceived _
Purpcse thrcughaut the period of - 1nstructlani ‘iInterest can . .
‘lag at any time during the caurse and when;the trainee loses

interest, learning stops. It 1is alsa a. qaad idea to ead on .a - -

© motivating thought, so that. the trainee will! be motivated ta
apply what he has 1earned when’ he leaves y@ur class.

E. . Perceived Pufpase must suppartxthe self- .
L e esteem of the trainee-=if shﬁuld not. be-
~ little his or frighten him ér mﬁ ke him feel
"bad. - , , }
P, . - . i’ H
This means that Porceived ﬁufpé%e shDuld lead to the
development. of the trainee in a- positive sense. It ﬁhaulé
create pleasant conditions in the learning ;1tuatlgn - IE
the conditions are unpleasant, the fralnee w;ll try’ t@
oid them, and hence avcld learning. i
: | A
T:s m=2thods ﬁ 2 t develap Perc51veé Purpé%e ;héulé not,
“oduce antagonisms in the trainee towards the instructor,
Lh vlass, other trainees, or the subject. After all, what
o0 does it do to get ' a trainee to study hard for a- class o
hut t@ di.lilike a subject? 1In the long run, ;t does no good ath
all. ‘Therefore, it is better to -use Perc21vea Purpose that
A;&”flcps and improves the tra;nees rather. than methods that
wonla: béllttlé or threaten them or produce unﬂes;rable Siﬂéi

Reffectﬁ-

1\
)]

Here are a few possible ways of developing Peﬁ:eived_?urpaée;'
KTﬁQ instructor can relaté the subject matter to the
trainee's own lives by pointing out how aéhlev1ﬁq
this objective will help them; in other w@rds how

¢ it will make their lives m@réﬂzewaralng.
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‘The instructor can point out the impoertance of
“achieving this ébjective in order to help the- ‘ -
_trainees do their jobs better, or how it will -
- makeé them better workers. ' “

The instructor can give examples of ways in which

use of the principle the instructor plans to teach
has helpeﬂ other workers in s;mllar ijS to those
of the traineesd. .

v il

“UThe 1nstructa: can show what bad things may happen
if the desired principle is not applied (such as
not using sterile techniques causes infection).
But these should not bhe threats to the trainee as
a person. " '

I1f the lnstrhgtgr 1ncludeg any of the Ebcve méntlaned appraarhés
or glmllar items in his less@ﬂ we can assume that he is tgy;ng
" to motivate the students. to learn and thus is aPplylng the

. tea:hlng Prlnc1ple of Perceived Purpose. Whether or not the -

" trainees are actually motivated to learn or not, however, can

V'wéﬁl? he -determined by observiny the. trdinees. TIf ig actual

practice a particular instructor's motivational techniques do
fngtﬁactually motivate the trainees to learn, .then the instructor
“should modify his fechnlque or use Gther methods of ins piring%
the trainees to .learn. e

Revicw of Main Points ahout Perceived Purpose

An lﬂstructar ‘is uﬂlng the principle of PEECEL?éﬁ Purma 2e
“when the Eu113w1ng Qanﬂltan; are met: .

A. The Perzéivea Pufpose must be positive towards
the subject. It must be absolutely clear that
‘the instructor is trylnq in some way Lo give
the t:a;nees a reascn for stuﬁylng that subject.

&

[



- specific behavioral objective being taught.

The Perceived Purpose must be relevant to the

The Perceived Epf;@se developed must be ;glEVaép

to those particular trainees; it must be, something

ec
important to them personally.

Perceived Purpose must be developed some time
near the beginning of the instruction. (It - ..
may -be repeated throughout the instruction '
and near the end also, but it must fFfirst

appear near the beginning.) -

ThehPérceivea Purpose must’sugg@ft_ﬁhe’selﬁaggteem
of the trainee--it should not belittle him or
frighten him or make him feel bad. L
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Examples of Perceived Purpésé
l
Below are two examples Df 1nstru:t@rs attempts to teach
tIE.ijEcthéSa The flrst example, the instructor
is not using the pr;nclple of perceived purpose, while
the instructor in the se:@nd example is using this -
principle. - Read bath examples and the discussion that follows."

EiamFle Qne - Pefgeived Pgrégse -=- No j’ : .
Objectives: The;tralnee will be ablé to explaln
. . the policies of the Department of
Eéucatlan with regard to hours on :
ﬂuty, ‘leave allgwances and procedures o
for| taking leave. o [N e

Leérniﬁq Aétivitv* Thé’iﬁstructér start; the course by
. saying "I know you already know this, but the government
=,says I have té teach it, so I will review it for you

Discussion: . How many times have you seen instances. where - F
‘instructors start off their class telling the trainees: = § -
that{'thé‘c@ursé\is required, so.would they please not _ gj
‘become too bored?' If there is a chance that the course
will be no more than -review, why. teach -it? .Why teach any -
course 'if it can't be made relevant to. the: trainees’ needs%
and perceptions of what they want.. . The instructor ln :

. this example hasn't :éallzeﬂ that if trainees are not-
interested in . what they‘re galng to 1earng they won't Co
learn it. Mczeaver this probably .causes a vicious ElfGiE
in which the course is given again because the trainees
didn' t learn anythiﬁg the first- t;me. :

Example Two - Per291ved Purp@se - Yes .

v
Objective: The tralnee will he ggle to present the x
- : "flannelgraph story,on ythe . pollution problem
to a .group of lcca%;v1llage elders and after-~
wards answer their guestiang and élscuss
'”;pal;utlcn with them.
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;Learnlnq AEtLV x’ The lnstructér starts this course by
explalnlng the ;mpartan:e of vlllage elﬂer to the success of -
. the Env:Lrt:ﬂmental Protection Program. He glves several
.- examples of actual ‘villages where the worker has been able
- 'to make the Environment Protection Program a success by. :
-' lactive involvement of the village elders. Then the instructor
'states that in this course the trainees.will learn how to
motivate the local village elders t@ help them in 1mplementlng
_ the pragfam.

Disgussi@ﬂ: In this second example the instructor is
- trying to relate his class to a need that the trainees
‘have --" in thiscase, the need to be successful in their
job.. . While it is granted that this will not motivate
aver# { rainee, 'the instructor is pzabably more able to
got the attention and interest of his t:alD225 than if
he didn't attempt to tie the subject in-with the trainees®
cther interest. By taking this first step, the trainer has
>Qﬁq%éilﬂﬂg way to developing ways of Eﬂsur;ng that fthe cours
- ‘res taqrhés are vital ‘and essential to the tra;nees. At- the
”gﬂmE—tlmE, he ig probably ensuring that he won't' have to
say sometime in the future, S know you've alreaéy_beei
"taught this, but ....". ' - | '

X
RS
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Teaching Learning Principles: -
2. DAppropriate Practice
Appropriate practice means provision’ of opportunities for the
trainee to perform in a fashion consistant with the objective.
Quite simply this means doing what the objective calls. for.
It is based on the trite but true principle that we learn by
doing. Few trainees will achieve an DbjécthE without this.
If an objective is driving a tractor, a tralnee must have
an opportunity drive one and not just be the victim of
g classroom instruction. If the objective is that the trainee
will be able to write a lesson plan employing an objective,
r pre-assessment, learning activities which anorparate these
. five tea:hing learning principles, and a post evaluation then
the best pDSSlblé way to achieve that Dbgectlve is for the
- tza;nee to write a lesson plan. . . . :
®  while ﬁh;s seems bath-simplé and basic, a great many
' “problems in Peace Corps-training can be attributed to
inappropriate practice, e.g. ‘'learning to write lesson -
:plans by listening to extensive lecture on the subject. L ac
The three domains and: hierarchies within the domains are
useful 'in determining what is appropriate. If exact practice...
is not pcsslble learning activities should be as equivalent
or angalag@us as possible. For instance, if student teaching
in real classrooms is not possible because of timing of :
_training falls ﬂurlng school vacatlan then the next best
.. recourse may be to set up summer review or remed;al SEhGDlS
Afar Valunter stuéenta. - N : :

Sﬁmmary ..
Appropriate Practice: -All the trainees must éraétice

- doing the action described in
the Béhav;aral Dbjectlve i
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“what_is Meant bj,épﬁroériaﬁerPraétice?‘

' Appféprlate Practlcé means practlce .doing exaétly the same .
action as described in the Behavioral Objective, Although
practice in other skills leading up to the one desired may

and should also be given; at least some pféétiﬂé must be

given in doing the desired activity. This should be done

under exactly the same conditions stated in the Db]écflve.‘

The practice and the evaluation caﬁnat ‘be one and the same. .

