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During the many years since the original publication of The Systematic Design
of Instruction, the field of instructional design has continued to grow, both as
an area of study and as a profession. Increasing numbers of colleges and uni-
versities are offering courses in instructional design, and more companies are
adding instructional designers to their staffs.

The natural tendency when preparing a new edition is to include the
new trends and emerging ideas in the field. We have been confronted with a
number of significant developments in the field of instructional design. For
example, the term performance technology is now used as a superordinate con-
cept that includes instructional design as a subset. We were faced with the
decision to expand our coverage in this book to include all of performance
technology. Similarly, a significant growth in the use of computers to deliver
instruction has occurred during the last decade—quite a contrast to the
almost obsolete mainframe-driven, computer-assisted instruction that repre-
sented the future when we published our first edition in 1978. Should we now
orient the chapters on instructional strategies and developing instruction to
computer-based multimedia instruction? In the area of theory, a challenge has
been put forth by researchers who have adopted the constructivist view of
learning. They have offered a variety of proposals about how learning occurs
and have provided an array of interesting examples of instruction developed
from the constructivist perspective. Should we attempt, in this edition, to
present constructivist views and discuss how they reinforce or diverge from
our own? -

Issues related to performance technology, computers, and constructivism
are important because they are influencing the field of instructional design.
We have attempted to be responsive to these and other developments by
relating them to the major components of the instructional design process. At
the same time, we have chosen to stay, as nearly as possible, with the funda-
mental design process presented in the earlier editions of the book. We still
think that this process works best as a starting point for learning instruction-
al design. Furthermore, from our many years of teaching from this book, we
have found that its current size and format are ideal for our students.

Preface xvii
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Preface

The changes we have made in recent editions of the text include a greater
emphasis on these aspects:

* Analysis of the learner

* Analysis of the context in which skills will be learned

* Analysis of the context in which skills will be used

* Earlier and more frequent use of formative evaluation

* Concern for the transfer of learning to the ultimate site of performance

* Expanding formative evaluation to include assessment of newly learned
skills and the impact of their use

We believe that these changes and additions will strengthen the fundamental
process of instructional design without unduly complicating or confounding
it for the novice.

The systems approach model used in this book was first taught in a
course at Florida State University in 1968. Since that time, thousands of stu-
dents have taken the course and have developed instructional materials that
have had demonstrated effectiveness with learners. The model has been most
heavily influenced by the work of Robert Gagné, Leslie Briggs, Robert Mager,
Robert Glaser, and Lee Cronbach. It is a performance-oriented model stress-
ing the identification of skills that students need to learn and the collection of
data from students to revise instruction.

During the more than twenty years we have taught the instructional
design course, we have had the valuable opportunity to observe our stu-
dents” work and thus to refine our presentation of the concepts and proce-
dures associated with each step in the model. This book is the culmination of
a carefully conceived instructional strategy and of the many years of practi-
cal experience in implementing it. Since the publication of the first edition in
1978, we have obtained valuable feedback from instructors and students who
have used the book, and we are most grateful for their helpful comments.

In the current edition we have retained the features that seem most
important to readers of the previous editions. For example, theoretical
descriptions of concepts are supplemented with numerous illustrations of
their application. The examples have been carefully selected to represent a
wide range of important skills. The examples and practice exercises have
been designed to lead readers from an initial understanding of concepts to
practical application, resulting eventually in their own instructional design
project.

The reader will find that each of the chapters (after the first, which is an
introduction to the overall instructional design model), is structured in a sim-
ilar manner. We hope this structure will facilitate learning the concepts and
procedures associated with the instructional design process. The description
of the model’s components in each of the chapters includes the following
sections:

Objectives: The major objectives are listed for each chapter. They
describe what the reader should be able to recall and apply after complet-
ing the chapter. They are stated in relatively general terms,

Background: This portion of each chapter provides the reader with a
brief statement of the background, research and development, and/or
problems that led to the development of the procedures associated with
each particular component of the model.

Concepts: This section includes both definitions of critical concepts
associated with the components as well as a description of “how to do it.” It
indicates how to carry out the procedures associated with each particular



component. In some chapters, the concepts and procedures are covered in
several sections rather than in one main Concepts section. This allows for a
more thorough examination of detailed procedures.

