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FOREWORD 

In increasingly technology-driven educational landscape it is imperative that 21st 
century learners upgrade their skills and become proficient in the use of technology 
in every walk of life and to effectively facilitate the learning process. Educators and 
other professionals, therefore must be able to design, deliver and assess both face-
to-face and online learning environments. While embracing this paradigm shift of 
instruction and assessment, overall, this program focuses on instructional design 
process, learning theories, models, strategies, media, communication delivery 
models and interactive technologies, web designing and programming etc. The 
knowledge and skills gained during the course may help them, while practicing in 
the classroom and to develop a more positive attitude towards technology 
embedded solutions in education. 
 
In the end, I am glad to extend my gratitude to the course team, Course 
Development Coordinator and Course Writer, Dr. Tooba Saleem and the Reviewers 
for the development of this course despite of time constraint. I am also thankful to 
editor for the timely editing of the course. Any suggestions for the improvement of 
this course will be warmly welcomed. 

 
       Dr. Naveed Sultana  

       Chairperson 
Secondary Teacher Education Department 
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PREFACE 
In the era of rapid development of science and technology, means of 
communication and expansion of educational facilities, the modes of teaching 
learning and assessment have been changed. Technology has grasped the process 
and procedures of planning and delivery of adult instructions, while focusing on the 
future demands of society the paradigm shift of instructions and assessment. 
Through this course student will be able to learn about the different instructional 
theories, teaching strategies and their scope in different situations. This course 
demonstrates the fundamentals of instructional goals and learning objectives and 
linkage between instructional process and assessment. The course covers the 
different modes of assessment and latest trends in educational assessment. Students 
will also learn about the role of learning theories in development of instructional 
strategies and students learning outcomes. This course will be significant in terms 
of understanding the instructional process and essential assessment techniques to 
measure the learning outcomes of the students.  In the end, I am thankful to the 
Course Team and Editor for their work and effort.  
 

Prof. Dr. Nasir Mahmood. 

Dean Faculty of Education 
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INTRODUCTION 
The focus of this course is to make the prospective teachers able to the development 
of instructional goals, objectives and assessment of outcomes for their students. For 
developing these skills, one must know the methods for assessing learner 
performance and mapping appropriate assessment methods, instructional strategies 
and learning objectives. Furthermore, in the current era, performance-based 
assessments and tools to assess learner performance are more popular to use in 
classroom setting. In the end this course will help the learners to design formative 
and summative methods of assessment in facilitating and examining the learning 
process and achievement of students.  

 

OBJECTIVES OF THE COURSE 
 

The course will extend the knowledge of learners in the following domains and will 
enable them to:      
1. understand the role of learning objective and instruction strategies for making          

teaching learning effective and interactive. 
2. align appropriate instructional strategies with learning theories. 
3. evaluate the role of various instructional and assessment strategies in teaching     

learning. 
4. align assessment methods with instructional strategies and learning objectives. 
5. explore the new trends in instructional strategies and assessment. 
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INTRODUCTION 
This unit explained the basic concepts associated with nature, types and role of 
instructional strategies in teaching learning process.  Furthermore, the contents in 
this unit will help the students to learn about the spectrum of instructional skills 
essential for teachers.  Also, there is a special emphasis on micro and macro 
instructional strategies to be used in classroom.  This unit tells us that how 
instructional strategies can be used for effective teaching in order to fully recognize 
which instructional strategies will most likely to be effective and efficient in which 
situation.  

 

OBJECTIVES 
After reading this unit the learners will able to: 

• explain the scope of instructional strategies 
• analyze the spectrum of instructional skills 
• differentiate between micro and macro instructional strategies 
• use instructional Strategies for Effective Teaching 
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1.1 NATURE AND CONCEPT OF INSTRUCTIONAL STRATEGIES 
 
Instructional strategies are techniques teachers use to help students become 
independent, strategic learners.  These strategies become learning strategies when 
students independently select the appropriate ones and use them effectively to 
accomplish tasks or meet goals.  Instructional strategies can:  
•  motivate students and help them focus attention 
•  organize information for understanding and remembering  
•  monitor and assess learning.  
According to Şimşek (2011) instruction requires not only systematic guidance for 
learning but also a purposeful organization of experiences to help students achieve 
the desired change in their performances. Instruction is also known as an action 
taken by teachers to create a stimulating learning environment for the purpose of 
providing guidance along with the necessary instructional tools and carrying out 
activities that will facilitate learning and help develop behavior appropriate for the 
gains, students are supposed to have (Moore, 2000).  
Instruction is also defined as procedures and activities planned for teaching (Canady 
and Retting 1996). As can be seen, the concept of instruction has a broad definition 
field. You can find more of them as follow list:  
•  Instruction is a combination of teaching and learning activities.  
•  Instruction is a whole process includes facilitating the learning process and 

guiding the pupils.  
•  Strategies determine the approach a teacher may take to achieve learning 

objectives (Saskatchewan Education 1991).  
•  Instruction is an effort that supporting the individual’s growth and 

formation (Bruner 1960).  
•  Act of building into the mind, knowledge offacts, relations or principles of 

one kind or another (Ducasse 1958).  

Instruction is an activity process that is helping individual’s self-actualization and 
self-fulfilling (Moore 2000). It’s quite difficult to separate of teaching and learning 
activities from each other with precise borders. According to Moore (2000), 
learning is a change based on experience into individual’s performance capacity. 
Because of its nature, the concept of learning refers to individual processes. 
Learning of a knowledge unit, skill, behavior, and attitude is all about one’s effort. 
So, learning is an individual process. Depending on the context the concept of 
learning can be defined in different ways:  

•  Learning is an information acquisition process (Piaget 1972),  
•  Learning is a process of changing behavior (Gardner 2004; Mayer 1982; 

Shuell 1986),  
•  Learning is to make connections between neurons (Hebb 1949),  



 

5 

•  Learning is the process of construction of meaning (Piaget 1972; Resnick 
1989),  

•  Learning is the changes in performance capacity (Driscoll 1994; Marzano 
2003). 

Since the inception of formal, classroom-based instruction, a fundamental aspect of 
teaching has been the way teachers arrange the classroom environment so students 
can interact and learn. The instructional strategies teachers use help shape learning 
environments and represent professional conceptions of learning and of the learner. 
Some strategies consider students empty vessels to be filled under the firm direction 
of the teacher; other strategies regard them as active participants learning through 
inquiry and problem solving–still others tell children they are social organisms 
learning through dialogue and interaction with others 

The instructional strategies used in the early twenty-first century began in antiquity. 
In ancient Greece, Socrates illustrated a questioning strategy intended to facilitate 
the learner's independent discovery of important truths. An instructional strategy 
similar to direct instruction was reported by Samuel Griswold Goodwich's account 
of teaching in a rural Connecticut school during the early eighteenth century. 

As education extended beyond society's elite, educators became interested in 
instructional strategies that would accommodate large numbers of students in 
efficient ways. One example, the Lancaster Method, popular in the early nineteenth 
century, consisted of gathering as many as a hundred students in one large room, 
sorting them into groups of similar abilities, and having monitors (teacher aides) 
guide pupil recitations from scripted lesson plans. Nineteenth-century instructional 
strategies were teacher centered, intended mainly to transmit basic information 
clearly. In the early part of the twentieth century, however, this emphasis started to 
shift. John Dewey and his disciples of Progressive education left a legacy of 
student-centered instructional methods aimed at helping students acquire higher-
level thinking and problem-solving skills. Of particular importance was the project 
method that provided the intellectual heritage for such contemporary methods as 
cooperative learning, problem based instruction and other approaches emphasizing 
active student learning and group interaction. 

The early work of the Progressives, fueled later by new theories and research about 
learning by such eminent theorists as European psychologists Lev Vygotsky and 
Jean Piaget and Americans Jerome Bruner and Albert Bandura extended thinking 
in the profession about instructional strategies in the post-Sputnik reforms of the 
1950s and 1960s. Cognitive psychology and constructivist perspectives produced 
instructional strategies such as discovery learning and inquiry teaching that were at 
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the center of the curriculum reforms of that era, and the cooperative learning and 
problem-based strategies popular today became more widely known and used. 

In the late 1960s Bruce Joyce began describing the various approaches to teaching 
that had been developed over the years. He developed a classification system to 
analyze each approach according to its theoretical basis, the learner outcomes it was 
designed to accomplish, and the teacher and student behaviors required to make the 
approach work. Joyce used the term model rather than teaching strategy to refer to 
a particular approach to instruction. In his initial work (Joyce and Weil, 1972) more 
than twenty models were identified. Joyce's conceptualization of the field was a 
significant contribution and has influenced greatly how educators have thought 
about instructional strategies worldwide. 

In the early twenty-first century, there are many instructional strategies. Similarly, 
there are tactics used by teachers to support particular strategies. The following 
provides a framework for thinking about instructional strategies, and then provides 
descriptions of seven strategies used frequently by teachers. 

Instructional organizers, strategies, and tactics. A number of educators over the 
years, such as Barrie Bennett and Carol Rolheiser, have developed conceptual 
frameworks for thinking about instructional strategies. The frameworks most often 
include instructional organizers, instructional strategies, and tactics. Instructional 
organizers are at one end of a complexity continuum, and provide the "big ideas" 
that allow us to think about instructional practices. Examples of instructional 
organizers would be Howard Gardner's multiple intelligences or Benjamin Bloom's 
taxonomy for organizing instructional objectives. On the other end of the 
continuum are what are often labeled instructional tactics. These are specific, and 
for the most part, simple actions taken by teachers within the confines of particular 
teaching strategies. Asking questions, checking for student understanding, 
providing examples or visual representations, or examining both sides of an 
argument are examples of instructional tactics. Many tactics have grown out of the 
practices of experienced teachers. In the middle of the continuum are instructional 
strategies that involve a series of steps, are supported by theory and research, and 
have been designed to produce certain types of student learning. Examples of 
instructional strategies would include direct instruction, cooperative learning, and 
the others described later in this article. 

Finally, some teaching strategies are tightly tied to the content of particular lessons. 
Pedagogical content knowledge is a term coined by Lee Shulman in 1987 to 
describe the relationship between content and strategy and to illustrate how what is 
being taught influences the way it is taught. For example, an English teacher 
teaching a Shakespearian tragedy would use different strategies than the biology 
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teacher who is trying to help students understand photosynthesis. Similarly, a 
fourth-grade teacher would use different methods to teach reading, fractions, or the 
concept of scarcity. 

Learning environments and instructional strategies. Classrooms are places where 
teachers and students interact within a highly interdependent environment. At 
particular times, some types of learning environments have been deemed more 
appropriate than others. For example, prior to the mid-twentieth century in the 
United States, environments that kept students quiet and in their seats were the 
preferred environment compared to later times when more open and active 
environments were in vogue. Both formal and informal learning emanates from the 
particular environments that teachers create, and these are highly influenced by the 
strategies being used. For instance, lecturing creates a tightly structured learning 
environment where students are expected to listen, observe, and take notes. On the 
other hand, if the teacher divides students into cooperative learning groups, an 
environment is created where students are actively engaged and in charge of their 
own interactions. 

1.2.  SPECTRUM OF INSTRUCTIONAL SKILLS 

Teachers influence the lives of students much more significantly than we imagine. 
A teacher with the right skills inspires and influences entire student lives. They are 
instruments who can ignite powerful thoughts in students, helping them unleash 
their true potential. To bring about such long-standing impacts, it is important for 
teachers to have certain skills. 

  Teaching and instruction are used interchangeably but they have different 
meaning. Teaching implies verbal, non-verbal interaction, teaching skills, 
competency and the instruction. The instruction concerns with organization of 
teaching content. Instruction is the organized system of activities which works 
towards the realization of certain specific objectives. At the Centre of Advanced 
Study in Education (CASE), Baroda, some attempts have been made to identify and 
list teaching skills in the form of Baroda General Teaching Competence Scale 
(1975), having 21 teaching skills at the pre-instructional, instructional and post-
instructional stages. The list of the skills by the above quoted writers is not 
exhaustive and conclusive. We add or subtract some or the other skills depending 
upon the prevailing situations for our microteaching programme. A list of the 
probable teaching skills required at different stages of a lesson is as follows. 
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1. Pre-instructional skills:  

A set of decisions have to be made before instruction takes place. The tasks 
performed by the teacher before he starts teaching fall under this category. The 
teacher has to plan teaching activities and prepare students for learning. The tasks 
involved in getting the students ready for learning are called pre-instructional skills. 
They include the 

2. Skill of writing objectives 
3. Skill in sequencing and organizing knowledge to be presented 
4. Skill of locating situations where the learning of the units finds applications. 
5. Selection of audio- visual aid material. 
6. Skill of planning appropriate assignments, activities etc. 

7. Instructional Skills: Classroom learning mainly starts only after the teacher 
has arrived and started teaching. The tasks related to setting the climate of 
classroom such as presenting content, organizing discussion, maintaining the 
motivation of the students, using audio –visual materials, using a blackboard, 
managing the classroom, etc, belong to this category. All pedagogic tasks 
performed by the teacher during the course of actual teaching are collectively called 
instructional skills. They include- 

1. Skill of developing critical awareness. 
2.  Skill of explanations. 
3.  Skill of stimulus variation 
4.  Skill of using blackboard 
5.   Skill of reinforcement. 
6.  Skill of managing the class. 
7.  Skill of using illustrations/media. 
8.  Skill of securing attention of students. 
9.  Skill of using non-verbal cues. 
10.  Skill of obtaining feedback from pupils. 
11.  Skill of diagnosing pupil difficulties. 
12.  Skill of increasing pupil participation. 
13.  Skill of reacting to pupil response and initiation etc. 

1. Post- instructional Skills: As the title indicates, the tasks involved in 
summarizing what is taught, providing feedback, giving homework/assignments, 
testing and grading etc. are called post-instructional skills. These skills are used 
only after the actual teaching act, i.e., delivery of content is over. They include Skill 
of preparing test items. 

2.  Skill of making plausible interpretations. 
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3.  Skill of planning remedial measures for the diagnosed difficulty etc. 
4.  Skill of giving appropriate assignments. 
5.  Skill of recognizing attending / non-attending behaviour 
6.  Skill of maintaining discipline in the class. 