The trainee must do the required, aEtlﬁn at least once for
practice ‘and at - least once more for the Pﬂst Evaluation. For

. ‘example, if you want the trainee to be able to manage a class-
room, you -must allow a minimum of one agpcrtunlty in a class-
-room for practice and after that conduct at 1east one more class-
room LXEfElSE Evaluatlan-

Why is Appraprlaté Practj Needed?

qu:atlﬂnél gsychcl@g;sts have discovered that pEQPlé léarn best
when they are given an Qpportunlty to practice or apply thé;r new
skills and knowledge. This egpeclally important for job
tra;n;ng,_ﬁlnée spéclflc skills are required on the ijS-;
what is needed in order to, acquire these essential’ skills i
.practical training rather than theoretical discussions. In
structors who use CRI realize .that without sufflzlent practice,
many @bgect;ves cannot be achieved. By using the prlnclple of
appropriate practléé the instructor is certain that what he
is teaching is relevant to the behavioral objective, and
further that he has a hlgh pzabablllty of achieving it

119



L : _ Number2 sidlz

s

Peace Corps Tréining G’uideliﬁ

- METHODOLOG
EXAMPLES OF APPROPRIATE PRACTICE

Below. are twa examples of an 1nstructar s attempts ta teach
the given objectives. In the first Example, the ;nstructeré
ig nat using the principles of APPROPRLATE PRACTICE. ' In
the: 'second Example, the instructor is u21ng the prlnclple_
Read both examples, then read the - ‘discussion that fcllnws-

EXAMPLE ONE

.OBJECTIVE: The tralnee w;ll be able to ‘explain
B " 'blueprints, section views and per-
spective drawings to a draftsman .
s e - apprentice, using examples of all
three, and answering all of the .
apprentice's questions ab@ut these'
type of draW1ngs. :

..type of drawing, the 'instructor calls on one of the ,
trainees to come to the front of the room and giveian ﬁ -
explanation pf the three types using example. He. then '
proceeds to give his narmal lecture on the subject

Learning Aétivitg At the beglnnlng of " 1éétu:e on each -

Discussian.' In thls example,” the 1nstructcr is not’
using the pr;nzlgle of APPROPRIATE. PRACTICE. -He is
V1alat;ng rules A and B. The objective calls for
doing the activity in a situation where there are
draftsman appréentices--and presumably this would be
‘a Place where they are doing their ‘apprenticeship.
Therefore, the practice provided is guite different
from the behavior reguired 1nfthé\abjectlve. oo
Secondly, anlg one trainee gets the\cppartuplty to .
practice giving the explanation. APPROPRIATE =
PRACTICE means that all the tralnees must praatlce.
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'EXAMP

g

DBJECTI E: = The trainéé‘ﬁill be able to present
. a flannelgraph story on the pollu-
tion problems to a group of village
elders and afterwards answer their
guestions and discuss the p;ahlem
w;th thém.' B
- % -
Learning Activity: Starting the second week of this 8-
week course, the t:alnees sPend three weeks in the field
T  EGﬁduEtln§ graup meetlngs Wlth V1llage e;dezsi They use

kil
o

pr@blem ta the elders and then answer thg;r questlans
. about pollution 1n general dlsgu531mns_- Each trainee
observes at least four such meetings and does two on
his own. 7 - -

‘Discussion: In this example, the trainee did éa
‘what was stated in the objective--they went out to
"the village and held group meetings. They used

the flannelgraph and endeavored to answer the-
elders' 'questi@ns.: This practice duplicated exactly
what wag specified in the objective, so it was

" APPROPRIATE PRACTICE. It is also important to” n@te
~that this 1nstructar wisely provided sufficient
practices 50 that, each trainee had ample app@rtunltg
to ;mprave. ~

Review once more the main points aEbut APPRDPRIATE PRACTICE.

JAn ingtructcé is using thérgfinéiPlE'Df APPRDFRIATE
- PRACTICE when he meets the folléwin§ COﬁﬂltlEnS‘

A. The trainees are llaweé%to da’the specific
. action called for in the. Behavioral Objective

under exactly the candltlans descrlbéd in the
ijEEthE. ‘

e

. B, ALl of -the trainees!have a chance to Eraptice.

- C; The practlce ccmes befpre the flnal evaluatlan
of the @bgectlve- B ' :
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If more than-one desired action is'ﬂescfihea'iﬁl?
‘the ijective, the trainee must have pIaEtLEEA

in doing all of the desired act;@ns., It cannot

be assumed that because the ‘trainee can do- one___
action that he can do another dlfférent actlgn

£
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Teaching-Learning.Principles:

- 3. Knowledge of Results o :
Knowledge of Regults means Prav151an of opportunities for the
~ trainees. to determine the adequacy of their own responses
. shortly after making them. While we learn from doing, we ‘can
leazn to d@ thlngs 1ncgrrectly_ Kanledge Qf Results 1nva1ves

- or ;nearrectly, and 1f the latter telllng hlm préclseiy as
pG551ble what he 15 doing wrong and how to correct: lt

& -
Wé_éftéﬂ fail in this because we don't want to hurt the
trainees feelings. . It requires a high degree ©0f responsibility
on the part of all the training staff. It can be done w1th1n
the framework of helplng a trainee, with the emphasis on
evaluation of the trainers or training rather than the
'trainee The time factar is of crucial %mp@ftancé.i The

résuLts the legs effectlve 1t bec@mes__ Afte; One hcur—
effectiveness diminishes rapidly. This of course becomes
difficult on individual field trips or-other learning
activities when the trainee is away from staff for long
periods. ' Even then, there is a better chance of structuring

it in, if the principle is kept in mind, than if it is ignored.

Like Perceived Purpose, Knowledge of Results is central

to the Peace Corps Qualification Model. It is a precise
and more accurate description of what we mean by "feedback".
Some suggestions on glVlng and .receiving feedback are
1ncluded in the section on the Qualification Model.

, What is Meant by Egggledgé of Results?

Knowledge éf Reslhlts means that ea:h time the trainee Eract;ces
doing the desired action, he should be talﬁ in some way whether
he is doipg it correctly or not,.if he is doing it right he
should be told ‘he is doing it Earrectly vice ‘versa. If only

part of what he is doing is wrong, he should be told which part

' is wrong.. He should alsé be talﬂ why it is wréng and how
-to make it right. .
.123 )
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'Knnwlcdgi of Results is for the tralnee not for the 1nstru or.
When the ;tructor ‘checks on how well th; trainee is dQlﬂg f or
the an.LUétéx s information, that falls under the category of
evaluation. It is possible to let the trainee krow how well hé
is doling, without the instructor checking on the_ trainees. o0r,
the instructor may give Knowledge of Rusults to‘the trainees and
collect. evaluation lﬁfarmatl@n for himself at the same time.

WHY SHOULD KNOWLEDGE OF RESULTS BE GIVEN?

Wﬁy,Sﬁ@uldVHDleeﬁgerqjﬁRésults be Given?

N

Knawludq% of Results is necessary for the trainee tg. improve from
one practice to the next. When a trainee pa’fnrmq something wrong,
he muust xnow what he is doing wrong so that he will know what Fo
. change in order to improve. If he is not told he is performing
incorrectly, he may yo on doing the same thing and rthus simply
practice the wrong action over and over. It is true that we
learn from our mistakes, but only if we know they are mistakes.

A :ruine& must also be tcld if he is pérférmina é@;lécfly

_wzcng préccduré Just béCﬁUhé he d@és n@t kan when he is rlght

' The trainee should be given a chance to improve after being

given Knowledge of Results and he should go on practicing until
he has performed the desired behavior correctly several times.