Examples: In each chapter we provide examples of ways the processes
described for each component can be applied. We use a variety of examples
in the hope that readers will be able to apply each procedure to the content
area in which they are interested.

Summary: This section is specifically provided for those readers who
will be developing instructional materials as they study these chapters. It
summarizes the concepts and procedures discussed in each chapter. By pre-
senting the material in this manner, we hope to illustrate the interrelated-
ness of the various components of the model.

Practice and Feedback: We also provide a series of practice activities in
which the reader is asked to apply a component of the instructional design
process to a variety of examples. Readers will receive feedback to their
responses to determine whether they understand the principles described
in the chapter and to correct any misunderstandings they may be having.
The examples used to illustrate procedures in the book have been purpose-
fully kept simple. The reader should not have to learn the content related to
an example to understand the procedure, which is the main focus.

References: A brief listing of the most relevant references appears at
the end of each chapter. These are annotated to direct the reader to those
resources that may help to amplify points made in the chapter.

The authors wish to extend their appreciation to Dennis C. Myers
(deceased) of the University of Toledo for his assistance with various aspects
of this book, and to James Russell, Donald Stepich, and their students at
Purdue University for developing the first draft of the glossary. Bob Reiser, a
Florida State colleague, has used the text in recent years to teach instruction-
al design and has made many helpful suggestions for both teaching and
revising the text.

In the spirit of constructive feedback, always an important component of
the systematic design process, the authors welcome reactions from readers
about ways in which the text may be strengthened to better meet their needs.
Please send comments to the authors at the following e-mail addresses.

Walter Dick
wdick@mailer.fsu.edu

Lou Carey
CAREYL@typhoon.coedu.usf.edu
James O. Carey
JCAREY@chumal.cas.usf.edu
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We would like to share some of our experiences in teaching with this text. The
fundamental decision that must be made by the instructor is to identify the
instructional goal for the course. As in any instructional design effort, the
nature of the goal will drive the instructional strategy and the evaluation.

The instructional goal can be expressed either as verbal information (i.e.,
list, describe, or recall various aspects of the instructional design process), or
as an intellectual skill (i.e., apply the instructional design process in the cre-
ation of instruction). We refer to the first approach as the knowledge approach
and the latter as the product approach.

When knowledge is the course goal, the text serves as a source of
information. The role of the instructor is to amplify the principles
presented in the materials, to provide examples, and to evaluate stu-
dents’ acquisition of the knowledge. The Systematic Design of
Instruction is well suited to this type of instruction. It provides stu-
dents with an instructional design model they can use to understand
the major concepts in the field of education. Such ideas as “perfor-
mance objectives” and “formative evaluation” can be presented and
understood in terms of the overall design, delivery, and evaluation of
instruction.

The product approach to teaching instructional design requires that stu-
dents not only know about designing instruction but also develop instruc-
tional materials. It is this approach that we personally have found to be most
successful in teaching instructional design. From our experience, students
learn more through actually developing instruction. Concepts that appear to
be academic in the text become very real to students as they grapple with
such decisions as how many test items they need or what kind of practice
exercises to use. The personal motivation and involvement of students also
tend to increase with each succeeding assignment as they begin to produce
instruction in their own content area. When students reach the one-to-one for-
mative evaluation stage, they often become quite enthusiastic about observ-
ing learners as they interact with, and learn from, the materials the students

To the Instructor xxi
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To the Instructor

have created. We believe that the product approach to teaching instructional
design provides the greatest long-term return to students.

 Instructional Strategy

The second major decision you, the instructor, must make in teaching instruc-
tional design is the instructional strategy you will use. First is the issue of the
sequence of topics. The text presents the model components in the sequence
typically followed when designing instruction. If the knowledge approach to
the course is used, then it is likely that the components in the model will be
presented as they appear in the text. If the product approach is used, then the
component sequence and resulting instructional strategy may be different.

The first sequence we used was to have students learn about a compo-
nent in the model and then complete the developmental assignment related
to that component. For example, after students read the chapter on instruc-
tional goals, they develop a goal for the instruction they plan to write. Then,
after reading about instructional analysis procedures, they would do an
instructional analysis for their selected goal. This read-develop, read-devel-
op process continued until they completed the model. Even though this
approach seems quite rational, students often comment that they would have
done things very differently in the beginning of the development of their
instructional materials if they had been knowledgeable about the compo-
nents at the end of the model. Many students also indicated that they needed
more knowledge about the design process before making a significant com-
mitment to developing instruction for a particular topic.