1.3. MICRO AND MACRO INSTRUCTIONAL STRATEGIES 

Some of the discussions regarding instructional strategies involve several headings 
under which instructional strategies can be classified. When the classifications put 
forward are examined, it could be stated that several variables played a role in doing 
these classifications. These variables include who is the focus of instructional 
activities; what methods and techniques are used in the process; whether the process 
is followed with an inferential, deductive or inductive understanding; and which 
constructs are taken into consideration in the preparation, presentation, and 
restructuring of the information. In addition, instructional strategies are also 
classified in some studies according to how the process functions; in some studies, 
according to how information is produced and how this information is acquired by 
learners; and in some other studies, they are classified based on the instructional 
models that act as a source for strategies. In the topic of instructional strategies, it 
can be seen a number of taxonomies based on different  

variables in the literature. It’s clear that learning and teaching approaches, theories 
and models have influences on the formation of strategy groups to categorize 
strategies. 

Taxonomies for Categorizing Instructional Methods 

Several taxonomies have been developed that categorize instructional strategies 
based on the strategy's theoretical underpinnings and on the type of learner 
outcomes that result from using the strategy. Joyce's taxonomy divided 
instructional models into four major families: information processing, behavioral, 
personal, and social. Behavioral strategies are designed to help students acquire 
basic information and skills. Information processing strategies help the learner 
process and use information and data. Social strategies help develop a sense of 
community and facilitate the learning of social skills. Personal methods emphasize 
the development of personal growth and awareness. 

Others have made distinctions among strategies based on achieving learning 
outcomes most closely associated with behavioral theory as compared to those 
outcomes that stem from information processing, cognitive, and constructivist 
theories of learning. Still others have found the student-centered and teacher-
centered categorization scheme useful for thinking about the relationship between 
student learning and instructional strategies. The following strategies are 
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categorized according to the degree of student versus teacher centeredness and the 
theoretical basis for the strategy. 

Although instructional strategies can be categorized, the distinctions are not always 
clear cut. For example, a teacher may provide information through the lecture 
method (from the direct instruction strategy) while using an interpretive method to 
ask students to determine the significance of information that was presented (from 
the indirect instruction strategy). 
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Table 1.1 

Classifications of Macro and Micro Instructional Strategies 

 

Adapted from Saskatchewan Education (1985, 1991), Merrill (1987), Edvantia (2005), Sedgwik (1999), Marzano (2003), Killen 
(2007), Ray (2005), Huang (2006), Bazan (2007), Erişti andAkdeniz (2012).
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1.4. USE OF INSTRUCTIONAL STRATEGIES FOR 
EFFECTIVE TEACHING 

 
Learning is defined as a process where experience (instruction) causes a change in 
an individual's knowledge or behavior; different learning theories propound 
different perspectives about what is important and how learning occurs. Behavioral 
learning theories generally view the outcome of learning as change in behavior and 
emphasize the effects of the external environment. Cognitive and constructivist 
learning theories, on the other hand, view learning as change in cognition and focus 
mainly on internal mental activity. Instructional strategies used by teachers stem 
from particular learning theories and in turn produce certain kinds of outcomes. For 
most of the twentieth century, arguments persisted about which learning theories 
and which instructional strategies were the most accurate and most effective in 
affecting student learning. Debates among educators and the general public have 
surrounded lecture versus discussion; direct instruction versus discovery learning; 
and phonics versus whole language. These debates led nowhere mainly because the 
selection of effective instructional strategies cannot always be precisely pinpointed, 
and mainly depends on what the teacher is trying to accomplish. 

Contemporary conceptions of instructional strategies acknowledge that the goals of 
schooling are complex and multifaceted, and that teachers need many approaches 
to meet varied learner outcomes for diverse populations of students. A single 
method is no longer adequate. Effective teachers select varied instructional 
strategies that accomplish varied learner outcomes that are both behavioral and 
cognitive. To illustrate this point, consider strategies teachers might use to teach 
the Bill of Rights to a group of eighth-grade students. The teacher might begin with 
a lecture describing each of the ten articles and the reasons they were included as 
the first ten amendments to the Constitution. Students might then be asked to match 
each amendment with its purpose. Use of the lecture and direct instruction methods 
facilitates the transmission of fairly large amounts of information to students in an 
efficient manner and helps them retain it in memory. However, it does not 
encourage students to think very deeply or critically about the Bill of Rights, or 
consider its significance to contemporary life. Nor would listening to a teacher 
promote the development of social discourse skills. Instead, the teacher might use 
more interactive strategies such as concept teaching and cooperative learning. If, 
however, teachers use more interactive methods, they have less time to explain the 
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Bill of Rights. Particular strategies, then, have been designed to achieve particular 
learner outcomes, but no single strategy can address them all. Appropriate use of 
particular strategies depends upon the type of learning outcomes the teacher wants 
to achieve. 

1.5. SELF-ASSESSMENT QUESTIONS 
 
1. How do you differentiate between macro and micro teaching strategies and 

 their use in   classroom? 
2. Explain the scope of using instructional strategies for improving students 

learning at secondary school level. 
3. Examine the specific skills which assist in the management of a lesson. 
4. Describe the effective use of teaching aids. 
5. Analyze the stages of a lesson, i.e., introduction, body, conclusion. 
6. Describe specific instructional skills, i.e., communication questioning and 

responding, explaining, demonstrating, reinforcing and evaluating. 
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INTRODUCTION 

Instructional goals and objectives are the heart of instruction. When well- written, 
goals and objectives they will help to: identify the course contents, structure the 
lecture, and guide the selection of meaningful and relevant activities and 
assessments. Well-stated objectives clearly describe the students what they must do 
and under what conditions the performance will take place. Writing a learning 
objective for each behavior you wish to measure is good instructional practice. 
Hence the unit will throw light upon the development of instructional objectives 
their scope and use for instructional process.  

OBJECTIVES 

After reading this unit the learners will able to: 

• understand the difference among aims, goals and objectives 
• develop general and specific instructional objectives 
• explain the different levels of learning 
• describe the scope of learning objectives 
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2.1 AIMS, GOALS AND OBJECTIVES 
 
Aims, goals, and objectives can be thought of as hierarchically ordered educational 
purposes. goals, and objectives, in descending order of generality, as statements of 
educational purpose (Schubert, 1986). Aims and goals are often brushed aside in 
favor of objectives, because the first two are “vague” and the last can be cast in 
language conducive to measurement. But the very vagueness of statements of aims 
and goals can be an advantage. It invites “aims talk” (Noddings, 2003). It is but one 
of several steps that should be followed when developing instruction. To “fill out” 
an aim, we establish goals thought likely to promote the aim. Goals are usually 
established for grade levels and/or particular subject matters. A learning objective 
is a statement that specifies in behavioural (measurable) terms what a learner will 
be able to do as a result of instruction. It describes the intended outcome of your 
instruction rather than a description or summary of your content. 

Aims 

As purposes stated at the highest level of generality, aims remind us of our ideals 
and direct the construction of goals and objectives. Some policymakers today insist 
that there is no need to discuss aims, because we already know what we are trying 
to accomplish in schooling, and we should simply get on with it. Robert Maynard 
Hutchins (1999) and other “perennialists” argued years ago that the aims of 
education are fixed universally for all time, but few of us believe that now when we 
live in an age of rapid change. 
However, even if we believed that educational aims are, at some level of generality, 
fixed and universal, we would still need to discuss them in the process of 
constructing goals and objectives.  
 
Consider the first aim mentioned above: To prepare students for democratic life. 
How might this aim guide us in making educational choices? One significant 
function of aims-talk is to challenge our seriousness of purpose. Critical theorists, 
among others, urge us to engage in such discussion. 
 
Goals 
  
Usually the translation from aims to goals is made in the context of subject matter 
disciplines – in mathematics, language, science, and other subjects. However, 
careful discussion at the level of aims might raise questions about the centuries-old 
organization of curriculum around the disciplines. Perhaps that is not the best 
structure for the 21st century. The biologist, Edward O. Wilson, has suggested de-
emphasizing the disciplines: Given the convergence and blending of disciplines, 
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the best approach to general education in the future would seem to be less 
discipline-oriented and more problem-centered…. Such an approach would require 
some breadth on the part of the instructor, or at least team-teaching by a group of 
complementary experts. (2006, pp. 136-137). 
 
However, keep an interdisciplinary aim in mind as we ask how to translate aims 
into goals at the level of school subjects. We can try to broaden the disciplines from 
within. All teachers should consider what they can do to advance the school’s 
general aims.  
 
Objectives  
 
Teachers today are encouraged (sometimes commanded) to have a learning 
objective for every lesson. Often these objectives are simply drawn from a textbook 
or list of “standards.” Teachers are rarely asked to relate their objectives to goals 
and aims. 
Objectives can cover knowledge and skills as well as attitudes. An emphasis should 
always be placed on the student’s ability to integrate information to solve realistic 
problems as opposed to the acquisition of information alone. As the developer of 
instruction, ask the following question before writing your objective, ‘What do I 
want the student to do to demonstrate that he or she has learned?’... then start 
writing. In addition to aiding students in studying for the course, you will find that 
having taken the time to clearly state objectives will prove invaluable when it comes 
time for you to develop any sort of test (e.g. quiz, mid-term, final) for your class. 

Objectives guide the instructional process by synchronizing the planning and 
implementation of teaching, learning, and assessment activities, thereby focusing 
on the out-comes   teachers   want   students   to   achieve.   Unfortunately, course   
preparation   often involves planning for the content and teaching activities without 
first establishing a clear definition of what student outcomes are desired. This 
approach can lead to instructional methods and assessments that focus on 
knowledge acquisition rather than on higher- level learning outcomes. 

Instructional objectives and learning outcomes also play a crucial role as the basis 
for valid measurement instruments by providing the framework on which a test 
blueprint is based. 

When an objective is teacher focused, the attention is centered on the teaching 
activity. Teaching is an end in itself; learning is not a criterion. The objective, in 
effect, is met once the teaching takes place, regardless of whether the teaching is 
effective. In the traditional lecture format the learning is teacher focused; the 
teacher has control of the learning. This approach focuses on transmitting 
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information and explains the all-too- common teacher lament, “I don’t understand 
why the students do not know that material. I covered it in class.” 

A learner-focused objective focuses on the learning that occurs in relation to the 
teaching that is taking place. Stating instructional objectives in terms of the required 
student achievement shifts the focus of the educational experience from 
transmitting volumes of information to providing learning experiences that foster 
attainment of the objectives. The focus changes to facilitating learner achievement. 
Teaching is a means to an outcome rather than an end in itself. Learner-focused 
objectives require teachers to examine their teaching strategies and to develop 
creative methods to facilitate student learning. 

A meaningful objective communicates desired outcome behavior of the learner 
exactly as you understand it. In other words, if another teacher uses your objective 
and their student outcomes are consistent with your expectations, then you have 
communicated the objective in a meaningful way (Mager, 1997). 

2.2 BLOOM’S TAXONOMY OF OBJECTIVES 

A taxonomy is a system that describes, identifies, and classifies groups. In 
education, taxonomies classify three domains of learning—cognitive, affective, and 
psychomotor. In 1956 the Taxonomy of Educational Objectives, edited by 
Benjamin Bloom, was published. Popularly referred to as Bloom’s Taxonomy, this 
well-known resource for the development of instructional objectives and test items 
initially covered only the cognitive domain of learning. Subsequent editions, 
however, deal with the affective and psychomotor learning domains as well. 

Bloom’s taxonomy classifies three domains of learning: 

1. Cognitive: Concerned with intellectual objectives. Bloom describes this 
domain as the central point of the work of most test development; it deals with 
knowledge and the development of intellectual abilities and skills (p. 7). 

2. Affective: Objectives in this domain describe interests, attitudes and values (p. 
7). In nursing education this domain relates to how these characteristics impact on the 
practice of nursing. 
 
3. Psychomotor: Bloom refers to this domain as the manipulative or motor skill 
area (p. 7). This domain is concerned with physical movements that require 
coordination. Oermann (1990) identifies that psychomotor skills have a cognitive 
aspect, which involves understanding the principles underlying each skill, and an 
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affective dimension, which is concerned with a nurse’s values and attitudes while 
performing a skill. 
Taxonomies relate to educational goals and are especially useful for establishing 
objectives and developing test items. Each domain is organized by levels of 
increasing complexity within the domain category. Bloom’s cognitive domain, for 
example, includes the levels of knowledge, comprehension, application, analysis, 
synthesis, and evaluation. The levels build on each other, with knowledge the 
lowest level. Each level in the hierarchy demands the skills and abilities of the 
levels that are lower in the hierarchy. For example, an objective written at the 
application level also requires the abilities of the knowledge and comprehension 
levels. 

Bloom’s (1956) cognitive levels can be described as follows: 

• Knowledge: The ability to recall previously learned material. It refers to the 
simple remembrance of a fact, concept, theory, or principle. A learner is 
expected to remember information exactly as it is presented in a textbook or 
from a class- room lecture (p. 62). 

• Comprehension: The ability to grasp the meaning of material. Comprehension 
represents the lowest level of understanding and is demonstrated by translating 
material from one form to another. A learner is expected to translate facts, to 
interpret the importance of the information, to take in information and give it 
back in another way, and to extrapolate or make predictions based on the under- 
standing of the material (pp. 89–90). 

• Application: The ability to use learned material in new and concrete situations. 
Application calls for a learner to use abstractions to apply concepts, laws, 
methods, phenomena, principles, procedures, rules, and theories to solve 
problems in unique real-life situations (p. 120). 

• Analysis: The ability to break down material into its component parts so its 
organizational structure can be understood. Analysis requires a student to 
break down information, view the relationships among the parts, recognize the 
effects, and understand the meaning of the information (p. 144). 

• Synthesis: The ability to combine elements to form a unique new idea, 
procedure, or object. This level requires creative behavior on the part of the 
student. The result of synthesis is a product that was not there before (p. 162). 

• Evaluation: The ability to use criteria and standards to make qualitative or 
quantitative judgments about the value of ideas, solutions, methods, and so on. 
Evaluation is regarded as requiring all the other levels of cognition (p. 185). 
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2.3 LEARNING OBJECTIVES 

In planning instruction there are two type of objectives that are helpful  
1)  General objectives and  
2)  Specific Objectives: 

The general objective of a project, an investigation or an organization, is the main 
and global goal of the same, that is, its ultimate mission. It makes sense to the 
whole, which can only be achieved once the particular or specific objectives have 
also been completed. 