The purpose of Knowledge of Results is to guide the trainees ’ |
toward accomplishment of a specific objective. We do not want !
the trainees to perform the behavior in just any way they want,
we want them to perform it as described in the behav;@ral
Dbjéctlve ‘

For égamplé; suEPQSé Peace Corps Volunteers are learning to
conduct 'interviews with village elders about C.I.A. Prﬂjects.'
The teacher does not want-them to conduct interviews to- just
any haphazard way: they must follow rules for good interview.
 procedure. Thus, after each interview they conduct, they shaulé
"' be told if they are follbwing the correct, procedure or not.

This way, the traiﬂéés can. consciously try to correct the;r mls*
takes and 1mprﬁv2 their 1nterv;ew technique.’

A 1254 ' :! .
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How Should Knowledge of Résp;tsrgefsgjgg?

For every activitygthat the trainee perférmE: he should
be told how well he.is doing. Only.in this way, will he
be able to improve from one practice to the next.

>

Tf the trainee does not gét Knowledge of Results each tlme
he practices, he may practice wrong part of the time.

. B. Each and every trainee must receive Kn@wledge af Results

not just sté of them.

This means that each trainee must know each time he practices
"whether he has perfarmed correctly or not.. This does not )
mean that the instructor must speak to each trainee 1na;v1dually'
after each practice, but he must have some way of letting the
trainee know what is the right answer or the cﬂ:rect way of
performing.

C. The trainee should be given Knowledge of Results as soon
as possible after performing the activity --.preferably
immediately after doing it, but at least within one
‘hour of the time .the activity is completed. '

The most effective, Kn@wledge.éf’ﬁésﬁlts $hauld'bé given as
the trainee practices. The trainee should know immediately
after he does something whether it is right or wrong. If he
has to wait-too long after doing something before finding out if
it is right, .-by the time he gets the results, he may have
forgotten what he did. » _ N
There are four basic kinds of Knowledge of Results.
1. sSay right or wrong.
2. Say right or wrong plus éxplanatién.-

. 3. Give right answer. .

4. Give right answer plus explanation.

| | - 133




Using these four types. Knowledge of Results may be given in a
number of different ways, depending on the circumstances. Here
are a few examples of possible ways of giving Knawledge of
Results:

Eaéh time a trainee answers guestions or tries to do the
desired action, the instructor can tell him if it is right

‘or wrong or well done or poorly done.

~ solving

Each time the trainee writes the answer to a questlan or
tries to solve a problem etc., at his desk for example,

the instructor gives the correct answer out_ 1oud at the
front of the room, or demonstrates the carrect solution
to the problem on the blazkbaard or glVES some ﬂls:uss;an;

Fach time all the tralnees practice dalng something at
their seats (such as wrlting the answers to a questlon or

a préblem or trying something), by walking around
observing individual ‘trainees the instructor can pick one
who is doing it right and. have him do in front of the class
so that the rest of the class can correct their own
mistakes. ‘ '

The correct answer may be given after each attempt tc do
something or after the- trainee has done-a series of
attempts such as series of problems or questions, the
correct answers may be g;ven for the whole. SEIlES.

Kncwledge Of Results may also be given through 1né1v1éual
counselling with each trainee, telling him how well he .is

‘doing, which are his weak points and whlch are his strong

7 pélnts .

‘These are just a few possibilities.  you should be able to think
of many more. . '
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‘Here are two examples of two trainers teaching different objectives.
In the first  example the instructor is not using the prln21pla of -
KNOWLEDGE -OF RESULTS. 1In the second example, ‘however, the instruc-
tor is using the principle. Read both eﬁamples then :éad the '
discussion that follows. Try to see why the principle is not
present in the first dascrlptlan, and haw it is b2lnq used in

the second. ’ ' :

EXAMPLE ONE' - KNOWLEDGE OF RESULTS ==~ NO
'OBJECTIVE: The trainee will be able to explain
the building of a copra oil press to .
a student using the village Techno-
- logy Hanﬂﬁoak as an aid and answerlng
‘all the student 5 questlgns abéut the,
method.

Learning Aétivity; At the end of each day, the iﬁsﬁruct@r asks
five guestions on POlﬁtE covered during the lectures that day.
‘The trainees write the answers to these questlans and turn. in
their papers. The instructor uses these exercise as an 1ndlca=‘
tion of how well the students are understanding his lectures.
He does not return the papers, nor is there any discussion about

them.

Discussion: This violates rules A, B & C. We cannot
say that the instructor is uslﬁg the pr;nc;ple of
KNOWLEDGE OF RESULTS since there is no ;ndlcatlan that
the instructor tells the tralnees the correct answers.

In this particular situation the instructor is undaub— L
-tedly trying to evaluate how we;l the trainees are '
learning and yet how simple it would be to turn this
activity into a useful learning experience. The *
instructor could simply read out the correct answers,
thus enabling the tra;ﬁees ta see how well they are

~doing.

4

- EXAMPLE’ TWO - KNGWLEDGE QF RESULTS == EES
- *OBJECTIVE: The trainee will be able to
: : - present a spelllng 1essan using

12'7




-a flannelgraplh in a v1llaqe

;éarning'ggtivity; While the trainee is conductihg the class
. preseﬁting the flannelgraph, etc., the instructor takes down
 careful notes. After the class is over, he discusses the good
-and bad points with the trainee who actually conducted the
., ¢lass and with any trainees who observed. Then he makes sug-
~ gestions on haw thé class could be improved.

: Dlagusslan- In this example the instructor is
,using the prlnclpie of KNOWLEDGE OF RESULTS.
First, he discusses all aspects of the ‘trainee' s
performance, not just the good points or the bad
'_paints-"_Secand, he mentions ways that the trainee
‘can. improve his performance. The :technique the
-instructor used -- taking careful notes of ihe
class -- is a useful one for an activity suct as
-this where it would be difficult to interxijt the.
trainee., Noté, however, that it is important
that thls feedback be given to. the trainee imme-
diately after the meetlng, not several hours.or days

Late:.

Review these puints about RNOWLEDGE OF RESULTS:
An instructdr is using the priﬁéipie-af EﬁQWLEDGE OF RESULTS .
when he meets the following conditions: '

- A.” For every act1v1ty that the trainee perfarms.
he is told how well he ;s d@;ng

B. Bach Traineé: gets KNGWLEDGE OF RESULTS, not
.just some of thém* ' . ,

C. He rece eives KNGWLEDGE OF RESULTS as soon as
;préférably 1mmedlately after dGLng 1t

but at least w1th1n one hour of the tlme
that the act1V1ty was completed,
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Teaching-Learning Principles:

4. Graduated Seqguence:
" Success reinforces learning; failure promotes an avoidance

- attitude towards learning. Training activities should

be seguenced from easy-to difficult, fram familiar to
unfamiliar, from simple to.complex. This prlnclgle com= -
bined with individual d;fferentlatlgn enhan:es the chances.
that each trainee will move at a pace which Ensures ¢cont inued
success in approaching and ‘achieving training objectives.
The levels in the cognitive and affective domains are a
useful guide in sequencing a training program. Inverse
graduated sequence ténds to frustrate many tralnees ‘when
they initially encounter an objéctive that is difficult

to achieve. . If subseguent objectives are simple or less
challenglng the frustratlon Df bgredsm becames a signi-

tlcant risk. T . .

Graduated Sequence: The tralnee must proceed stép by step
. and each step must be in some way
more difficult Lhan the previous
- step.. v . i -

What 15 Meant bv Graduated Sequencé- E”

Graduate Sequence basically means starting with what is
easiest for the trainee and graaually progressing to what is
- more difficult- for him, until you' reach the objective.
_Although Appragr;ate Practice, doing exactly the act;@n
described in the behavioral ngectlve, is always necessary, it

is usually wise not to start immediately with the appropriate
-practice, but-to buyild up to it gradually. First,the instructor.
 “may want to give the trzinees practice doing pre-requisite * :
'skills or to give-demonstrations and guidance’. This all falls
under- Graduated Sequence. ' \x ’
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Why Use Graduated d_Sequence?