An alternative strategy, and one thai we now use in our product
approach to teaching the class, is best described as a cluster approach. In a
semester course the students read several chapters in sequence each week.
After several weeks, they identify their instructional goal and complete the
first stage of analysis, the goal analysis. This demonstrates that they under-
stand what they are going to teach, and the instructor can quickly remediate
any who are having trouble.

The first report submitted by the students includes their goal statement,
goal analysis, subordinate skills analysis, and learner and context analysis.
(Our evaluation sheets are shown in Table 1.) While the reports are being
graded, students continue with their study of objectives, assessments, and
instructional strategies. These then become the major contents of the second
report. The students in our courses typically create printed modules as the
delivery mechanism for their instruction. They learn about this format and
begin to write their instruction according to their instructional strategy. We
have also taught instructional design in conjunction with a second course in
computer-based instruction. The students who take both courses convert and
present their instruction via computer.

While the students are writing their instruction, class time is spent learn-
ing about formative evaluation, and they begin, as soon as possible, to con-
duct their one-to-one evaluations. We require students to do three
one-to-ones and a small group with at least eight learners. We do not require
them to conduct the field-trial phase—there just is not enough time in the
semester. (See Table 2 for our semester schedule for the course.) We are insis-
tent that students complete the first two phases of the formative evaluation
process. Their third and final report consists of their instruction and their for-
mative evaluation.



Classroom Activities

The selection of the knowledge or product approach to instruction has sig-
nificant implications for course management strategies and, particularly, for
the use of class time. If the knowledge approach is chosen, then the course
will focus primarily on the knowledge objectives that are stated at the begin-
ning of each chapter in the text. The pace of classroom activities can be slow
enough to allow for discussion time and the opportunity to talk about various
examples and practice and feedback exercises. Students may learn the con-
cepts best when they are required to provide their own examples.

If the product approach is used, the instructor must carefully monitor the
weekly progress of the course to ensure that students have sufficient time to
conduct the formative evaluation. In our experience talking with students
who have used the text at other institutions, their greatest problem is moving
through the course at a pace that allows time for the formative evaluation.

In our product approach to instruction, we provide some lectures to high-
light important ideas, but we also use numerous class participation activities.
Several sessions during the semester are considered workshops—students
work in teams of three or four to review and critique the work of the other
students in their group. This is excellent preparation for the group contexts in
which most designers will work after graduation.

Evaluation of Student oducts

We require students to prepare several reports that document their use of the
systematic design process. We base our evaluation of students on these
reports and on the instruction that the students create. Table 1 outlines the
major components of these reports and shows the points allotted to each
component. (The assignment of points is arbitrary; however, the points for the
third report are approximately equivalent to those for the first two.) This dis-
tribution is proportional to the amount of work represented by the reports,
and it keeps students motivated throughout the course (i.e., they can make up
for early poor performance, or possibly detract from good performance,
based on their performance on the final report).

For the instructor, the Report Checklists provide a convenient outline of
the content that should be included in the documentation reports and the rel-
ative weighting of sections of the reports for evaluation purposes. If a com-
ponent of a student’s report fully meets a stated criterion, then the total points
for the component should be assigned to the student. If some of the criteria
are not met, then points should be deducted from the component according-
ly. If the component is not included in the student’s report, then no points
should be given for it.
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TABLE 2

Sample Semester Schedule

Week  Class Topic Assignment Next Class
1 Course introduction Chs. 1-3
2 Needs assessment and goalanalysis ~ Chi4
3 Identify subskills, entry knowledge, . Ch.5
and skills
4 Leamner and context analysis Chs.6and 7
Report1 due
5 Objectives and assessmerits Ch.8
6 Developing an instructional strategy - Ch.9
7 Developing instructional materials Ch/ 10
Report 2 due
8 Formative évaluation procedures Write instruction
9 Consulting session Finish writing instruction
Ch. 11
10 Formative evaluation; analyzing and
reporting data One-to-one évaluations
11 Discussion of projects Small-group formative evaluation
12 Consulting session Write report 3
13 Summative evaluation, coutse Chi12
sunumary
Report 3 due
14 Report 3 returned
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