Usually, the general objectives of a project are those that give it its purpose: whether 
it is a company, a non-profit organization, a monographic or other research, we will 
always be talking about its central goal. In the case of investigations, it usually 
coincides with what is stated in the title. The general objective must be clearly 
differentiated from private individuals. In many cases it will have similarities with 
the mission and vision of a company or organization. 

Characteristics of the general objective 

The general objectives are usually succinct, concrete and summary in a single 
sentence, although it can be as extensive as desired. When drafting a general 
objective, one must start from a global perspective of the project, trying to answer 
the question of what? or what thing? It aims to achieve the project. 

What are the specific objectives? 

The specific objectives, whether of a project, an investigation or an organization, 
are the short-term goals that must be realized in order to achieve the central or main 
objective, known in turn as a general objective. Thus, the specific objectives are 
usually several and diverse, while the general one alone and, as the name implies, 
global. 

In addition, the specific objectives are derived from the general objective, since 
they constitute the different previous steps that need to be taken to achieve it, that 
is, that any general objective is made up of specific objectives. 

Characteristics of the specific objectives 

In principle, the specific objectives are short or medium term, since they imply partial 
stages for the fulfillment of the general objective. They usually respond therefore to the 
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divisions of the project in question, that is, to their internal classification or internal 
composition, whether chapters (a monograph), departments (a company), etc. 

They often imply a gradual, measurable progress, and they can be successive, that 
is, one is needed first to reach another. At the time of writing them, for a document 
or an exhibition, the specific objectives must be written in infinitive, as well as the 
general objective, and detailed separately after it. 

2.4  FORMULATION OF LEARNING OBJECTIVES  

Specific Objectives 

Methods for writing instructional objectives include general and specific formats. A 
highly specific format delineates student outcomes in very specific terms. Linn and 
Gronlund describe how specific objectives can be further defined by a list of specific 
tasks. These tasks can then be taught and tested sequentially. Although this process can 
clearly define student outcomes, it tends to overemphasize low-level skills and factual 
knowledge and also stresses simple learning outcomes (2000, p. 56). 

Narrowly focused specific objectives raise a concern that students will focus on the 
tasks as an end in themselves rather than as activities that are a part of more complex 
learning outcomes. McMillan (1997) identifies behavior, learner, criterion, and 
condition as the components of highly precise objectives. Figure 2.1 is an example 
of a highly specific objective that identifies these components. 

Within 20 minutes in the learning laboratory (condition), the student (learner) 
will obtain (behavior) an apical pulse on a volunteer that is accurate to within three 
beats per minute (criterion) 

 

 

 

 

 

 

 

 

Figure 2.1 Specific Instructional Objective 
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General Objectives 

A general format is a more logical approach than the specific format for developing 
course objectives in a complex area of study, such as teaching. Oermann and 
Gaberson (2006) describe a format for writing general objectives that is open 
ended; it identifies the expected learning but does not prescribe particular learning 
conditions or assessment strategies. The format consists of a learner, a behavior, 
and the content (p. 10). See figure 2.2. 

The student (learner) will demonstrate (behavior) safe performance of basic 
nursing procedures (content) 
 
 
 
 
 

Figure 2.2 General Instructional Objective 

Framework for Writing Objectives 

The objective follows the two-step process proposed by Linn and 

1.    Each general instructional objective should encompass a readily definable 
domain of student responses. Each general objective should begin with a 
general verb (for example, knows, understands, applies), consist of only one 
objective, and be free 

2.    List beneath each general instructional objective a representative sample of 
specific learning outcomes stated in terms of student performance. Each 
learning outcome should begin with an action verb (for example, identifies, 
describes), be relevant to the general instructional objective, and be 
relatively free of course content so that it can be applied across various units 
of study (p.71). 

 
2.5. SELF-ASSESSMENT QUESTIONS 

Q. 1 What is the difference among aims, goals and objectives? 
Q. 2 Develop five general and specific instructional objectives for a secondary 

level course unit. 
Q. 3  Explain the different levels of learning and the instructional objectives for 

each level. 
Q. 4  Describe the scope of learning objectives and their use in instructional process.  
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INTRODUCTION 

Instructional strategies include all approaches that a teacher may take to engage 
students in the learning process actively. These strategies drive a teacher's 
instruction as they work to meet specific learning objectives and ensure that their 
students are equipped with the tools they need to be successful. Effective 
instructional strategies meet all learning styles and the developmental needs of all 
learners. Teachers must be equipped with a well-rounded arsenal of effective 
instructional strategies to maximize their effectiveness and to increase student 
learning opportunities.  

OBJECTIVES 

After reading this unit, the learners will able to: 
• know about the theories of learning  
• describe the pyramid of learning for instructional strategies 
• analyze the role of learning theories in developing instructional strategies  
• explain the scope of instructional strategies  
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3.1 SIGNIFICANCE OF INSTRUCTIONAL STRATEGIES 

Instructional strategies are rooted in the academic goals of all students which take 
precedence over other dynamics in a classroom (Matczynski, Rogus & Lasley, 
2000). They are part of an instructional program that helps students build cognitive 
and problem-solving skills (Ridnouer, 2011). 

Teachers are best served when they utilize a variety of instructional strategies as 
opposed to one or two. Variety ensures that students are never bored. It also ensures 
that students will likely be exposed to strategies that align with their preferred 
individualized learning style. Students will enjoy being taught with a variety of 
instructional strategies and are likely to stay engaged longer. Ultimately, a teacher 
should align the instructional strategies they are using with the students they are 
serving and the content they are teaching. Not every instructional strategy will be 
the perfect fit for every situation, so teachers must become adept at evaluating 
which strategy will be the best fit. 

1. Instructional strategies provide a delivery mechanism for presenting great 
content. Instructional strategies are the how, and content is the what. In many 
cases, how you present the content is more important than what you present. 
Students latch onto content that is packaged in an interesting and engaging 
way. A lack of a great delivery system will fail to make connections with even 
the most interesting content. 

2. Instructional strategies provide teachers with the flexibility necessary to 
meet individual learning needs. The sheer number of instructional strategies at 
a teacher's disposal provides the flexibility to differentiate instruction. What 
works well for one group of students may not necessarily work well with 
another. Teachers must adapt to each group and utilize multiple instructional 
strategies to maximize their effectiveness. 

3. Instructional strategies can make teaching and learning fun. The majority of 
students learn best through active, engaging learning opportunities. Many 
instructional strategies embrace this and feature components that ensure 
learning is fun and engaging. Teachers must make every effort to feature 
instructional strategies that keep students engaged, on their toes, and wanting 
more. 

4. Instructional strategies, when used correctly, keep students from becoming 
bored with how they learn. When a teacher uses the same strategy over and 
over again, it becomes boring to students. This is a great way to cause students 
to lose focus and lose interest in learning. When a teacher varies activities, 

https://www.thoughtco.com/behavior-goals-for-individual-education-plans-3110996
https://www.thoughtco.com/characteristics-of-an-effective-classroom-7735
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changes them up, and uses a wide range of instructional strategies students stay 
engaged. This ultimately helps them learn more. 

5. Instructional strategies enhance instruction and boost learning. When teachers 
are continuously exploring and tweaking their delivery system, a beautiful 
thing happens. Over time, they become more effective at not only finding great 
instructional strategies but also with implementing them into their class. 
Likewise, when students are exposed to a variety of instructional strategies it 
broadens the scope of how they learn — essentially giving them multiple ways 
to process and learn new information. 

3.2 PYRAMID OF LEARNING FOR INSTRUCTIONAL STRATEGIES 

Studies show that varying your study methods and materials will improve your 
retention and recall of information, and enhance your learning experience. The 
"learning pyramid", sometimes referred to as the "cone of learning", developed by 
the National Training Laboratory, suggests that most students only remember about 
10% of what they read from textbooks, but retain nearly 90% of what they learn 
through teaching others. The Learning Pyramid model suggests that some methods 
of study are more effective than others and that varying study methods will lead to 
deeper learning and longer-term retention.  

The Learning Pyramid has several different names such as a Learning Cone, 
Pyramid of Retention, Cone of Learning, Pyramid of Learning and even Cone of 
Experience. 

It was first time this concept appeared was in 1954 in a book called the Audio-
Visual Methods in Teaching, expounding on the model that was first developed by 
the National Training Laboratories in Bethel, Maine.  
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Lecture 

The Learning Pyramid suggests that "Lecture" is one of the most ineffective 
methods for learning and retaining information. Lecture is a passive form of 
learning where you simply sit back and listen to information being spoon fed to you 
by your teacher or professor. Attempting to acquire information and gain 
understanding only through lectures is not the most effective way of learning. 
However, auditory learners tend to find lectures more stimulating and educational 
than students who have non-auditory learning styles. Lectures are most effective 
when students arrive to class prepared, actively participate in class discussion, and 
take good notes. 
 
Reading 
 
While more effective than Lecture, Reading is still one of the less effective methods 
for acquiring and retaining information, according to the Learning Pyramid. 
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However, if you are a visual learner, reading textbooks will likely be a more 
effective learning method for you than for students with non-visual learning styles. 
Notwithstanding, reading textbooks is a necessary (and required) method of study 
in most academic settings. There are several strategies for reading textbooks that 
can greatly improve your ability to retain and recall what you read in your textbook. 
 
Audio-visual 
 
The Learning Pyramid suggests that Audio-visual learning methods only lead to a 
20% retention of information learned. The audio-visual learning method may 
incorporate various audio-visual learning/teaching tools including videos, sound, 
pictures, and graphs. However, as media and computer technology continues to 
evolve, new forms of audio-visual instruction are leading to more effective learning 
and retention of material. The effectiveness of audio-visual learning and study 
methods are enhanced when combined with other, more active forms of study. 
 
Demonstration 
 
Demonstration usually involves the teacher or professor providing students a 
learning task that they can observe. Within the structure of the Learning Pyramid, 
Demonstration is the first of the seven study methods that involves active learning. 
Demonstration tends to offer students less ambiguity than passive study methods 
and leads to fewer misconceptions and greater understanding. Demonstration can 
be an effective study method, especially when information is ambiguous or 
confusing. 
 
Discussion 
 
Discussion, or "Group Discussion", is a form of Cooperative Learning. It is also an 
active study method that can lead to greater retention of information and material 
studied, and higher academic achievement. Unlike competitive and individualistic 
approaches to learning and studying, Discussion is a cooperative learning method 
that relies on students interacting and studying material with other students and 
instructors. Discussion Groups are intended to stimulate student thinking, and 
increase participation and engagement. Discussion can occur within a classroom 
setting or by forming a study group. 

Practice (by) doing 

Practice by doing, a form of "Discover Learning", is one of the most effective 
methods of learning and study. This method of study encourages students to take 
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what they learn and put it into practice – whereby promoting deeper understanding 
and moving information from short-term to long-term memory. Practice by doing 
makes material more personal, and thus more meaningful to students. Practice by 
doing also leads to more in-depth understanding of material, greater retention and 
better recall. 

Teach others 

The key to subject mastery is teaching it to others. If you're able to accurately and 
correctly teach a subject to others, you'll have a very good mastery of the concepts, 
and superior retention and recall. According to the Learning Pyramid model, 
students are able to retain about 90% of what they're able to teach to others. The 
most common form of teaching others is Peer Tutoring. However, the best place to 
teach others is in a study group. One of the main activities that should occur in an 
effective study group is peer to peer teaching, where each group member takes the 
opportunity to teach the other group members the course material being studied. 
 
3.3 LEARNING THEORIES 
 
Learning theories provide the theoretical framework to understand how people 
learn. We want to know how people acquire new knowledge, develop skills, modify 
attitudes and values, and learn new behaviors. Behaviorism is primarily concerned 
with observable and measurable aspects of human behavior. 

Theories of learning have done much to influence the way people teach, create 
course curriculum and explain things to their children. Theories have sprung up that 
reflect the changing values in our social environments and the popular influences 
of the day. In the 1960s, cognitivism moved to the forefront of learning theory, 
exactly when popular culture was embracing “do your own thing.”  Behavioralism, 
a more basic reward-and-learn postulation, became a little less popular about then. 

Learning theories are very persistent. Many explanations have been devised to 
define the same phenomenon, possibly because learning is complex and one theory 
does not fit everyone or every situation. Here are five prominent theories that 
attempt to explain how we go to bed at night a little smarter than when we woke up 
that morning. 

1. Behaviorism 

Behaviorism dates back to the late 19th century and, as such, was born in an era 
when natural sciences were at the forefront of scientific discovery. It explains 
learning as a conditioned or operant response to the environment, which supplies 
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either positive or negative consequences to any behavior. It also postulates that 
learning is only complete when it can be seen as a change in behavior. 

Behaviorism postulates learning as starting with a blank page. American 
psychologist B.F. Skinner (1904-1990) argued that the theory was incomplete, 
however, because it did not explain how we overcome initial failures to do things 
like ride a bicycle. Skinner added the concept that prior thought and emotions also 
came into play for human learning. Because of this, Skinner’s work was sometimes 
labeled “radical behaviorism.”. 

In defining behavior, behaviorist learning theories emphasize changes in behavior 
that result from stimulus-response associations made by the learner. John B. 
Watson (1878-1958) and B. F. Skinner (1904-1990) are the two principal 
originators of behaviorist approaches to learning. Watson believed that human 
behavior resulted from specific stimuli that elicited certain responses. Watson's 
basic premise was that conclusions about human development should be based on 
observation of overt behavior rather than speculation about subconscious motives 
or latent cognitive processes (Shaffer, 2000). Watson's view of learning was based 
in part on the studies of Ivan Pavlov (1849-1936). Pavlov was well known for his 
research on a learning process called classical conditioning. Classical conditioning 
refers to learning that occurs when a neutral stimulus becomes associated with a 
stimulus that naturally produces a behavior. 

2. Cognitivism 

Cognitivism is often tied to behaviorism in practice, but the theories are polar 
opposites. Cognitivism explains learning as based on understanding. The mind, 
when receptive to new ideas, actively processes new information to arrive at an 
understanding that relies on incorporating prior knowledge and assumptions. This 
puts thinking at the forefront of the learning process. Learning is evidenced by new 
understanding, not behavioral change. 