Graduated Sequence is one @f the best known prlnclples of
educational psychology. Most trainers apply it more or less
naturally in one: way or another.. However, to be sure you are
applylng it, it helps to be EDHSElEuS of what you are doing so
that yDu can check yGurseli- :

There are many reasons that trainees learn better when they
proceed from the easy to the difficult. The most obvious
reason, of course that some diffieult skills simply cannot
be mastered until the prerequisite tasks have first been

" learned. Another reason is that it is more motivating to -
‘the trainee to start with something that is familiar.to him
or that he can master easily. Once he learns how ‘to do one
. step " he- will be eager to proceed to the next On the other
hand, if he starts with. samethlng too alff;cult for him, He
may became so frustrated that he will decide to’ .give up
altogether. ’ .

Graduated Sequence makes the instructors job easier too,
because as trainees move gradually and naturally from one
step where they can perform to the next, they become more
- and more involved in the instruction and tend.to proceed

" to the more difficult steps far more easily. -

How should G 77du 77§VSeguén¢e,5g'U$§ﬁ?

The only rulé about Graduated Sequence is that the trainee
should start with 1ea§n1ng activities which are in some way
easy for him and proceed step by step to léa:nlng activities
which are in some way more ﬂ;fflsult fcr him.

G, é ated Sequenﬁa can refer to any of the following

Simple to complex
Fasy to difficult -
-Known to unknown
Familiar to unfamiliar )
- From less motivating to highly mgtlvatlng ,
' F:gm'lna1v1dual parts to the complete whole
“From individual units to a.combination
From doing’ samethlng ‘with help to dalng it aiane

From theory to practice.
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- The trainee should be able to progress slowly fr@m something
that is easy anﬂ f miliar for him to something difficult and
unfamiliar to him. This means that if the action called for
in the objective is quite difficult or complex and unfamiliar
;ta’the‘trainee the instructor should start with some simpler
action and build up %teP by step to thé action calleq for in.
the ocbjective.
This Stép by step bullé up can be ﬂ@ne in a number Df ways-
1. The instructor can divide the ijéCtIVE into .
" smaller parts and teach each part separatély first
and then put them altagether to form the combined
objective.

2. The instructor can start with those parts of the’
- objective which the trainees already partia ily o
- know or are at least familiar with. :

3. The instructor c¢an start w1th very simple prcblems
of qguestions or situatiens and gradually pragréss
to more difficult ones. S -

4. The instructor may start with a demonstraticf and
. then have the ‘trainee try the action as the instructor
guides him, much-as a teacher may guide the hand of
a small child as he learns 'to write. Then the trainee
may try by himself. -

simply memorize the theory
the theory in actual practice.

H”I
ﬂ'

irst
apply

'5_,.ThE'trainee‘may
and then try to

W\
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6. The trainee may flrst’ﬁry the action.on a model or in
a rDlesp;ay situation then try it in a real situation.

. We can say that the teacher is using the principle of Graduated
Sequence if he is following any of the .above listed methods.

He is making the best use of the principle of Graduated’ Sequence .
. i1f he is _using a combination of two or more of the above listed
methods at the same time. He is making the best-use of the prin-
ciple if the jump between each graduated step is small. That is,
the action reguired by the trainees becomes only a little bit

- more difficult each time the instructor moves on to’ the next step

_and the instructor does nct mave one step to the next too
'qulékly. _ _ ' _ 1%;1 '



The lnstructcr isynot applylﬂg the principle of Graduated
Sequence under the fDllBWlng conditions: ’

He goes from difficult to easy or any of the directions -
indicated above in reverse order.

He starts immediately with having the trainees practice

.the actual final action required in objective and has them
practice only that with no previous explanatlan or guldance or
step by step build up.

He goes from EtépAtQ step', but each step is of equal
difficulty. The steps do not get harder or complex as he
goes along. For example, in nutrltlan -the instructor
teaches. about one food group, at a_time, but there is
- nothing more dlff;:ult about ané food group than
~another. . ‘ : : A .
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Fxamples of Graduated Sequence

Here are two example of instructor's classes.’ One of the -
instructors 1is not using the principles of Graduated
Sequence and the other instructor is using the principles.
Read the objective: and description of the learning activities,
then read the discussion that follows. .

EXAMPLE -~ One Graduated Sequence -- No.

OBJECTIVE: The trainee will be ablg to explan the
" rearing. of broiler chicks to a vocéd student. -

Learning Activities The instructor begins his series of
lectures on rearing of broiler chicks with a discussion of
breeding. Because he knows this will be the most difficult
‘subject since most of the trainees are not familiar with
_breed;ng technclagy, he wants to get it out of the way first
so that the rest of the course will seem easy.

Diszu351an- The instructor in this . description is
not using the principle of Graduated Sequence.

" He is thinking more about making his job easier,
and he is ignering the fact that he is actually
making the trainees job harder. By starting with
a subject he knows will be difficdult, he runs the
risk of discouraging many of the trainees. A wise
trainer realizes that trainees learn best when. they
feel they are accomplishing something. '

EXAMPLE Two -~ >Gfaﬂuaté§vSEQGEﬁ§§ -- Yes

., OBJECTIVE: = Trainee w1l1 be able to présent a

L : '~ flannelgraph story on the pollution

QR . . problem to v;llaqejelders and afterwards
! o  answer their questions and discuss -

pollution problems with them.
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. Learning Activity: The first two days of the course are
spent in lecturesyand discussions about ways of motivating
village elders and a few simple rules to follow in con-
ducting group meetings. The next few days are spent in
practicing the use of several visual aids, especially the
rpollution flannelgraph, and in acting out role playing
situations of meetings with village elders. During the
last week of the course, the trainees spend three days in
the, field, where each one conducts at least two actual
‘meetings. ’ : : ’ :

Discussion: This instructor is dsing'éraéuatéé
.Sequence. Fach of his learning activities

~actually works to get the trainee more

involved with the final goal of working

in.a group meeting in the village. The first _ A
activity is relatively simple, and the . 3
trainees are allowed.to findways of motivatiag

village elders without having to worry &bou®

making mistakes, since there are no reai
elders present. After that the trainee:
- to practice what they will do in the vil
Finally, they go out and actually conduc:
in _the village. o
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Teaching-Learning Principlesi, )
5 Individual Differentiation .,

Individual dlfferentlatlon means delflEat;Qn of objectives or
means of instruction in response to the Spééla; neeés or talents
of ‘individual trainees. This principle is basea on the- asdump—
tion that all trainees are not created equal. They have
dlfferent entry skills, aptitudes and attitudes. Training.
activities designed f@r the middle skill level trainer v
frustrate those who are fast or slow as well as those- ‘who ’
have very extensive or limited skills. Every effort should
be made to permit each trainee to Proceeg at 'a pace that
challenges yet permits success. MQEEGVEI to the extent:
>pass;ble training  should be geared. to the interest Gf
individual trainees. ' The 1atter greatly prom@tés trainee
lnvélvemént in learnlngi. :

Individual Different;aticﬂ; Eéch‘tEainee should be given the
' opportunity-to.learn 1ﬂ‘the way
bést sulteé to hlm.

‘what is Individual Diffééggtiatigﬁ?

Individual Differentation .is the principle of learning psychology
“  that recognizes that each of us in-an individual, and as indivi-
duals, we learn dlfferent things ln different ways and at differ-
. ent speeds. When using the pr;n:;ple of Individual Differentia-
 .tion, the trainer structures the learning activities to such a way
"~ that one trainee is given the" conditions and opportunities for
learnlng which are most suited to his own personality and

needs. -

Why Use Individual leferentlatré,

-~ -When an instructor use the principle ijinéividuél Differentiation,
+ he actually makes his job easier. By providing rewarding learn-
ing éxperién:es-té all the trainees, thé instructor avoids both
Sdiscipline problems (resulting -from bored or frustrated students)
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and disinterested students wha dlscaurage others from

learning the material. Using the principle of Individual
 Differentiation pexmits the instructor to ensure that he
directs his attention to each trainee's learning problems.

How should Individual pifferentiation be Used?

A. Individual leferentlag;cp pravides different learning
experiences for different trainees, based on actual
~differences among the trainees*mngt mérely on. a random
basis. .

This means that the instructor may have'to teach in different

-ways to achieve the objective with different types of trainees.

It is not enough to give individual a%slgnments to the tralnees.