Cognitivism relies on a process in which new information is weighed against prior 
knowledge. How does new information fit in with previously learned information? 
This brings into play processes like problem solving, analysis and memory. 
Understanding is defined as a cognitive “schema,” which is analogous to awareness 
or meaning. Learning is defined as a change in an established schema. 

3. Constructivism 

Like cognitivism, constructivism sees learning as an active mental process. Under 
constructivism theory, people build or construct knowledge based on social or 
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situational experiences. This allows people to accumulate information and to test it 
through social interactions. 

In this manner, it would seem that knowledge would eventually homogenize. But 
that isn’t the case. Constructivism says people build knowledge based on subjective 
considerations. Individuals then come to individual, subjective conclusions. 
Knowledge is still viewed as a conceptualized process with learning seen as the 
result of interactions with the environment and the constant testing that we rely on 
to process information. 

4. Humanistic 

Humanistic theory also reflects the values of its age. Taking root in the 1960s, 
humanistic theory postulates that learning is tied to motivations, potential and free 
will. It is this theory that has given us the term “self-actualization.” 

The humanistic, whole-person approach does not recognize a change in behavior 
or a change in meaning as evidence of learning. What it relies on is people fulfilling 
their potential, which is done through observations and accumulated experiences. 

Rather than didactic teaching, humanists believe role models are the best teachers. They 
provide a reason for pursuing new information and help keep goals realistic. When a 
teacher says, “Break up into smaller groups and discuss amongst yourselves,” they are 
using a humanistic approach.  

5. Experiential 

Espoused by educational theorist David Kolb, experiential theory sees learning as 
a four-step process that includes concrete experiences, reflective observation, 
abstract conceptualism and active experimentation. Here, experience leads to 
reflection, then conceptualization, then testing, which involves new experiences. It 
is seen as a self-sustaining cycle with each of the four steps required for learning. 

Kolb also says emotions, prior learning and style of processing are involved. As 
such, there are four learning styles. Some people prefer doing; others prefer 
watching. Some prefer reading and reflecting. Others prefer a gut-level response 
followed by experimenting. This theory gave birth to multi-modality teaching. 
Experiential teachers deploy hands on learning, reflections, reading, watching 
slides or films, lectures, field trips, and other methods to accommodate all their 
students’ learning styles. 
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3.4. ROLE OF LEARNING THEORIES IN DEVELOPMENT OF 
INSTRUCTIONAL STRATEGIES 

Learning theories provide the foundation for the selection of instructional strategies 
and allow for reliable prediction of their effectiveness. To achieve effective 
learning outcomes, the science of instruction and instructional design models are 
used to guide the development of instructional design strategies that elicit 
appropriate cognitive processes. 

Behaviorism and Instructional Strategies  

An instructional designer should not rely on one single theoretical framework to 
guide design, nor should he rely on only one set of instructional strategies. The 
selection of the strategy should depend on the instructional situation and the learner. 
One example of a behavioral strategy is direct instruction (DI), which is essentially 
“modeling with reinforced guided performance” (as cited in Magliaro, Lockee, & 
Burton, 2005). In today’s digitally-driven learning environments, DI is appropriate 
for technology instruction, including the explanation of using technological tools. 
DI clearly represents a behavioral approach because it accentuates learning 
objectives, feedback, and learner practice. Often, direct instruction models or 
demonstrates the procedure in small increments and gives both examples and non-
examples.  Typically, behavioral strategies are associated with lower-levels of 
learning such as recall and are delivered mathemagenically rather than generatively, 
where the learner generates relationships between his or her own existing 
knowledge and the newly introduced information. 

While there is not one single correct approach to all learning situations, 
instructional strategies that would be considered behavioral in nature are quite 
useful, and in some cases, inevitable.  Some other behaviorally oriented delivery 
models include Personalized System of Instruction (PSI) and Bloom’s (1971) 
Learning for Mastery (Burton, Moore, & Magliaro, 1996).  A behavioral strategy 
would be to model the task, perhaps through direct instruction, provide feedback in 
incremental steps, and allow the user to practice these skills independently.  The 
disadvantage to a behavioral strategy, though, is that the learner only understands 
the learning environment through the lens of responding to a stimulus.  Therefore, 
if the stimulus fails to evoke a response, the learner is left with no recourse because 
he lacks meaningful understanding of the problem. 

Cognitivism and Instructional Strategies  

Cognitivist strategies also underscore the importance of the learner’s observable 
behavior, but simultaneously promote mental processing and emphasize the 
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effectiveness of the entire knowledge acquisition process to ensure meaningful 
learning.  Generative strategies such as annotating, summarizing, and paraphrasing 
a text are cognitive strategies that require the learner to build relationships between 
new information and prior knowledge (Wittrock, 1974).  In today’s educational 
landscape, there is a substantial amount of learning being designed for online 
(asynchronous and synchronous) and computer-based learning environments.  A 
key component of online learning is the ability to embed multimedia content.  
Sweller, van Merrienboer, and Paas (1998) identify two major threats to learning 
in multimedia instruction, split-attention and redundancy, and suggest using 
worked examples and narrating content rather than providing text when coupled 
with an animation or diagram, so that the learner’s attention is not split between 
two textual inputs.  Mayer’s (2002) cognitive theory of multimedia proffers 
methods for reducing extraneous cognitive load in instructional materials. This is 
one of the many facets of cognitivism that make it uniquely different from 
behaviorism. 

Constructivism and Instructional Strategies 

It is not appropriate to compare the epistemology of constructivism to specific 
learning theories such as behaviorism and cognitivism.  This would represent a 
“categorical error” since constructivism is a broader philosophy that engulfs 
multiple psychologies, much like objectivism (Jonassen, Cernusca, & Ionas, 2007).  
Constructivism strays from the previously discussed learning theories, stating that 
reality is constructed and ultimately determined by the learner; the role of the 
learner has assumed all responsibility, and the role of the teacher is relegated to 
designing the learning situation only. Importantly, the learning environment is 
learner-centered and traditional objectivist strategies such as the measurement of 
learning objectives and task analyses are discarded (Jonassen, 1991).  This view is 
fundamentally different from that of objectivism.  Constructivists assume the 
learner is intrinsically-motivated, that learning should be problem-based, and based 
on discovery learning; the learner constructs his or her own personal reality from 
experience and learning is a personal interpretation. 

Constructivism distances itself from implementing specific instructional strategies; 
instead, designing instruction from a constructivist perspective entails designing 
“mental construction toolkits” embedded within a learning environment (Jonassen, 
1991).  An example of a constructivist strategies include, among others, discovery 
learning, problem-based learning, experiential learning and inquiry learning, all of 
which can be classified as a “minimally guided approach” (Kirschner, Sweller, & 
Clark, 2006).  This minimal approach to instruction has been scrutinized for its 
subversion of grounded design. 
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3.5. SELF-ASSESSMENT QUESTIONS 

Q1.  Describe the different types of the theories of learning. 
Q2.  Describe the Pyramid of Learning and its instructional use. 
Q3.  Explain the scope of instructional strategies. 
Q4.  Analyze the role of learning theories in developing instructional strategies. 
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INTRODUCTION 

The rationale and theoretical background for each strategy is described in the table, 
along with the learner outcomes the strategy in intended to produce and the syntax 
and learning environment required to make the strategy effective. Syntax refers to 
the steps or phases through which a lesson progress. Learning environment refers 
to the classroom context and required teacher and student behaviors. Each strategy 
described has been subjected to substantial research and evaluation and has been 
deemed highly effective. Positive effects, however, are sizeable only if the strategy 
is implemented faithfully. In this unit, different types of instructional strategies and 
their phases have been discussed in detail.  

OBJECTIVES 

After reading this unit, the learners will able to: 
• application of different types of instructional strategies in classroom 
• understand the basic types of instructional strategies  
• explain the Marzano's nine essential instructional strategies 
• differentiate between teacher centered and student-centered teaching strategies 
Instructional strategies define the overall approach taken by the teacher to help the 
student achieve the goal. The main teaching strategies are: 
1.  Direct instruction 
2.  Indirect instruction 
3.  Interactive instruction 
4. Experiential instruction 
5.    Independent instruction 
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Fig. 4.1: Types of Teaching Strategies 

 

4.1. DIRECT INSTRUCTIONS 

Direct instruction is a method for imparting basic knowledge or developing skills 
in a goal-directed, teacher-controlled environment. The teacher identifies clearly 
defined learning outcomes, transmits new information or demonstrates a skill, and 
provides guided practice. Direct instruction is designed to maximize academic 
learning time through a highly structured environment in which students are "on 
task" and experience high degrees of success. 

Direct instruction has its roots in behaviorism. Behavioral theorists emphasize 
breaking behaviors and skills into component tasks and mastering each 
subcomponent. They emphasize the importance of modeling desired behavior and 
using feedback and reinforcement to guide students toward desired goals. The 
clearest empirical support for direct instruction came from the teacher effectiveness 
research of the 1970s and 1980s. By studying the relationship between teaching 
behaviors and student achievement in classrooms, researchers concluded that direct 



 

45 
 

instruction produced greater time-on-task and higher student achievement, 
particularly for the acquisition of basic information and skills. 

Direct instruction can be used effectively to promote acquisition of knowledge that 
is well structured and that can be taught in a step-by-step fashion, such as parts of 
speech, the multiplication tables, or the capitals of the fifty states. It is also effective 
in teaching how to perform simple and complex skills such as how to subtract, read 
a map, or swing a golf club. Although direct instruction is widely used, it is not 
appropriate for teaching concepts and generalizations, higher-level thinking, 
inquiry, problem solving, group processes, or independent learning. 

In general, a direct instruction lesson proceeds through five phases. Teachers begin 
the lesson with an orientation phase. The teacher clarifies the goals of the lesson, 
explains why the lesson is important, ties the lesson to previous lessons and 
students' prior knowledge, and motivates students. This establishes the students' 
mental set and prepares them for the lesson. This initial phase is followed by phase 
2, presentation or demonstration. The teacher demonstrates the skill or presents new 
information. If a skill is being taught, each step must be identified and demonstrated 
accurately. If new information is being taught, the information must be well 
organized and logically presented. Effective teachers give multiple examples, 
provide accurate demonstrations, restate the information often, and use visual 
models or illustrations. 

The third phase is guided practice. The teacher structures the initial practice by 
walking the students through, step-by-step, and giving feedback on correct and 
incorrect responses. When students understand, the teacher moves to guided 
practice in which students work independently while the teacher monitors student 
work and gives individual feedback. Guided practice is most effective in short 
increments repeated over time. At the end of guided practice, phase 4 checks for 
understanding and provides feedback, informally or formally, verbally or in 
writing. The most common tactic in this phase of the lesson is teacher questioning, 
but assessing independent work, giving a quiz, or observing a live or taped 
performance may also be appropriate. Feedback must be given as soon as possible 
after practice and be specific and focused on behavior. 

The final phase of a direct instruction lesson is extended practice. Extended practice 
reinforces the knowledge or skill. It can be accomplished through seatwork or 
homework, but should only be given when students are at or near mastery and 
timely feedback can be given. Extended practice over time increases retention, 
transfer, and automaticity. 

The learning environment in a direct instruction lesson is highly structured by the 
teacher. Students are expected to be careful listeners and keen observers. 



 

46 
 

The Direct instruction strategy is highly teacher-directed and is among the most 
commonly used. This strategy includes methods such as lecture, didactic 
questioning, explicit teaching, practice and drill, and demonstrations. The direct 
instruction strategy is effective for providing information or developing step-by 
step skills. This strategy also works well for introducing other teaching methods, 
or actively involving students in knowledge construction. Direct instruction is 
usually deductive. That is, the rule or generalization is presented and then illustrated 
with examples. While this strategy may be considered among the easier to plan and 
to use, it is clear that effective direct instruction is often more complex than it would 
first appear. Possible Methods: Structured Overview, Lecture, Explicit, Teaching 
Drill & Practice Compare & Contrast Didactic Questions Demonstrations Guided 
& Shared - reading, listening, viewing, thinking. 

4.2. INDIRECT INSTRUCTIONS  

Instructional methods are those things used by the teacher to help the students 
achieve the learning objectives. They spell out the nature of the learning activity 
and different instructional methods have to be included in your lessons. Inquiry, 
induction, problem solving, decision making, and discovery are terms that are 
sometimes used interchangeably to describe indirect instruction. In contrast to the 
direct instruction strategy, indirect instruction is mainly student-centered, although 
the two strategies can complement each other. Examples of indirect instruction 
methods include reflective discussion, concept formation, concept attainment, 
cloze procedure, problem solving, and guided inquiry. Indirect instruction seeks a 
high level of student involvement in observing, investigating, drawing inferences 
from data, or forming hypotheses. It takes advantage of students' interest and 
curiosity, often encouraging them to generate alternatives or solve problems. It is 
flexible in that it frees students to explore diverse possibilities and reduces the fear 
associated with the possibility of giving incorrect answers. Indirect instruction also 
fosters creativity and the development of interpersonal skills and abilities. Students 
often achieve a better understanding of the material and ideas under study and 
develop the ability to draw on these understandings. In indirect instruction, the role 
of the teacher shifts from lecturer/director to that of facilitator, supporter, and 
resource person. The teacher arranges the learning environment, provides 
opportunity for student involvement, and, when appropriate, provides feedback to 
students while they conduct the inquiry (Martin, 1983). Indirect instruction relies 
heavily on the use of print, non-print, and human resources. Learning experiences 
are greatly enhanced through cooperation between teachers, and between teachers 
and the teacher-librarians.  

The indirect instruction strategy can be used by teachers in almost every lesson. 
This strategy is most appropriate when: thinking outcomes are desired; attitudes, 
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values, or interpersonal outcomes are desired; process is as important as product; 
students need to investigate or discover something in order to benefit from later 
instruction; there is more than one appropriate answer; the focus is personalized 
understanding and long term retention of concepts or generalizations; ego 
involvement and intrinsic motivation are desirable; decisions need to be made or 
problems need to be solved; and, life-long learning capability is desired. In order 
for students to achieve optimum benefits during indirect instruction, it may be 
necessary for the teacher to pre-teach the skills and processes necessary to achieve the 
intended learning outcomes. Skills and processes include observing, encoding, 
recalling, classifying, comparing/contrasting, inferring, interpreting data, predicting, 
elaborating, summarizing, restructuring, and verifying. Indirect instruction, like other 
strategies, has disadvantages. Indirect instruction is more time consuming than direct 
instruction, teachers relinquish some control, and outcomes can be unpredictable 
and less safe. Indirect instruction is not the best way of providing detailed 
information or encouraging step-by-step skill acquisition. It is also inappropriate 
when content memorization and immediate recall is desired.  

Concept Teaching 

Concept teaching helps students learn concepts and develop higher level thinking 
skills. Concepts (such as round and integer in mathematics, scarcity and freedom 
in social studies, energy and motion in science, and comedy and tragedy in 
literature) serve as the foundation for knowledge, increase complex conceptual 
understanding, and facilitate social communication. There are several different 
approaches to concept teaching. The approach described here is called concept 
attainment and is an inductive process in which students construct, refine, and apply 
concepts through teacher-directed activities using examples and nonexamples and 
in which students learn to classify, recognize members of a class, identify critical 
and noncritical attributes, and define and label particular concepts. 

Cognitive theorists such as Jean Piaget and Jerome Bruner and information 
processing psychologists such as Robert Gagne emphasized that thinking is 
organized around conceptual structures. Children begin learning concepts very 
early through interaction with concrete objects. Conceptual structures continue to 
develop with increasing complexity and abstraction throughout life. Concept 
formation requires students to build categories (an island is land surrounded by 
water; a noun is a name for a person, place or thing). Concept attainment requires 
students to figure out the attributes of a category (e.g., a triangle has three sides and 
three angles; an adjective describes a noun). Young children can categorize using 
one rule or attribute (a bird has feathers), but students gradually develop the ability 
to use multiple rules or attributes (birds have feathers, lay eggs, have feet, and are 
warm-blooded) and to distinguish noncritical attributes (some birds fly, but not all 
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birds). Examples and nonexamples are used to help students construct new concepts 
(a diary is a primary source, but a novel is not). 

The primary purpose of concept teaching is to learn new concepts. It is also 
effective for teaching higher-level thinking, including inductive reasoning, 
hypothesis formation, logical reasoning, concept building strategies, and taking 
multiple perspectives (Is a slave's concept of slavery different from a master's 
concept?). Although not designed to convey large amounts of information, students 
must process information as they formulate new concepts. 

Concept teaching has four phases. In phase 1 the teacher explains the purposes of 
the lesson, describes why concepts are important, and gets students ready to learn. 
The second phase consists of presentation of examples and nonexamples of the 
concept. The teacher gives examples and nonexamples, and the students strive to 
discover the concept and its attributes through inductive reasoning. 

After the concept has been discovered, the teacher gives more examples and 
nonexamples, then asks students to provide examples and nonexamples. The 
purpose of this tactic is to test student understanding of the concept and its 
attributes. A concept lesson concludes with the teacher asking students to analyze 
their thinking patterns, strategies, and decisions in order to develop more effective 
thinking skills and to help students integrate the new concepts into existing 
knowledge. 

The learning environment for concept teaching has a moderate degree of structure 
in that the teacher controls the first three phases of the lesson rather tightly. The 
fourth phase is more open and student interaction is encouraged. As students gain 
more experience with concept learning, they can assume increasing responsibility 
for how the lesson proceeds. 

Discussion. Discussion is central to all aspects of teaching. Classroom discussion 
may serve as a strategy in itself or as part of another strategy. Teachers and students 
talking about academic content and students displaying their ideas and thinking 
processes to the teacher and to each other characterize discussions. Effective 
discussions go beyond question-and-answer recitations. The more involved 
students are in the discussion, the more effective the learning. 

Theoretical support for classroom discussions stems from the study of language and 
patterns of discourse and from constructivist psychologists, such as Lev Vygotsky, 
who believed that most learning occurs through language-based social interactions. 
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Possible Methods: Problem Solving, Case Studies, Reading for Meaning, 
Inquiry, Reflective Discussion, Writing to Inform, Concept Formation, Concept 
Mapping, Concept Attainment, Cloze Procedure. 

4.3. EXPERIENTIAL INSTRUCTIONS 

Experiential learning is inductive, learner centered, and activity oriented. 
Personalized reflection about an experience and the formulation of plans to apply 
learnings to other contexts are critical factors in effective experiential learning. 
Experiential learning occurs when learners: participate in an activity; critically look 
back on the activity to clarify learnings and feelings; draw useful insights from such 
analysis; and, put learnings to work in new situations. (Pfeiffer & Jones, 1979) 
Experiential learning can be viewed as a cycle consisting of five phases, all of 
which are necessary: experiencing (an activity occurs); sharing or publishing 
(reactions and observations are shared); analyzing or processing (patterns and 
dynamics are determined); inferring or generalizing (principles are derived); and, 
applying (plans are made to use learnings in new situations). The emphasis in 
experiential learning is on the process of learning and not on the product. A teacher 
can use experiential learning as an instructional strategy both in and outside the 
classroom. For example, in the classroom students can build and stock an aquarium 
or engage in a simulation. Outside the classroom they can, for example, observe 
courtroom procedures in a study of the legal system, or conduct a public opinion 
survey. Experiential learning makes use of a variety of resources. Possible Methods 
Field Trips Narratives Conducting Experiments Simulations Games Storytelling 
Focused Imaging. 

4.4. INTERACTIVE INSTRUCTIONS  

Interactive instruction relies heavily on discussion and sharing among participants. 
Seaman and Fellenz (1989) suggest that discussion and sharing provide learners 
with opportunities to "react to the ideas, experience, insights, and knowledge of the 
teacher or of peer learners and to generate alternative ways of thinking and feeling" 
(p. 119). Students can learn from peers and teachers to develop social skills and 
abilities, to organize their thoughts, and to develop rational arguments. The 
interactive instruction strategy allows for a range of groupings and interactive 
methods. These may include total class discussions, small group discussions or 
projects, or student pairs or triads working on assignments together. It is important 
for the teacher to outline the topic, the amount of discussion time, the composition 
and size of the groups, and reporting or sharing techniques. Interactive instruction 
requires the refinement of observation, listening, interpersonal, and intervention 
skills and abilities by both teacher and students. The success of the interactive 
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instruction strategy and its many methods is heavily dependent upon the expertise 
of the teacher in structuring and developing the dynamics of the group.  

Possible Methods:  Debates, Role Playing, Panels Brainstorming, Peer Partner 
Learning, Discussion, Laboratory, Groups Think, Pair Share, Cooperative 
Learning. Jigsaw Problem Solving Structured Controversy Tutorial Groups 
Interviewing Conferencing. 

Discussion 
  
is an appropriate strategy for improving student thinking; promoting engagement 
in academic content; and learning communication and thinking skills in a social 
environment. Discussion is particularly appropriate for topics that are subjective or 
controversial and that involve several points of view, such as the causes of World 
War I or funding of stem-cell research. 
Classroom discussion proceeds through five phases. The teacher introduces the 
discussion by providing a clear purpose for the discussion and engaging students 
so they will become involved. This is followed by phase 2 where the teacher sets 
the ground rules, then poses a question, raises an issue, or presents a puzzling 
situation. 
Phase 3 is the discussion itself. The teacher asks questions, uses wait-time, responds 
to students' ideas, and enforces the ground rules. The teacher keeps the discussion 
focused and encourages all students to participate. Using visual cues and posting a 
written record of main ideas keeps the discussion focused. Skillful, well-planned 
questioning is critical, and each discussion should include a mixture of factual and 
thought-provoking questions. Pairing students or putting them in small groups can 
increase their participation during a discussion. 
The teacher provides closure in phase 4 by (1) summarizing; (2) asking students to 
summarize the content and meaning of the discussion; and (3) tying it back to the 
initial question or problem. Finally, the teacher debriefs the process of the 
discussion by having students examine their thinking processes and reflect on their 
participation. 
The teacher focuses and moderates the discussion, but broad and active student 
participation characterizes the learning environment. The atmosphere is one of 
open communication in which students feel free to express their ideas and ask 
questions. Teaching students to have high regard for other's ideas and to use 
interpersonal communication skills improves cognitive and social learning. 
 
Cooperative Learning 

In cooperative learning students work together in small groups on a common 
learning task, coordinate their efforts to complete the task, and depend on each other 
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for the outcome. Cooperative learning groups are characterized by student teams 
(of 2–6) working to master academic goals. Teams are normally comprised of 
learners of mixed ability, ethnicity, and gender. Rewards systems (grades) are 
designed for the group as well as individuals. 

Cooperative learning is rooted in two theoretical traditions. First, it is based on the 
progressivism of John Dewey, particularly his idea that the school should mirror 
the values of the society and that classrooms should be laboratories for learning 
democratic values and behaviors. Students are prepared for civic and social 
responsibilities by participating in democratic classrooms and small problem-
solving groups. Cooperative learning also has roots in constructivist theory and the 
perspective that cognitive change takes place as students actively work on problems 
and discover their own solutions. Particularly important is Lev Vygotsky's theories 
that students learn through language-based interactions with more capable peers 
and adults. 

Cooperative learning has three distinct goals: academic achievement, acceptance of 
diversity through interdependent work, and development of cooperative social 
skills. 

There are numerous approaches to cooperative learning and each proceeds in 
slightly different ways. However, in general, a cooperative learning lesson has six 
phases. The teacher begins the lesson by presenting the goals of the lesson, 
motivating students, and connecting the forthcoming lesson to previous learning. 
Procedures, timelines, roles and rewards are described. Required group processes 
or social skills may also be taught at the beginning of a cooperative learning lesson. 

In phase 2 the teacher facilitates the acquisition of the academic content that is the 
focus of the lesson. This may be done verbally, graphically, or with text. The 
teacher during phase 3 explains how the teams are formed and helps students make 
transitions into their groups. Phase 4 is teamwork. Students work together on 
cooperative tasks and the teacher assists students and groups, while reminding them 
of their interdependence. 

The final phases of a cooperative learning lesson consists of phase 5 (assessment) 
and phase 6 (recognition). The teacher tests student knowledge or groups present 
their work. Individual students and groups are assessed on cooperation as well as 
academic achievement. The effort of individuals and groups are recognized through 
displays, newsletters, presentations, or other public forums. 

The learning environment for cooperative learning differs markedly from the 
traditional individualistic classroom environment. Students assume active roles and 
take responsibility for their own learning. The social atmosphere is collaborative 
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and respectful of differences. Students learn group processes and problem-solving 
skills and become increasingly independent in using them. Students construct their 
own learning through active engagement with materials, problems, and other 
students. The teacher forms the teams, structures the group work, provides 
materials, and determines the reward structure, but the students direct their own 
work and learning. 

Problem-based Instruction 

In problem-based instruction students are presented with authentic, meaningful 
problems as a basis for inquiry and investigation. Sometimes called project-based 
instruction, inquiry learning, or authentic investigation, this strategy is designed to 
promote problem solving and higher-level thinking skills. All problem-based 
instruction strategies include more or less the following features: a driving question 
or problem, interdisciplinary focus, authentic investigation, production of artifacts 
or exhibits, and collaboration. This strategy is designed to involve students in the 
kinds of real-world thinking activities they will encounter outside of school from 
childhood through adulthood. Sample problems include the following: 

Why did the settlers at Jamestown die? 
How can we recycle in the school cafeteria? 
What causes clouds to form different shapes? 
How much peanut butter does our school need for a year and how much would it cost? 
Why did some civilizations thrive while others died out? 
What will happen if the world population doubles in five years? 

Like cooperative learning, problem-based instruction has its roots in the 
progressivism of John Dewey and the constructivism of Jean Piaget, Lev Vygotsky, 
and Jerome Bruner. Dewey argued that learning should be relevant and engaging 
through the involvement of students in group projects of their own interest. Piaget 
theorized that learning occurs through active investigations of the environment in 
which students construct personally meaningful knowledge. Vygotsky stressed the 
importance of social, language-based learning. Bruner emphasized the importance 
of learners working with their own ideas and finding meaning through active 
involvement and personal discovery. 

The primary goal of problem-based instruction is learning content through inquiry 
that can be applied in authentic situations. Students learn to think and behave like 
adult workers, scholars, and problem solvers and to regulate their own learning. 
They learn collaboration skills and research and inquiry strategies, and gain an 
understanding of knowledge as complex, multifaceted, and uncertain. 
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Problem-based instruction involves five phases similar to those in cooperative 
learning. A lesson may extend over several days or even weeks. Phase 1 is 
orientation to the problem. The teacher presents the problem or driving question, 
provides the parameters for student inquiry, and motivates students to engage in 
problem-solving activities. In phase 2 the teacher assists students in forming study 
groups and assists the groups in defining, planning, and organizing tasks and 
timelines, and by clarifying roles and responsibilities. 

During the students investigation, phase 3, the teacher encourages, questions, and 
assists students in data/information gathering, hypothesis formulation and testing, 
and the generation of explanations and solutions. Guiding and coaching is 
emphasized, not directing and telling. 

Problem-based lessons are brought to conclusion through student presentation of 
products and exhibits, phase 4, and through reflection, phase 5. The teacher assists 
students in planning, preparing, and presenting products that share their work with 
others. These might include reports, videos, multimedia presentations, murals, 
plays, reenactments, models, diaries, or computer programs. After presentations, 
the teacher helps students reconstruct and analyze their thinking processes and 
integrate their learning. 

Problem-based instruction is the most student centered of the strategies presented. 
Students work actively and independently on problems that interest them. This 
requires an environment that is open and safe for asking questions, forming 
hypotheses, and sharing ideas. The teacher's role is to pose problems, ask questions, 
facilitate investigation and dialogue, and provide support for learning. 