. Bach ass;gnment should be given to a specific ‘trainee or a

spélelc group of trainees for a partlcular reazon.  If

. aSsignments are simply given out randomly, then it will be

a matter of luck or accident whether or not a particular

trainee sets up assignment best suited to his needs.

In Drder to assign learning activities to particular trainees

according to their individual needs, the instructor must know

something about the trainees. This information should be

obtained on the pre-evaluation as mentioned iri the evaluation

‘section. :

B. Individual Differentiation should give the trainee a
chance to develop to his best advantage. ' It sh@u@éx
not have a negative effect on any trainee.

The purpose of training is to éevélgg the trainee. The purpose
of Individual Differentiation is to find the best way -to.deve-
loping each trainee in a positive way. Differentiation in a
negative way towards any particular trainee or group of trainees
" is called discrimination and should not be done under any
circumstances. The instructor who causes frustration in a
particular trainee or group of trainees by dellberately ignoring
“their SEEElEi ‘abilities, experiences or interests is using
‘negative éifférentiatiéns; and therefore is not using the

L3 H 'f.
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‘pleClplE of’ Indlv%dual Dlﬁférentlatlan properly. 'Remember
that each 'trainee is an individual and the purpose of training
'is to bring out the best in every individual. : :

There are many different,ways of differentiating trainees and no.
one instructor could 96551b1y apply all the different ways in
“any one training situation. However, the more: ways in which

he tries to differentiate to help the trainees, the better he is
using ,the principle. 1In the examples and exercises that follow,
consider that the instructor is using the principle of Individual
Differentiation 'if he tries to differentiate any trainees in any
way at all. : ' ‘ g

Here is a list of a few ways in which trainees may be
alfferentlated‘ Perhaps you can think of still more.
- by intelligence
- by speed of learning
by interests
by sex
by age
by job designation
by special talents
by trainees own preferences
. by language abillty
" by -previous experience or educational background
: " by motivations for léarnlng the course material- = -

‘Only one or two or a few of the abéve items. may be relevant to a
particular course, or objective. Perhaps some other similar
. categories may be reievant to some pa:tlcular objective. It is
. unlikely that all of those distinctions could be made in- anyone
*course but the, more. ways in which an instructor tries to attend
to the 1nd1v;dual need% of the trainees the better. '

Individual leferéntlatlan does not mean that the lnstructcr has
to d1v1ée the class on a one, one basis. He may group the
trainees’ lﬁtD categarles based on .their individual differences.
Thus, the class might be dlv1déﬂ into two, three or four groups
on the bas;s of one of the categérles listed above. Fore example,
‘under category one, the trainees might be divided into three
groups on the. ba21s of an 1nteil;genﬂe test, with the most in-
telligent in one grcup, average in another group and the least*
1ntel11gent in the third group. Or the trainees might be divided 7
;1nta 1nterest groups, with those who have Qne interest in one group -
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and those wh@ hav§ another interest in angther ‘group.,

Some ways Df applying the prlnélple of Indlv1dual leferentlatlan
are: -

1. The instructor may divide the class into groups
according ‘to the one Oor more of the categories
listed abave

2. The ﬁaster ‘trainees . (or the one with previous
eéxperience) may be asked t6& help the slower
ones.

3.  The trainees who get the :Drrect answer first
during pract;&e may put the correct answer on 1
board crété give a demonstration for the rest
of the class.

m

4. The instructor may give extra practice on -

- particular péints to different trainees,
depending on which point each particular
trainee is weak in. :

5. The 1nstrugt may give extra attention and
-instruction tg trainees who are having traublé.

6. The instructor may give extra 3551gnments for outside

of class ana extra pract;ce far slaw stuéents or as

7. vThe trainees may be dlv;déd into élfferent grﬁups.
" according to the results of the pre-evaluations and
the objectives may be re-set for the dlfferent groups.
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METHODOLOGY

Examples of Indlv1dual Differentiation

Below are twc examplEs of an 1nstructar s attempts to teach
objectives. 1In the first example, the instructor is _not 451ng
vthe principle of Individual pifferentiation, while the instructor-
in the second. exanple is using this prln2lple. Read both examples'
and the dL%cu551Dn that f@llaws. ' -

Example One - INSIVIDUAL DIEEEREETIATIQN Ziﬁéf

ijeztives' The trainee w1ll “be able to explaulérant Iin-
SR 'Aid forms and reports to his counterpart. His.
explanation should be EDnSlStEﬂt with the rules
specified by the Trust Terrirory. The counter-
part should be able to complete these forms .
ac:urately at thé'%ﬁﬂ-éf the explanation.

Learning Activity: At the enﬂ of each lecture/demonstration on
Grant-In-Aid forms and their explanatlon the instructor calls

fﬂ on Gneﬂaf the trainees to write on the blackbcard a summary Df

thé p@lnts covered cancernlng the forms.
Discussion: This violates rule A. The principle
of Individual Differentiation is not being used.
Individual Differentiation means that the in-:
dividual differences among the trainees will be
. taken into consideration. It does not mean
\ ' merely that each trainee will get a chance to
do something. 1In this case there is no appa:ent
reason for calling on one trainee to write on |
1 the board rather another. Random selection is
.\  not utilization of Individual Differentiation.

T

' pxample Two - INDIVIDUAL DIFFERENTIATION /YES /

Objective: : The trainee will be .able to present the flannelgrap
' on the pollution problem to a group of local :
village leaders and afterwards to answer their
guestions aﬂd discuss the prablem with them.

- - 22139
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Learn;nq Act1v1fy- Dur;ng the first week of the course, when the
ainees are acting out’ role plays of v1llage meetings, someof
the traineges have a better technique than DthéIS wWhen the
trainees do their field work, during the second week, they are
assigned in groups of three, with one ‘good trainee in each group.

38!
M

The good trainee in each group does the-first -two_ actual meet;ngs

while the others watch and afterwards the instructor points out
the good and bad pD;nts to all three trainees. The other two
trainees.then conduct” tyo méetlngs each, whlch the 1nstruct0r
alsa discusses afterwards 7

Discussion: 1In this example ‘the prlnclple of
ndividual Differentiation is clearly being

H\

used. The instructor is making the advantage Df

the trainees' individual backgrounds and ex-
perience by having chose trainees who .have -
poorer technigue beneflt from the extra
guidance given by the better trainees and the
trainees with the better techniqué benefit by
gaining confidence in themselves thraugh help—
ing others learn.

- ‘**‘i‘ REVIEW * k%

daln PDlntS Abaut Ind1v1du al Drf rentlatlon

An instructor is applying the pr;nclgle of Indivi l I erentlﬁ
ition when the fol;gw1ng candltlons are met: K
A. Different learning éxperléncasshau;d he prav;deﬂ
- 'for different trainees, based on actual ﬂlfferences
among the trainees not merely on a random basls

B. Indlv1dual leferéntlatlon should bé used only in a

positive way-to allow each traineé to develop to. his
best advantage. It should not have a negative effect
on any trainee. - :
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Léarningbaétivitigs
Ccriterion’ Check
*’f%ff”";~f451;What is:Mgant by Efiﬁg:iﬁﬁ;QHEEEép 

A Ccriterion Check is a short test glven during thé Téaghlng=
learning activities: tg enable the instructor .to find out how <
well the trainees are doing. Usuaily the Criterion Check is
given‘in the middle of the Appropriate Practice activities.

:kzwhyrgivarér;terian chéék? : ' : ! . S

-

v Whén the 1n5tructor is plannlng the learnlng actLV1tles; he
"antlclpates that some trainees will finish befcre others or
that some trainees have another kind of-problem. ‘The iny

‘way the instructor can then identify which trainees are.
having problems learning the material and which trainees .
have "reached Qritérian"r(that is, can do the actlv;ty desr:lbéd
1n\the behavioral objective 1n a satisfactory manner) 15 by
giving a Critérion: Check. : :
The Criterion Check will consist of actLVLtles similar to theg
Appropriate Practice and the Post- ‘Evaluation. However, the .
Crlterlan ‘Check is not used for g;ag;gg purp@ses lstrictly
speaking, nothing in CRI is uséd for grading purposes). ' It
is used td plan the remaining instructional activities.