Independent Study  

For the purposes of this document, independent study refers to the range of 
instructional methods which are purposefully provided to foster the development 
of individual student initiative, self-reliance, and self-improvement. While 
independent study may be initiated by student or teacher, the focus here will be on 
planned independent study by students under the guidance or supervision of a 
classroom teacher. In addition, independent study can include learning in 
partnership with another individual or as part of a small group. The importance of 
independent study is captured in the following statement: Independent learning has 
implications for responsible decision-making, as individuals are expected to 
analyze problems, reflect, make decisions and take purposeful actions. To take 
responsibility for their lives in times of rapid social change, students need to acquire 
lifelong learning capability. As most aspects of our daily lives are likely to undergo 
profound changes, independent learning will enable individuals to respond to the 
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changing demands of work, family and society. (Saskatchewan Education, 1988) 
Possible Methods: Essays Computer Assisted Instruction Journals Learning Logs 
Reports Learning Activity Packages Correspondence Lessons Learning Contracts 
Homework Research Projects Assigned Questions Learning Centers 

Simulation. Simulation involves students playing roles in simulated situations in 
order to learn skills and concepts transferable to "real life." Students make decisions 
and learn from successes and failures. Simulations enable the learning of complex 
concepts or mastery of dangerous tasks in more simple and safe environments. 
Simulations include hands-on games such as Monopoly (real estate), social-
political-economic role-playing or problem solving and experiments (chemical 
changes), and simulators (driving a car or landing a plane). Although some 
simulations are done individually (such as driving), others occur in groups. 

Simulation is grounded in a branch of behavioral psychology called cybernetics, 
which holds the perspective that learning occurs in an environment in which the 
learner receives immediate feedback, experiences the consequences of behavior, 
and continually self-corrects until mastery occurs. When learning to land a plane in 
a flight simulator, for example, the "pilot" receives feedback on the speed, height, 
and angle of descent, and corrects (or under-or over-corrects) until the plane "lands" 
or "crashes." With continued practice, corrective behaviors become automatic until 
the "pilot" lands the plane safely each time. 

Simulations are effective for teaching complex skills or concepts. Simulations can 
be used to practice skills such as driving, to teach concepts such as how political, 
social, and economic systems work, or to discern scientific principles through 
simulated experiments. Additional outcomes include problem solving, decision 
making, cause-effect relationships, cooperation or competition, and independent 
learning. Simulations are not effective for teaching large amounts of fact-based 
information. 

Simulation has four phases. The teacher begins the lesson by explaining the 
purposes of the simulation and providing an overview of how it will proceed. This 
is followed by phase 2, where students are trained in the rules, procedures and goals 
of the simulation and provided time for abbreviated practice. 

During phase 3, the simulation itself, the teacher serves as a coach, giving feedback, 
clarifying misconceptions, and maintaining the rules. The teacher does not tell 
students what to do or provide direct assistance. The debriefing aspect of the 
simulation, phase 4, allows time to describe and analyze experiences, make 
comparisons to real world situations, and relate the experience to the subject they 
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are studying. The teacher's role is critical at this final phase in helping students 
make sense of the simulated experience and tie it to course content. 

The teacher structures and facilitates the learning environment fairly tightly; 
however, students are active in determining their own experiences during the 
simulation. Students work individually or cooperatively in a nonthreatening 
atmosphere in which feedback comes from the simulation or from peers. The 
teacher helps students apply their learning to real world situations. 

Presentation  

using advance organizers. Presentation (or lecture) is among the most commonly 
used strategies for knowledge acquisition and retention. But presentation is more 
than teachers talking. An effective presentation requires a highly structured 
environment in which the teacher is an active presenter and students are active 
listeners and thinkers. Teachers use advance organizers–powerful concepts to 
which subordinate ideas and facts can be linked–to provide structure and then 
involve students in processing the new information. 

The presentation strategy is grounded in information processing theory, which 
describes how learning occurs and how the mind organizes knowledge. The brain 
utilizes short-term memory for complex thought processes and long-term memory 
for information storage. Stored information is organized according to hierarchically 
ordered concepts and categories called cognitive structures. New information must 
be processed actively in short-term memory and tied to students' existing cognitive 
structures in long-term memory. Just as the mind has cognitive structures, every 
discipline has an organizational structure. Presentations should be organized around 
key ideas and structures and these structures should be made explicit to students. 

Presentation enables teachers to organize and convey large amounts of information 
efficiently. It is an appropriate strategy for instructing students about the key ideas 
in a subject, for acquisition and retention of factual information linked to these 
ideas, and for comparing similarities and differences among ideas. Presentation is 
less appropriate for higher-level thinking, problem solving, and inquiry, although 
it may be used prior to such activities to ensure that students have the necessary 
foundational information. 

There are four phases in a presentation lesson. The teacher begins the presentation 
by explaining the goals, sequence, and expectations of the lesson, and by helping 
students retrieve appropriate prior knowledge. In phase 2 the advance organizer is 
presented. Advance organizers are "scaffolds" that help learners link new 
information to what they already know. Advance organizers may be expository, 
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comparative (relationships), or sequential (steps), and work best when 
accompanied by graphic or visual representations. 

Phase 3 is the presentation itself. As new learning material is presented, the teacher 
pays particular attention to order and clarity, and provides concrete examples and 
illustrations that help students make required connections to what they already 
know. 

In the final phase of a presentation, the teacher checks for student understanding 
and helps them integrate what they have learned. The teacher asks questions to 
encourage precise and critical thinking. Effective questions might involve asking 
for summaries, definitions, examples, comparisons, descriptions, analysis, or 
connections to the advance organizer. It is in this final phase that students integrate 
the new knowledge into their prior knowledge, build more complex cognitive 
structures, and develop understanding of complex relationships. 

The teacher carefully structures the learning environment during a presentation so 
students can hear and see the presentation, uses procedures to ensure a smooth and 
effective pace, and addresses off-task behaviors immediately. 

4.5. MARZANO'S NINE ESSENTIAL INSTRUCTIONAL STRATEGIES 

Marzano's Nine Instructional Strategies for Effective Teaching and Learning were 
developed at Researchers at Mid-continent Research for Education and Learning 
(McREL) that are most likely to improve student achievement across all content 
areas and across all grade levels.  

1. Identifying Similarities and Differences 

The ability to break a concept into its similar and dissimilar characteristics allows 
students to understand (and often solve) complex problems by analyzing them in a 
simpler way. Teachers can either directly present similarities and differences, 
accompanied by deep discussion and inquiry, or simply ask students to identify 
similarities and differences on their own. While teacher-directed activities focus on 
identifying specific items, student directed activities encourage variation and 
broaden understanding, research shows. Research also notes that graphic forms are 
a good way to represent similarities and differences.   

Applications:  

*  Use Venn diagrams or charts to compare and classify items.  
*  Engage students in comparing, classifying, and creating metaphors and 

analogies.  
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2. Summarizing and Note Taking 

These skills promote greater comprehension by asking students to analyze a subject 
to expose what's essential and then put it in their own words. According to research, 
this requires substituting, deleting, and keeping some things and having an 
awareness of the basic structure of the information presented.   

Applications: 

*  Provide a set of rules for creating a summary.  
*  When summarizing, ask students to question what is unclear, clarify those     

questions, and then predict what will happen next in the text.  

Research shows that taking more notes is better than fewer notes, though verbatim 
note taking is ineffective because it does not allow time to process the information. 
Teachers should encourage and give time for review and revision of notes; notes 
can be the best study guides for tests.   

Applications:  

*  Use teacher-prepared notes.  
*  Stick to a consistent format for notes, although students can refine the notes 

as necessary.  

3. Reinforcing Effort and Providing Recognition 

Effort and recognition speak to the attitudes and beliefs of students, and teachers 
must show the connection between effort and achievement. Research shows that 
although not all students realize the importance of effort, they can learn to change 
their beliefs to emphasize effort.   

Applications:  

*  Share stories about people who succeeded by not giving up.  
*  Have students keep a log of their weekly efforts and achievements, reflect 

on it periodically, and even mathematically analyze the data.  

According to research, recognition is most effective if it is contingent on the 
achievement of a certain standard. Also, symbolic recognition works better than 
tangible rewards.   
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Applications:  

*  Find ways to personalize recognition. Give awards for individual 
accomplishments.  

*  "Pause, Prompt, Praise." If a student is struggling, pause to discuss the 
problem, then prompt with specific suggestions to help her improve. If the 
student's performance improves as a result, offer praise  

4. Homework and Practice 

Homework provides students with the opportunity to extend their learning outside 
the classroom. However, research shows that the amount of homework assigned 
should vary by grade level and that parent involvement should be minimal. 
Teachers should explain the purpose of homework to both the student and the parent 
or guardian, and teachers should try to give feedback on all homework assigned.  

Applications: 

*  Establish a homework policy with advice-such as keeping a consistent 
schedule, setting, and time limit-that parents and students may not have 
considered.  

*  Tell students if homework is for practice or preparation for upcoming units.  

*  Maximize the effectiveness of feedback by varying the way it is delivered.  

Research shows that students should adapt skills while they're learning them. 
Speed and accuracy are key indicators of the effectiveness of practice.  

Applications:  

*  Assign timed quizzes for homework and have students report on their speed 
and accuracy.  

*  Focus practice on difficult concepts and set aside time to accommodate 
practice periods.  

5. Nonlinguistic Representations 

According to research, knowledge is stored in two forms: linguistic and visual. The 
more students use both forms in the classroom, the more opportunity they have to 
achieve. Recently, use of nonlinguistic representation has proven to not only 
stimulate but also increase brain activity.   
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Applications:  

*  Incorporate words and images using symbols to represent relationships.  
*  Use physical models and physical movement to represent information.  

6. Cooperative Learning 

Research shows that organizing students into cooperative groups yields a positive 
effect on overall learning. When applying cooperative learning strategies, keep 
groups small and don't overuse this strategy-be systematic and consistent in your 
approach.   

Applications: 

*  When grouping students, consider a variety of criteria, such as common 
experiences or interests.  

*  Vary group sizes and objectives.  

*  Design group work around the core components of cooperative learning-
positive interdependence, group processing, appropriate use of social skills, 
face-to-face interaction, and individual and group accountability.  

7. Setting Objectives and Providing Feedback 

Setting objectives can provide students with a direction for their learning. Goals 
should not be too specific; they should be easily adaptable to students' own 
objectives.   

Applications:  

*  Set a core goal for a unit, and then encourage students to personalize that 
goal by identifying areas of interest to them. Questions like "I want to know" 
and "I want to know more about . . ." get students thinking about their 
interests and actively involved in the goal-setting process.  

* Use contracts to outline the specific goals that students must attain and the 
grade they will receive if they meet those goals.  

Research shows that feedback generally produces positive results. Teachers can 
never give too much; however, they should manage the form that feedback takes.   

Applications:  

* Make sure feedback is corrective in nature; tell students how they did in 
relation to specific levels of knowledge. Rubrics are a great way to do this.  
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* Keep feedback timely and specific.  
* Encourage students to lead feedback sessions.  

8. Generating and Testing Hypotheses 

Research shows that a deductive approach (using a general rule to make a 
prediction) to this strategy works best. Whether a hypothesis is induced or deduced, 
students should clearly explain their hypotheses and conclusions.   

Applications: * Ask students to predict what would happen if an aspect of a 
familiar system, such as the government or transportation, were changed.  

 Ask students to build something using limited resources. This task generates 
questions and hypotheses about what may or may not work.  

9. Cues, Questions, and Advance Organizers 

Cues, questions, and advance organizers help students use what they already know 
about a topic to enhance further learning. Research shows that these tools should 
be highly analytical, should focus on what is important, and are most effective when 
presented before a learning experience.   

Applications:  

*  Pause briefly after asking a question. Doing so will increase the depth of 
your students' answers.  

*  Vary the style of advance organizer used: Tell a story, skim a text, or create 
a graphic image. There are many ways to expose students to information 
before they "learn" it. 
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4.1.  SELF-ASSESSMENT QUESTIONS 

Q1.  Describe the basic types of instructional strategies. 
Q2.  Apply the different types of instructional strategies in classroom. 
Q3. Explain the Marzano's nine essential instructional strategies. 
Q4. Differentiate between teacher centered and student-centered teaching 

strategies 
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INTRODUCTION 

Teaching methodology or teaching method refers to the general principles, 
pedagogy (the method and practice of teaching) and management strategies used 
for classroom instruction. The choice of teaching method depends on various 
factors that includes educational philosophy of teacher, classroom demographic, 
subject area(s) and the mission of school. There are various approaches and 
methods for teaching children but, there are "several factors involved in the 
successful implementation of a method or approach" (Griffiths, 2011). When we 
examine the related literature, we can see that instructional strategies are connected 
with instructional models. According to this approach, strategies can be collected 
in three groups: presentation, inquiry and discovery. In another approach, the 
strategies are collected according to the interlocutor. Some of them are teacher-
centered strategies, student-centered strategies, process-based strategies; learner-
oriented instruction, teacher-oriented instruction, instruction excluded design, etc.  

OBJECTIVES 

After reading this unit the learners will able to: 

• analyze different instructional strategies and their use in classrooms 
• examine criteria for the selection of appropriate teaching instructions for 

learners 
• align the instructional strategies with learning needs and contents 
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5.1 SELECTING APPROPRIATE STRATEGIES 

The theoretical foundation of new instructional models comes from behaviorism, 
cognitivism and constructivism views. Behaviorism as a theory of learning takes in 
to consideration on the relationship between stimulus & response, the 
reinforcement factor and designing environmental conditions. Those are used to 
motivate students to learn more in this model.   

The behaviorist view of instructional design has five factors.  These steps are 
analysis, design, development, implementation, and evaluation. In the analysis 
steps, instructional designer identifies input information (goals, objectives, the 
characteristic of teachers, the characteristic of students, materials, and others).  In 
the design step, instructional designer designs teaching and learning activities.  In 
the development step, instructional designer develops instructional materials and 
teaching-learning methods.  In the implementation step, teacher implements 
teaching and learning activities.  In the last step, instructional designer checks 
learning outputs. The new instructional design model uses analysis, design, 
development, implementation, and evaluation factors to design learning and 
teaching activities.  

Cognitivism is interested in motivation, intellectual learning process (short term 
memory, retrieve and long term memory), experiences and contents. This new 
model is interested in how to store the information into long term memory. To store 
the information into long term memory, instructional activities are designed in the 
model.   

The cognitivist view of instructional design is construct new knowledge with their 
own experiences.  Learner should learn how to think and how to learn to solve their 
learning problems. The role of instructor is to design meaningful experiences in 
learning environments. Designed meaningful experiences should motivate students 
to construct new knowledge in their long term memory. The role of students is to 
join discussions and collaboration activities. This instructional design model is 
interested in constructing new knowledge, designing meaningful learning 
experiences, motivation and organizing   

Constructivism is interested in personal applications. According to McGriff (2001), 
the learning process must be concerned with the experiences and contexts that make 
the student willing and enable to learn. This is one of the things that new model 
uses in instructional activities. Students become active participants, reflect their 
own thought and become autonomous. During the instructional activities, students 
try to get their own experience things. Their personal experience motivates students 
to involve in the process actively. By the help of experience, they will relate their 
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own personal meanings to the learned information and it might be easier to keep in 
mind, because it will be much more meaningful.   

The constructivist view of instructional design is learning by doing.  In other words, 
active learning is the hearth of constructivists’ instructional design process.  For 
this reason, constructivists are interested in active process during learning activities.  
Learners should be active and use cognitive activity to construct new knowledge.  
During cognitive activity, learning environment is playing a key role to construct 
new knowledge.  Learning environment must represent real life activities.  In this 
environment, what is learned and how it is learned should be design together 
because how it is learned depends on what is learned.    

The new instructional design model is based on active learning.  During teaching 
and learning activities, learner is active and uses cognitive learning to construct 
new knowledge.  To construct new knowledge, educational technology materials 
are used.  These materials are related with goals and objectives.     

New model is described a five-step systematic planning process. These are: 1. input, 
2. process, 3. output, 4. feedback, 5. learning.   

This is a key step in the instructional planning because it gives teacher information 
about the effectiveness of the instruction.  In other words, these steps can help 
instructor to identify what to teach and how to teach instructional activities.  The 
input step has five stages.  These are: 1. identify needs, 2. identify contents, 3. 
identify Goals-Objectives, 4. identify teaching methods, 5. identify instructional 
media. 

This process can be used to plan a variety of instructional approaches, ranging from 
teacher lectures to hands-on student-centered activities. In addition, as a result of 
using this process, teachers should be able to develop effective instruction. This 
effective instruction can help students to learn more and keep the new knowledge 
into long term memory. These students will be motivated to join class activities. 

5.2 CRITERIA FOR THE SELECTION OF INSTRUCTIONAL STRATEGY 

The selection of instructional strategy depends upon a number of features that 
should be taken into account. When choosing a method of teaching, care must be 
taken to provide the features, including: 

• Taken into account the nature of the learner, and the stages of development, 
different behavioral actions listed in curriculum  

• Linked to education systems and learning theories. 
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• Level of learning (Bloom’s learning domains; cognitive, psychomotor, 
affective) 

• Taken into account the nature of the mental and physical growth of learners. 
• Observed individual differences among students, and their response to it. 
• Observance of the contents of the course material.  

Some other principles and factors in Choosing a Method B. Principles in 
Determining Method Prepared by Christian L. Sabadisto refer to the regular ways 
or orderly procedures • employed by the teacher in guiding the pupils in order to 
accomplish the aims of the learning situation • is a series of related and progressive 
acts performed by the teacher and the pupils to accomplish the general and specific 
aims of the lesson 

1. Learners •the first to consider when choosing a method •the 
characteristics & nature of the students - age, maturity, grade level, abilities, 
interests, growth, health, problems should be considered for learning to take place. 

2. Subject Matter •this factor deals with the nature of the content to be 
learned which may be difficult or uninteresting •the teacher must be able to 
use/choose the methods that will make learning effective & meaningful. 

3. Objectives •the expected outcome of the lesson also dictates the strategy 
to be used. •It must be one that will ensure full achievement of the set objectives. 

4. Time Allotment •how much time does the teacher have to teach the 
lesson? •the strategy must be able to help target the desired outcomes within the 
time frame. 

5. School Equipment & Facilities •the availability of materials, devices 
& technologies needed should be considered for the lack of them may hamper the 
achievement of the target. 

6. Curriculum Objectives all instruction and teaching learning process 
revolves around set objectives of curriculum/ course lack of them may hamper the 
achievement 

The objectives are the basis for the diversity of teaching methods. Flexibility, and 
responsiveness to the issues and emergency situations, whether at the level of one 
serving, or throughout the semesters. This is a key step in the instructional planning 
because it gives teacher information about the effectiveness of the instruction.  In 
other words, these steps can help instructor to identify what to teach and how to 
teach instructional activities.  The input step has five stages.  These are: 
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1.  Identify needs,   
2. Identify contents,   
3.  Identify Goals-Objectives,   
4.  Identify teaching methods,   
5.  Identify instructional media.  
The first is to identify needs.  It is an important factor in the total design process.  
Instructional designer uses survey, observation and interview methods to determine 
what the students need to learn.  The definition of needs may be derived from a 
needs assessment with regard to particular curriculum.  The second stage is to 
identify contents.  The contents are derived from students’ needs.  The main goal 
of this step is to clarify what to teach.  The third stage is to identify goals and 
objectives.  The identification of goals and objectives is an important stage in the 
new instructional design model.  The main idea of identify goals and objectives is 
to define what students will be able to do after instructional process.  The outcomes 
are usually clarified as behavioral objectives, learning objectives, or performance 
objectives.  There are five categories of learning outcomes.  These are intellectual 
skills, cognitive strategies, verbal information, motor skills and attitudes.  Goals 
and objectives usually contain skills, knowledge and attitudes.  Skills could be 
psychomotor skills and intellectual skills.  When students learn psychomotor skills, 
they develop muscular actions.  When students learn intellectual skills, they 
develop cognitive activity such as discrimination, implementation and solving 
problem.  The goals and objectives are derived from need assessment and contents.  
The fourth stage is to identify teaching methods.  After the needs, content and goals 
have been identified, teaching methods are determined.  Teaching methods should 
be related with content and goals because goals and objectives will be taught with 
the appropriate method.   The last stage is to identify instructional media.  It is a 
delivery method in instructional design process.  In other words, it tells us how to 
deliver the instruction to students.  There are two groups of instructional media.  
These are classical instructional media and modern instructional media.  The 
classical instructional media includes books, journals, graph, model, picture, poster, 
cartoon, newspaper, dioramas, trip, blackboard and others.  Modern instructional 
media includes multimedia, films, radio, telephone, television, computer, data 
projection, internet and others. The instructional media is usually used to enhance 
learning by instructional designer. The main goal of media is to apply 
communication and learning.  Identify instructional media is based upon a review 
of needs, contents, goals and teaching methods. These instructional media should 
motivate students to learn and keep the new knowledge in the long-term memory.  

Here we have some foundations of the selection of appropriate teaching strategies 
• Enrich the curriculum. 
• Addressing emergency educational situations. 
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• Shorten the time and provide some time and efforts. 
• Teacher development experiences, and thus the positive integration in the 

education profession. 
• Cover all students and accommodate them, different abilities and experience, 

and their view of education. 
 

5.3 ALIGNING INSTRUCTIONAL STRATEGY WITH CONTENT 
 
  Three Levels of Teaching 
    Memory Level of Teaching 
        Understanding Level of Teaching 
        Reflective Level of Teaching 
1. Memory Level of Teaching (Basic Level of Learning)  

 The objective of teaching at this level is just to impart information to students. The 
learner is required to memorize the subject matter and get the information stored in 
long-term memory. Herbart is considered the exponent of the memory level of 
teaching. The learner has to learn the material, retain the meaningful material, 
and reproduce that when asked for. Elements of Memory Level of Teaching 

1. Objective: 

The Objective of the Memory Level of teaching is Just to impart information or 
knowledge to the learner. This knowledge or information is factual in nature, which 
is acquired through a mechanical process (i.e. memorization or rote learning). 

2. Aims: 
 

1. To get factual information 
2. To train memory faculty 
3. To retrain the learning material in-memory storage 
4. To reproduce and recognize the learned information when required. Memory 
Level covers only the knowledge-based objective of Bloom’s taxonomy where the 
students learn to identify, recall, or remember the objects, events, ideas, and 
concepts and retain them in memory. 

3. Nature of Subject Matter: 
 
1. Subject matter should be structured and well organized and of simple 
2. Subject matter included information about simple concepts, terms, and elements 
related to different things of the world around. 
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3. Methods Used: 

 
Teacher-dominated methods are used- like drill, review, and revision, and asking 
questions. Drill means repetition or practice for the purpose of attaining proficiency 
in memorizing the material. Review and Revision is revising the elements to related 
them with new experience and to form a new association for the development of 
new skills or learning to solve new problems. Asking the question is to examine 
whether or not the knowledge level objectives of teaching have been achieved. 
nature that can be acquired through rote learning and can be retained and 
 
4. Role of Teacher: 

 
1. Dominating, active, and authoritarian role 
2. He is the authority to instruct, deliver, direct, control, and evaluate the 
performances 
3. Takes initiatives, present the subject matter, directs the learner to do the activity 
in the desired manner, plan exercises 
4. Right from the selection of the subject matter to its evaluation, the key process 
of teaching-learning remains with the teacher. 
 
2. Understanding Level of Teaching 
 
Understanding implies knowing the meanings of things and concepts, grasping 
ideas, `and required to comprehend factual information, to know the meaning of 
different concepts and their relationships, and to apply facts, concepts, and 
principles. Differing one thing from some other. 
 Here the mental development of the learner is at a higher level than memory level. 
His cognitive abilities are well developed now; he can think, reason out, imagine, 
can present things logically; can analyze and synthesize, and can evaluate the 
relationship between the principles and facts. The development of the cognitive 
abilities of the learner is at the operational stage as stated by Jean Piaget. Learner 
at this stage needs to comprehend a large number of concepts, elements, facts, 
principles; to know the relationship between facts and principles, to make a 
generalization and to draw interference therefrom. 
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Elements of the Understanding level of Teaching: 
 
1. Aims and Objectives: 

 
According to Bloom’s Taxonomy of Educational Objectives (1956): 
Comprehension Objectives: Comprised of: Translation. Interpretations 
and extrapolation 

Application Objective: Efficiency to apply to comprehend knowledge in 
various similar and different situations and settings. 
According to Bloom’s revised Taxonomy: 
Understanding Objectives: It pertains to the Understanding of instructional 
messages (Maybe oral, written or graphical, etc.), By means of Interpretation, 
exemplifying, classifying, summarizing, inferring, comparing and 
explaining, etc. 
 
Application Objective: Application objectives include the use of the proper 
procedure for Executing Implementing; the use of generalized rules or principles in 
practical life situations. The student acquaints themselves with the ideas for facts 
with full understanding and their application. 
 
2. Nature of Subject matter: 

 
The nature of the subject matter is wide, larger in number and quality. 
Lecture method 
Lecture demonstration method 
Discussion method 
Inductive and deductive method 
Exemplification and explanation 
 
Reflective Level of Teaching 
 
This Level of teaching is the highest level of teaching-learning activity. It is the 
stage of learning when students  
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5.4. SELF ASSESSMENT QUESTIONS 
  
Q1.  Analyze the different instructional strategies and their use in classrooms 
Q2.  Examine criteria for the selection of appropriate teaching instructions for 

learners 
Q3.  Device a Criteria for the selection of instructional strategy Align the 

instructional strategies with learning needs and contents  
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INTRODUCTION 

In education, the term assessment refers to the wide variety of methods or tools that 
educators use to evaluate, measure and document the academic readiness, learning 
progress, skill acquisition, or educational needs of students. In this unit students 
will learn about the concept of assessment and its purpose. Here in education, we 
have different models of assessment scientific and judgmental the contents will help 
the students to differentiate between different assessment models and their use in 
classroom assessment. The different categories of assessment tools have been 
elaborated for their use to facilitate leaning and instruction process. There are 
different phases of assessment instructional assessment pre and post that can help 
the teachers to get benefit of its possibilities to deliver the instruction in effective 
way.  

OBJECTIVES 

After reading this unit, the learners will able to: 
• understand the concept of assessment and its purpose 
• know about the difference between different assessment models and their use  
• develop different assessment tools  
• explain the different phases of instructional assessment 
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6.1 CONCEPT AND PURPOSE OF ASSESSMENT 

Assessment is the means by which this learning can be monitored and improved 
(Brady & Kennedy, 2009). It is an integral part of the educative process. It is used 
by teachers in collecting informal and informal information about what and how 
their students are learning. They student tests and assignments, listen to small-
group activities and observed students engaged in structured and unstructured 
activities. When teachers systematically collect the right kinds of information and 
use it effectively, they can help their students grow as thinkers and learners. In some 
contexts, the term assessment and evaluation are interchangeable. We use the term 
“assessment” to refer specifically to all kinds of methods and strategies that provide 
information about a student’s learning. 

Assessment serves two purposes: 
 1.  To facilitate Instructional Function - it yields data to establish the extent of 

knowledge, skills, habits and attitudes acquired by the students/learners. it 
specifies the strength and weaknesses of instruction and the needs and 
problems of the students which must addressed. 

2.  To facilitate administrative and supervisory functions for: 
-  Achieving and maintaining quality instruction is one of the foremost goals 

of management.  
-  standards are being set to determine who should be admitted 
  To facilitate administrative and supervisory functions  
-  Achieving and maintaining quality instruction is one of the foremost goals 

of management. 
-  standards are being set to determine who should be admitted into the 

program and who should be retained and to what classification they belong. 
 -  to the curriculum planners, the result of assessment can give them hard facts 

as bases for revising and enriching the curricula. 
-  To foster better parent-teacher relationship.  
-  assessment is a means by which teachers can keep the parents informed of 

the progress made by their children 
Payne (2008) identifies assessment as something that is continuous and 
ought to be part of a cycle. In this respect assessment is seen as a process 
rather than an event; although Payne highlights that practice reality often 
does not reflect this. Emphasizing the process aspects, Milner and O’Byrne 
(2009) put forward a framework for assessment with five key stages: 

1.  Preparing for the task. 
2.  Collecting data from all involved. 
3.  Applying professional knowledge to analyze, understand and interpret the 

information gathered. 
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4.  Making judgements. 
5  Deciding and/or recommending. 
 