How Do You Use a Criterion Check?-
The first step in using Criterion Checks is t6 indicate that
it is a preview of the Post-Evaluation, since this is what
the Criterion Check really is. Emphasize that to the trainees.

It w1ll be used for flndlﬁg ways to 1mprcve the 1nstructlon;

The ‘second step is to administer the Critari@n Check. This
.will consist of giving the trainee a set of exercises to do,
a task to do, or a project to do. The important distinction’
is that the activity must be the same as described in the
Behavioral Objective. Usually, the Criterion Check is only
done for the Appropriate Practice activities, '
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he third step is’ “to apply the results of the Crlterlcn Check
o the- ;ﬂstructlcnal praeess so that 1mgravements can be made
ssentlaliy, there are two main decisions that’ must be made .

t this time. These are: what to do about the ‘trainees who
ave learned the skill, and ‘what to do abaut th@se tralnees
ho have not learﬂed the Sklll.

B ’ ) . L. :
AL Tralnees ‘who havefggached Cr;terlgﬂ.— These Trainees. -
‘ have pérfarmed vexy well on the crlterlan Check and

in a sense. have" achleved the behav1cr described in

" .the Behavioral Objective. Therefore, the appropriate

L F

1nstruct13nal decision is to find alternatlve Q@nstruc— -

tive acthltles for these 1nd1v1dual5 _ Examples mlght
be: ' ‘ .
1) They. can take tne. Post Evaluation
11) . They can dé_mgré.difficult exercises

111) They éan'hélé some of the trainees who
- . have not reached criterion level.’

iv) . They can learn different Ekllls, Partlcularly

if an 1n5tructér is, nat required..

ive nstrugtcrs will find many more. alter—,
t@ add to th;s llst L

-rainees need m@ré'practlge, and dépéﬁdlng upon
their performance, may require a review of the
: Graduated Sequence act;v1tles Perhags the
- learning activities were not' cénstru:ted adequately
' for these trainees' learning needs. .This may
entail a re-examination of the Graduated Sequence,
- Individual lefarentlatlgn, or Knowledge of Results
to find ways to improve it. The instructional °
. decisions that may have to be made here might
‘includa‘@ne or more of the following:

'B. Tréiﬁéés ﬁhg Have Not Reached Crlterlﬂn- These -
t e

‘1) The tra;nees receive 1nd1v1duallzed 5E§:131
tut@rlng, ‘
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11) The trainees do more Appropriate Practice - : -

exercises.

Again, imaginative instructors
“this list. s . o _ ‘ S :

£

will be able to add to
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PGSt'Tféiﬂing Evéluati@n

_ At the end of the tralnlng program 1t is essentlal to determine .
. what - percéntage @f the. tra;nees ‘met what percéﬁtage of ije:ts, .
;ves, This lnﬂlgates§ : : _ e
- e TTUNL
'li!_what zhanges should be made in subsequént
traln;ng pragrams,

2. what ‘can reascnably be expected @f Volunteers -
in the. field durlng tﬁ//lnltlal mDnths, and

B \ v

3. Wwhat -in-service tralnlng w111 probably be
_requlréd.

Post evaluation involves testing the traineéé-in'%erms'af the
- Objectives stated. If the objective is that the trainee will -
be able to swim fifty yards in rough water, then the post-

i;valuatlan ;nvalves each trainee. swimming - fifty yarﬂs in

rough water. Each of the prﬂgram objectives should ‘be post-
evaluated because of objectives comprise the minimum quallflﬁ'
cation standards for the trainees and they measure the effective-
ness of the training pragram. +If a significant percentage of
trainees fail to meet a sgec;flc @bjéct;ve, it 1nd;cates that
the Dbjectlve was either beyond their capacity. (i.e., an error _

. was made in. either settlng the objective and/or 1ntergret;ng s v
the prESassessment) or it -was not trained for effieciently. 1In
~such an instance, the first conclusion is that the objective
should not be used for qualification. The second conclusion
is that, if essential to Volunteer performance, it should be
retta;neé in an in-service program. The third conclusion is
that it is incumbent upon the responsible training staff to

, .examine the .objective, pre-assessment, and the learning
‘activities, to determine those areas where 1mprévementand
madifléatlan are necessary 1n subsequenf programs..

What percentage Gf,trainees met what péréentage of program
objectives combined with information from -the pre-evaluation,
indicates specifically what tralnlng and the trainee staff
did and dld not aCEémPllEh.
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Wh;le a tralnlng past évaluat;én is necessary, it is not
sufficient. . It should be combined with an evaluation-or
‘evaluations of Valunteers in the flelé. - This pr9v1§es a
valuable check on the accuracy of the training staff’
judgements on how well trainees meet program DbjEQthéSa
'More ;mpartant a fléld evaluation indicates the relevances
of the program ébjectlves ‘and by extrapolation, the '
accuracy of the task analysis.. This data should be of
critical ;mpartance in designing fDllDw—up programs in the
‘same technical area and _has carryover value in terms of
both cross cultural and language task analyses. -

Prégeﬁurés'fcz'céndu:ting a-Péf, aluatlan are QQVﬁreé
in the Post Training Activities ’ééfléng
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CDNDUCTING A PDST EVALUATI@NVi

An 1nstructér is canéuctlng a préper Past Evaluatlén
when he meets thé following Canﬁltlans-"’

- A. The Pcst—Evaluatlsn cgn51sts Qf testlng
.procedures or test items in which" the
trainee performs the exact same behavior
described 1n the béhéVlsral ijEEtlvE.

=1

B. fhe Pmst Evaluatjcn must come after thé

abge:tlve. That is, tra;nees must have
.the opportunity to practlcé the desired
_behavior before. they are tested on it.
" The practice ;tselz canngt . be the test

C. The ‘Post- Evaluatlén must test all of fhé
E;alﬂéégg Each tralnEé must demanstrate his
* degree of achievement of the .objective.

CHARACTERISTICS OF POST-EVALUATION

A. The Post-~ Evaluaﬁiaﬂ’requires the trainee to
perform thetexact same behavior descrlbed in
the behav;aral ije:tlve- :

'This is the Wthe point .of having beha§1gral ijectlves.
‘Once’ you have stated clearly that the trainee will be able
“to do at the end of traln;ng, evaluatlng whether or not
you have achieved your’ gaal is very precise. At~ the end
"of the “training programme, you simply have the trainee do
that same action. If he‘can perform it correctly; then
your training has been successful; if he cannot, then =
your training needs improvement. S S
Think of it in these terms:

H

rainee will be able to do XYZ
Trainee practices doing XYZ K
‘Trainee does XYZ. : B

T

Eéhaviéral_Dbﬁe;tiVé
Learning Activity .
PcstaEvaluatién

Let s look at some examples of an instructor using a proper
,PéstsevaluatLDﬂ versus an 1nstructcr not using a proper
post-evaluation. =~ . 146 o |
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bejgetivez:;Whén tagging turtles, the. trainee will be ‘able .
to obtain the necessary information for the_
'~ Marine Laboratory proforma, and fill out the
proforma correctly. : ’

i

Example A-1l
Egst‘Evaluatign ——= Né

Testing Procedure: After PIaEtlEE tagglng geveral turtles;
and .-filling out proformas, on the Post- Evaluatlcn the *
trainees are asked tg list the ;nférmatlan requlréd fcr

the prgférma , , P : SR

Thls is DbVlDusly ﬂét a proper: téstlng précedure for this \i
particular objective because it reqguires a completely - - |
‘different behavior from the one stated in the objective. . !

Consider instead,this Post-Evalution for the same objective:
Example A-2 -

post Fvaluation --- Yes

Testing procedure: Aftef'practice tagging severél'turﬁles
‘and - filling out proformas, for.the Post-Evaluation the-
trainees are asked to collect the necessary lnfarmatlén
while tagging turtles and to carréctly complete the .

prcfarma.

:Thls is a praper post~ Evaluatlan bécause it ﬂupllcates EKactly‘a
the action éescrlbed in the behav1aral Dbjectlvei g ?

Now think _abéu,t this. . . .

“1f an»instructcrAuées a testing procedure that is
inappropriate for the objective he is teaching, and
yet' still succeeds by having his trainees perform.
very well, hasn't his instruction still been effective
and wcrthwhlle? . - ' '

We hope that you think it has not been effective and.
worthwhile. ‘If you get into a taxi and ask to be -
taken to the airport, and instead the driver takés you

e




to the railway station, would you consider his. job well

‘done? Of course-not.  In the same way an instructor

who consistently ﬁSCGH@l;ShES Objectives other than

those He intenc¢: 75 only fooling himself and being

unfair to his tr¢ineea.

B. The tralnees wmust be;;;lawed ta practl:g the
behavior desuvcibed in the behavioral Dbjectlve

before the E$§téEvalbdtlaﬁ of that behav1ér.

Just as the Post-Evaj .ation must dupllcate the actlgn descrlbed
in the behavioral o astive, the practice must ais@ duplicate
that same behavior bei.:a the PGstTEvaluatlan. . : '

Thls means that eaéh tru.iiwa must perform
“in ‘the DbjEELlVE at least lwine; at least once far Plaétlﬁé

and once for the %ast Evaluat;an.

- Thus, the practiee'cannat be the Post-Evaluation.  Although it
is-true that the Post-Evaluation will serve as extra practice
for the trainee and he may learn from it, this is incidental.
He should have already learned the skill befgre the Post-

" Evaluation. If there is only one practice, then it cannot
~ be used as a Post-Evaluation. At least one practice must
- procede the Post-Evaluation. - °° o . " .

what follows is ‘an eiample:ﬁf .an instructor who. im§r§perly
- post=-evaluates w;thgut having provided practice and one who
‘provides the necessary practlce before the pastsevaluatlan.

a

.Objective: The tralnee will be able tD design and d:aw _
an eifectlve school visual a;d following-the guidelines
ptav1ded in ﬂlass.i,b -

Examglé B-1 -
post-Evaluation --- No

During a five day course for aftiSt;, the instructional
_staff presents a series of lectures, sliéés and demonstra-'
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tlgns Gn Effectlve visual aids for classroom use. At the
‘end ‘of the course each student is 'asked to produce one
"visual aid which is used as the post-evaluation.

—
k& &k

This is not a proper Post—evaluat;am as none of the artists
have had an appcrtunlty to practice prior to, dglng the .post-.
evaluation. Imagine yourself in the FGSltan of having to
purform an unfamiliar skill as a post-evaluation prior to
having any practice. Your chances of success‘will be. much
less than with sufficient practice. ‘An 1m§Qrtant if practlce
is not necessary prior to the post-evaluation, it's llkély
that either the objective was terLél or the t;me devoted to

-it unnecessary. o &
] : : - .g:

Here is an e§§m§Lé cof a proper Post-Evaluation for the same
obj ct;ve,' " ! o ‘

S
m

Example B-2

. POs valuation --- Yves

Testing Procedure: During a five day course for artists
‘lectures and demonstrations on how to make effective posters
are interspersed with practice actually making posters so
that by the end of the course each trainee has ‘designed

and drawn at least four school visual aids. The last visual
aid created by each trainee is used as the PésteEvaluatlon '
for the course. . . ‘ :

“This is a proper Post-EFvaluation, because the trainees have
each practiced maklng at least three pasters before the Post~-
Evaluation. . ' .

C. A post-Evaluation Must,Testhll of the Trainees

Fach .and every trainee must demonstrate whether or not
he has achieved the objective. .,

It is not enough to justltest one or two trainees in the class, .
-because, even'unintenti@nallyl instructors tend to select the
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best trainee es to give“the final demonstration and thus come to
the false conclusion that all the trainees are dclng well when
they may not he. .

This also means that ‘if the behav1ﬂrcl Dbjectlve states that
dach trainee will be able to do. XYZ, then for the post-
evaluation, each trainee must do XYZ on his own., Group
activities eannot be counted as individual- achlévement Even
if the objective deals with the“trainee's ability to work 'in a
group; then each trainee must be observed for haw wéll he wofks:f
in the‘graup. -

Objective The Erainee will be able to prépaté a désign and

structural aestetlc ané flscal requlrements as
defined by the C@mmuﬁzty Develapment Officer.

g

Example C~1
Post FEvaluation === No - : : . -

Testing Procedure. After the instructor demcnstzates Ebe
proper procedure for preparing -a design and cost. ésf;mate
{thé trainéé% work in gr@ups Df f;ve aﬂd eaéh graup

For the Pést Evaluatlan - one tra;nee isg selected fr@m each
group to ﬁemﬂnstrate the correct design and cost estlmate
procedure. :

This cannot be a proper Post-Evaluation because only a few
of the trainees have been tested. It may be that.they are
the only ones in the class who could prepare the design and
estimate. In this description it .is alsa questionable Wnether
all.the tralnees got to practlce either, since frequently one-
or two group . ‘members tend to dam;naﬁe the group. :

ES 8

Example C=2
Post' Evaluation ==~ Yes
Testing Procedure: After the instructor demonstrates the

proper procedure for preparing a design and cost estimate,
the trainees work in pairs, taking turns preparing the
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design and estimate, so that each one gets to prepare a
design and estimate at least twice. For the Post-Evaluation,.
each trainee prepares his own design and estimate. The
;1nstructar checks the solution of each trainee. '

: _ —

This is definitely an appr@pflat zgﬁstéEvaluapién because it
meets all the criteria. Each trainee is tested. The testing
comes after "each trainee has had§a chance to practice. And-.
‘the Post-Evaluation activity duplicates éfactly the action
described in the behavioral objective.
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Training Evaluat;@n'intfpdugti@n ' .
) .

When properly designed and utilized, evaluation can and should be
the single most important management tool for Peace Corps tralnlnq
BtgadLy speaking there are three ma ajor "arcas of apgrat;an which .
erfect training gquality, i.e., : ' *

1. budget and fiscal
2. personnel ( .
3. program-training design and implementation

svaluation can be defined as falling into twu major categories,

c., norm-based and crlterwon—baaed evaluation. N@rmsb sad
evaluation is based on comparative performance quantity or -
quality. "~ One example of this might be comparing per trainee caosts
of one eduntry with those of another. Criterion-based evaluation
irvolfes setting goals or chjectives ahd measuring success against
these.  An example of this might involve a country or Region

~cstablishing a per trainee cost goal and a method or achieving it
~nd measuring success in. attaining thlu;DbJECthE

wWhii» norm-based cvaluation has value b@th as a method of collect-

ing datz and as a mensuration QFVLC' criterion-~based evaluation
na  Trenerally proven to Be a more uscful management-oriented tool.
The sy ,témat;: a§proa:h to training Zhlgh is the focus of these -

cuyide llﬁ(S is a means of instituting a criterion-based type of
cvaiuation in thosc situations when it is applicable and likely
to yicld data which permits imprcvement of operations.

The est bl ment of causal relationships is the key element in -
a criterion ebaﬂed evaluation approach. All too often decisions

which are subject to evaluation are made in isolation from the
types of causal related data which are essential to accurate
“and. relevant judgements. Training decisions, including those
‘effecting personnel, budget and content, are frequently taken
in-isolation from programming data. Program decisions are
‘taken on the basis of subjective interpretations of prior
experience, largely in isolation from data on what goals have
been attempted in the past and the ways in which programming,
training and support rave,attempt :d to promote. the achievement
of 1als. TFor this reason, evaluations of these decisions are
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often subjective and, more importantly, do not yield the type of
data needed to make improvements in the program.

The production of information that will permit program improvement
should be the primary rationale for evaluation. To accomplish
this it is essential that: :
Measurable gnals are established:.
A systematic approach is used in achleV;ng
“these goals;
3. The decisions involved in this app:cach are dccumented-
4. 'A final evaluation is conducted that.;ncludES:
o

a. Specification of the results:

b. Analysis of the decision-making prccess,

c. Identification of factors which contributed

to and/or inhibited progress tcwards the

goals.

1.

Training is an element of a total programming and training process.
Evaluation of the trazining process is only valid insofar as it
relates to programming and to the whole. A schematic presentation
of this total evaluation process is given on the following pages.

In this the essential hypotheses are ¢ontained in the job-descriptic

task analysis, skill and preconditions, screens and task detailing.
Training de;l31ans can, in turn, be vai;dated by traln;ng and f;eid
zvaluation.
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‘ROCESS PHASE

EVALUATION CRITERIA

_EVALUATION MEASURES

.. Program Conception

a)

Consistency with
three goals of
Peace Corps Act
and Peace Corps
Philosophy 2

i)

ii)

Pre-program: logical
consistency.

Post-program:
reports of volun- _
teers, Host Agencies..

J@b.DEECIiptiDﬂ

a)

. Task Analysis

a)

c)

Do Véiunteers

as individuals/

groups perform in
the job areas de-
fined?

i)

‘teers in the field.

Questionnaire. for
PCVs & Hosrp Agency
designed to elicit .
this information.

Observation of Volun=

Do Volunteers

in the ¢field per-
form the tasks
detined in the

"languaye, cross-—

cultural and tech-
nical areas. Are
original predic-
tions of task
importance,
frequency and
difficulty
correct?

ﬂAré vVolunteers

in the field. .
performing tasks

_task analysis?

If the answer to
"b" is "yes." do
the tasks per-
formed by the
Volunteers
comprise a via-
ble job -
compatible with .
‘Peace Corps and
Eegiéﬁal philo-

PhY- 18y

.5ame as jor
tion.

descrip-

Same as job

descrip-
tion. oo

[



PROCESS PHASE EVALUATION CRITERIA 'EVALUATION MEASURES

4. Skill Screen a) Has it been possi- i) Post-cvaluation
‘ ble to train the of training.

requested skill '

level trainees to ii) PCV performance

perform the tasks in the field.

specified? »

C

b) Are Volunteers i) Training pre-
able to perform evaluation.
tasks more

. sophisticated ii) Training post-
than those sti- © evaluation
pulated in the '
task analysis? - iii) v performance in

' ' g flﬁeild - .

5. Pre-~conditions a) Are Volunteers 1) same as jot descrip-
“grean - unable to per- tion. '
’ ' form predicted , S
tasks because ii) PCV performance in

essential pre- field.
' conditions were ‘
not identified?

i

b) Are Volunteers ) same as job descrip-
unable to per-, - * tion. :
'f@fm_ﬁrediétéd
tasks because of ii) PCV performance in
© inaccurate field.
judgements o o

essential pre-
_conditions?_

6. Task Detailing a) Has .task detail - i) Training post-
provided adequate - evaluation.
and accurate data

for developing

training en-route . 5
objectives? —_ o

7. Training ‘ a) Was judgement of - ;) Pérfgrmaﬁée.éf
‘Objectives . - priority tasks, . pcvs in field.
' o i.e., those ' :
. -1565
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- EVALUATION MEASURES

EVALUATION CRITERIA-

- selected as train-

ing objectives,
accurate?

- b) Were training
objectives
faithful. to
the domain
and taxonomic
level of
tasks?

¢) Did training
objectives -
include all
those tasks
identified
- as training
_priorities?

i)

ii)

CF
Logical consistency.’

Ability of PCVs. to
perform tasks at -

predicted level

‘J\\

i)

measured by: ,
A) field observation
B) self-reporting
C) host-agency .

- reporting.

Logical cunsistency.

€. Training Pre- a) Were trainees
asscssment able to achieve
-skill performance
levels predicted
in training
__objectives?

s

i)

Training post-
evaluation..

9. Training ' a)- Were trainees able
a -~ to achieve skill
performance
levels required
- by task analysis.
and predicted
in training"
objectives?’
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'PROCESS PHASE EVALUATION CRITERIA E‘.VALUATIDN MEASURES

10. Training a) Were trainees able i) -Performance of’
Post-Evaluation. *  to perform tasks PCVs in the .

L . at the level : field.
: © certified by i ‘ ‘ .
" training post- - : o ' .

- o - evaluation? - i ) i
11. Field Evaluation a) DD subsaéuent’ . i) Perfermance of
' _ programs reflect - ~ subsequent PCVs
. o , accurate analy~ ' indicates reduction
' : sis of data @~ . = or elimination of
obtained in -  problems identified
- field evaluation? in initial program
by means of steps
1-10 aﬁave;

uded in the falléWLng pages of this Tralnlng Evaluation sub-section
éf ha Methcdal@gy section are summaries of traln;ng evaluatlon pProceae=-
- dures. and tralnlng documentation and review. The training evaluation
_ procedures are dlscussed in detail in -the subsection of this Methodo~
légy section on the steps of the process. The elements of training
documentation and review are discussed separately and in detail in =
the three Training-'Activities' sections (4.0 Pre—~training; 5.0 Train-
iixg and 6.9 Post Training). ‘ : ' :

. In.addition to the sections-noted above which relate to evaluation, .
special reference is made to "Programming Evaluatian- Manual for
Internal Program Evaluation in the Peace Corps." This mahual ‘ o
detalls the overall ‘Peace. Corps evaluation- agpréach of- Whlch T e s

tfainkng evaluat;aﬂ is’'a pazti ’ o -

.yeﬁmngaseirEvalugtipn

whille CELtEran—baSEﬂ evaluation is v;ewed by the Peace Corps as

the critical management tool this does not preclude the use of norm-
based evaluation. -Such evaluation measures as attrition levels
(based on man months of service) -and return on investment {(based on
valuing tasks identified in task analysis in monetary terms), are
useful, both.as a means of collecting data and as mensuration devices.
Exploration of the validity of these and other such norm-based
measures should be an integral part of continuing evaiuatian and
1ﬂprcvement of training. . _ \
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Peace Corps Training Guidelines

METHODOLOGY

: &

SUMMARY DF:TRAINING.EVAL"ATEON PROCEDURES

e
. / .

Evaluatlan in thls systematlc §I1terlan refer2ﬂ:ed apprcagh

to training, which is the basié of these guidelines, is a

tool-used for improving training and not for- grading o

trainees. For this reason,/it is 1mpgrtant that the pre-

evaluation (or’ présassessmént), criterion check, and post-

evaluation be conducted raperly and the results used

Prcpézlyg Briefly, ti/se three evaluation prgcesses-axéz

Pre-Evaluation (or pre—assesgmént) is used tD determlne
what the trainee kﬂGWS and what his -interests are when he
first comes to tralnlng. It should determlnp whether or
not the trainee can do the’ ‘activity or skill he is to be
trained in, aﬁd whether he has the prerequlsltes for
learning it.

Craterlan Lhécks are used to determlné lea:nlng Ercg:ess,
including whether mﬁre appropriate practice should be .pro-
< vided, whether some trainees should be given special '
tutoriny, ‘and whether some trainees should be given addi-
tl@nal actlv;t1§s to do. The criterion check is the
trainer's assessment tool for making decisions durlng the
aﬁhlngslearnlng act1v1ties- . -

Dﬁst-Evaluatlan is ‘used to determlne how successful
- training was. It is slmply a measure of how. many tfalnEéE
— -~ -can do each- act1v1ty ‘correctly at the end of trainlﬁg In
' -sué:essful training programs, most of- the tralnees Wlll
.demonstrate the ability to perform each activity. But, we
can only say that training was successful if we can show
that the trainees could not do the activity before training.

A diagrammatical régresehtaticn of this process is given _
on the following Pagei : 7 - ' L

Evaluat;gn is useful anly if it results in m@dlilcatlans
* in the instructional process. If a trainer evaluates his e
- "dccuree, but does not use the results of the evaluations to )
mcﬂlfy the training, what good was his evaluation? It is
like a man who owns an automobile. Each day he measures
“.the 311 level, notes that it is below. the empty mark, but
"he ﬂGéS nothing to chaﬁge the- %1tuatlgn. Soon ‘his autcf
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mobile will be in disrepair. a training program is just
like the autcmobile, if a 'trainer evaluates it, but does
not use the results of the evaluations to make his deci-=
sions his program will suffer. ‘
Proper evaluation will tell the instructor whether or
-not the instruction was successful. If it was not
successful, it was for one or more of these reasons
1. The trainees were improperly prepared for
' the class-either they did not have the
proper prerequisites or the objective was
unrealistic. B '

A

2. The instruction was inadeguately planned
for the course. : :

3. The instruction was inadequately conducted.
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