6.2 ASSESSMENT MODELS 
 
Although educational assessment has been dominated by a model of scientific 
measurement, a wide range of educational innovations and initiatives over the past 
20 years have seriously challenged the value and rationale of these traditional 
assessment practices. These recent innovations and initiatives include problem-
based learning, education for capability, portfolio-based performance assessment 
of teaching (Shulman, 1987), the growing focus on the assessment of clinical 
competence in the final stages of medical and paramedical courses, and the 
increasing concern by cognitive theorists to assess how students go about solving 
problems as well as the solutions that they reach. We believe that these 
developments reflect the rise, of a new model of assessment. Traditional assessment 
practices are based on a model whose features are well known and understood, 
which we call the scientific measurement model. The new model, which we call the 
judgmental model, is not so well known or understood in educational circles. 
However, the making of a judgement on the basis of a collection of evidence I 
familiar in both legal processes and in the workplace. The scientific measurement 
model underpins nearly all of the assessment instruments at this level. The emphasis 
is on learners demonstrating achievement of a satisfactory range of the approved 
knowledge, attitudes and skills. Typically, the assumption is that students' results 
will be norm-referenced, even where, as in performance of a relatively discrete 
skill, a standards based approach would be preferable. There are those who argue 
that skilled practice is totally reducible to knowledge, attitudes and skills. They 
develop a 'Knowledge and Skills' conceptualization of education, training and 
assessment.  
However, the congruency between this conceptualization of the education and 
assessment of practitioners and the real world of practice does not appear to be very 
great. It has been shown (Maatsch et al., 1987) that when highly trained and expert 
practitioners assess their peers in the practice setting they do not perceive the 
performance in the terms of the 'Knowl edge and Skills' model. Rather, expert 
practitioners grasp the general level of competence displayed in the total practice. 
This finding is important because as the researchers point out: 
Expert examiner evaluations of physicians in their own speciality is, after all, the 
only 'Gold Standard' that educators, researchers, the public, the courts and physician 
colleagues alike will accept. 
Thus, this first level of the model of practice is accepted as necessary but rejected 
as sufficient. It is designated as the first, earliest and most remote level that needs 
to be supplemented by the following two levels. The assessment of performance is 
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widespread in the form of performance appraisal checklists. Typically, they are 
used with little documentation to assist their application and little reference to the 
context in which the performance occurs. These stark lists of performances are 
scored as 'satisfactory' or 'unsatisfactory'. The lists tend to be impersonal and 
fragmented. There are so many procedures that it is difficult to ensure that all are 
covered. Second, there is usually little guidance as to the process by which the 
global decision about a student's performance, based on numerous 'satisfactories' 
and perhaps a few 'unsatisfactories', will be made. The relationship between this 
global judgement and level of practice skills is left unexamined. 
 
Personal Competence in the Practice Domain 

The third level of the model—personal competence—is a characteristic that can 
only be displayed in the practice setting. Therefore, it can be learnt and assessed 
only in the practice setting. It demonstrates the highest level of personal integration 
of knowledge, skills, personal qualities and accumulated reflective experience. It 
includes the previous two levels but goes far beyond them in the sense that their 
contributions are at the service of higher order thinking in a setting of complex 
practical problems. It is this form of reflective and integrative thinking that needs 
to be the focus of assessment procedures that faithful to real practice. 

Personal competence is a construct whose definition is debated and confused 
(Benner,1984; Burg et al., 1982; Hager, 1994; Hager et al., 1994; Klemp, 1980; 
Mansfield,1989). The definition of competence, proposed in this paper, is the 
ability of a person to fulfil a role effectively. It is an ability that encompasses the 
entire range of demands that make up a complicated role. Competence includes 
being able to carry out a range of routine and predictable procedures, having a store 
of knowledge and being able to pass knowledge-rich examinations, but it is much 
more than all of that. A competent practitioner is also expected to be flexible and 
versatile, a reflective practitioner, a manager of change who is willing to innovate, 
and a person who has the attitudes and motivations to act skillfully and ethically. 

Basic Features of the Two Assessment Models 

The hallmark of the scientific measurement model has been a focus on measures 
that are maximally objective. This quest for scientific objectivity in testing has led 
to an over-emphasis on statistical tests and the reification of single measure test 
scores, with IQ testing providing a case study of the abuses that can result from 
such thinking. When assessment is driven by the imperative of scientific objectivity 
in testing results, assessment methods which best yield such objectivity, e.g. pen-
and-paper tests conducted in controlled conditions, are strongly favoured. The 
results of this have included: 
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• theory being seen as easier to assess than practice (and students being given 
the message that theory is thereby more important than practice); 

• assessment of well-founded certain knowledge; 
• knowledge being seen as objective and context independent; 
• assessment based on closed problems with definite answers avoiding more 

open problems with indefinite answers; 
• the traditional disciplines being viewed as the major part of the curriculum. 

What characterizes problem-based learning, and the other initiatives and 
innovations listed earlier, is their adoption of a judgmental model of assessment to 
replace the scientific measurement one. These are all instances of widespread 
attempts by educators to reform assessment practices so as to encourage more 
effective learning (Ewell, 1991; 
Wolf et al., 1991). The adoption of a judgmental model of assessment leads to quite 
different results from those produced by the scientific measurement model: 

• assessment centers on the integration of theory and practice; 
• assessment recognizes the importance of provisional knowledge to practice; 
• the stress on assessment of practice draws attention to the subjective and 

context-dependent aspects of knowledge; 
• assessment, like actual practice, includes open problems with indefinite 

answers; 
• the curriculum is conceptualized as interdisciplinary and problem focused. 

The purpose of carrying out an assessment is usually to identify levels of 
need or risk or to form an understanding when making first contact with the 
service user.  Depending on the kind of information we need to gather, 
Smale et al. (1993) offer us three models – the Procedural, the Questioning 
and the Exchange – to guide us in carrying out assessments. 

●  The Procedural model, often associated with guidance related to 
legislation, involves using systems that are devised to ensure consistency and 
thoroughness in data collection. Consequently, eligibility for and allocation of 
services is often decided upon as a result of the collection of such data. This can 
provide only a snapshot assessment, directing the assessment away from examining 
the individual’s strengths and abilities, and can divert from individual rights or 
concerns over quality of life (Milner and O’Byrne, 2009). The concern is that such 
systems can replace rather than support or inform judgements made by 
professionals (Barry, 2007 cited in Milner and O’Byrne,  
2009), and may be viewed as rigid, time-consuming (lots of forms) and one-way,  
in that it meets the needs of the worker and agency rather than that of the 
serviceuser. The difficulty arises when information is collected on an individual by 
different professionals with a different focus (i.e., health, housing etc.) but stored 
separately.  
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This results in an inadequate understanding of the total experience of any individual  
by any one professional. Workers can become caught up in the process of gathering  
information rather than in trying to understand what the service user needs. On a  
more positive note, this systematic manner of collecting large amounts of data has  
also contributed to the evidence base for social work practice.  
●  The Questioning model of assessment focuses on the nature of the 
questions and how the information is used. Using this approach problems and 
solutions reside with the individual and the social worker’s task is to identify the 
problem and highlight the most appropriate approach to resolve the issue. A 
criticism of this model is that it can be seen as oppressive given that the social 
worker takes on the role of expert and makes the final decision. However, if 
questions are asked in order to try to understand what is impacting on the current 
situation, and if a range of perspectives are sought, then this does not have to be the 
case.  
●  When adopting the Exchange model the service user becomes the expert 
with regard to their own needs and through their involvement in their own 
assessment becomes empowered. It acknowledges that the worker’s expertise lies 
in their problem-solving abilities. The aim, through development of trust, is to seek 
a compromise between choices and needs through involvement of all parties. The 
worker takes on responsibility for managing the process of assessment. The focus 
is on a holistic assessment of the context in relation to the individual over time 
(Coulshed and Orme, 2012).  
   
6.3 ASSESSMENT TOOLS 
 
Assessments may be carried out in many different ways, depending upon the depth 
of information and nature of what is being assessed. The assessment methods may 
be categorized into both direct and indirect assessments. Direct assessment involves 
evaluating tangible, observable products of student learning. These methods can 
include standardized testing, curriculum-based testing, exams and quizzes. When 
test questions are aligned with the learning objectives, they can be accurate 
measures of whether the desired student learning has taken place. In addition to 
tests and exams, direct assessments include evaluating homework assignments, 
research papers and other projects. Performances, speeches or presentations can 
also assist you in determining whether students have met set objectives. 
 
Direct Assessment Methods 
  
Examples of Direct Methods (Allen, 2004, p. 99‐100) include, but are not limited 
to: 
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• Course embedded assessment (such as reviewing homework, essays, or 
courses tests with criteria or a rubric). 

• Reviewing Portfolios or other collections of student work 
• Reviewing the percentage of students who correctly answered a published or 

locally developed test question correctly. 
• Group projects/presentations from first year, capstone, or field/internship 

experiences 
• Competence interviews or oral examinations 
• Internal/external juried review of performance or student work 
• Case study assignments 

 
1. Portfolios 
 
Student portfolios may be collected from the time that students enter a program 
until they graduate or may be collected for narrower time frames. Students are 
responsible for gathering the information that the faculty want them to gather. 
Among the types of materials contained in a portfolio may be: research papers, 
essays, drafts of written material leading to a final product, laboratory research, 
videotapes of performances, exhibits of creative work, and examinations. A 
particularly valuable component of student portfolios is the reflective essay, in 
which the student reflects back upon her or his growth in scholarship or creative 
efforts and draws conclusions about his or her strengths and weaknesses at the time 
the portfolio is compiled. To save valuable space, many portfolios are now gathered 
electronically. The primary drawback of the portfolio is that it takes time for faculty 
to review. The primary advantage is that it can be designed to represent a broad 
view of student academic development, one that also contains some depth. 
 
2. Embedded assessments 
 
Embedded assessments make use of student work produced in specific classes. As 
a result, the students do not even need to know that their work is being used for 
assessment purposes. In addition, the material used for assessment is produced 
within the normal workload of both faculty and students. As such, embedded 
assessments provide a realistic source of information about student work. In 
departments that use examinations to evaluate students, sometimes only a few of 
the examination items are actually designed for assessment purposes. The data 
provided by embedded assessments should be reviewed by faculty beyond the 
course instructor, perhaps using a rubric of key characteristics to guide the 
assessments. The instructor uses the student work to provide grades.  
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3. Observations 
 
can be of any social phenomenon, such as student presentations, students working 
in the library, or interactions at student help desks. Observations can be recorded 
as a narrative or in a highly structured format, such as a checklist, and they should 
be focused on specific program objectives. 
 
4. Primary Trait Analysis:  
 
is a process of scoring student assignments by defining the primary traits that will 
be assessed, and then applying a scoring rubric for each trait. 
 
5. Reflective Essays: 
  
generally, are brief (five to ten minute) essays on topics related to identified 
learning outcomes, although they may be longer when assigned as homework. 
Students are asked to reflect on a selected issue. Content analysis is used to analyze 
results. 
 
6. Scoring Rubrics: 
  
can be used to holistically score any product or performance such as essays, 
portfolios, recitals, oral exams, research reports, etc. A detailed scoring rubric that 
delineates criteria used to discriminate among levels is developed and used for 
scoring. Generally, two raters are used to review each product and a third rater is 
employed to resolve discrepancies 
. 
7. Standardized Achievement and Self-Report Tests:  
 
Select standardized tests that are aligned to your specific program learning 
outcomes. Score, compile, and analyze data. Develop local norms to track 
achievement across time and use national norms to see how your students compare 
to those on other campuses. 
 
INDIRECT ASSESSMENT METHODS 
 
Indirect assessments involve students providing feedback on their learning through 
surveys, focus groups and interviews. Using these indirect methods, you can obtain 
information about students' thoughts on what and how they learned and use the 
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students' own perceptions for assessment and evaluation of your course (Allen, 
Richard, Rienzi and McMillin, Daniel, 2001). Indirect assessment methods require that 
faculty infer actual student abilities, knowledge, and values rather than observe 
them through direct methods. Among indirect methods are: 
 
1. Surveys 
 
Student surveys or surveys of employers and others provide impressions from 
survey respondents. These impressions may change over time (for example, will a 
senior value the same thing as an alumnus who has been working for several 
years?). Respondents may respond with what they think those conducting the 
survey want to hear, rather than what they truly believe. Surveys are easy to 
administer, but often do not result in responses from everyone surveyed. They may, 
however, provide clues to what should be assessed directly. And they may be the 
only way to gather information from alumni, employers, or graduate school faculty. 
2. Focus Groups: are a series of carefully planned discussions among 
homogeneous groups of 6-10 respondents who are asked a carefully constructed 
series of open-ended questions about their beliefs, attitudes, and experiences. The 
session is typically recorded and later the recording is transcribed for analysis. The 
data is studied for major issues and reoccurring themes along with representative 
comments. 
3. Interviews: are conversations or direct questioning with an individual or 
group of people. The interviews can be conducted in person or on the telephone. 
The length of an interview can vary from 20 minutes to over an hour. Interviewers 
should be trained to follow agreed-upon procedures (protocols). 
4. Matrices: are used to summarize the relationship between program 
objectives and courses, course assignments, or course syllabus objectives to 
examine congruence and to ensure that all objectives have been sufficiently 
structured into the curriculum. 
5. Transcript Analysis: are examined to see if students followed expected 
enrollment patterns or to examine specific research questions, such as to explore 
differences between transfer and freshmen enrolled students. 
6. Exit interviews and focus groups: Exit interviews and focus groups 
allow faculty to ask specific questions face-to-face with students. Their limitations 
are that the students may not respond honestly or fully, while their answers may be, 
as with surveys, impressions that may change over time. Often, for more 
objectivity, it may be best to have someone outside the actual program faculty 
conduct the interviews. Interviews and focus groups may provide clues to what 
should be assessed directly. 
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Students leaving the university, generally graduating students are interviewed or 
surveyed to obtain feedback. Data obtained can address strengths and weaknesses 
of an institution or program and or to assess relevant concepts, theories or skills. 
 
6.4 PHASES OF INSTRUCTIONAL ASSESSMENT 
 
The instructional assessment process described in this Considerations Packet is 
derived from the “Gickling model” of curriculum-based assessment (Burns, 2002). 
The pivotal piece in this model is that the assessor maintains the student at his or 
her instructional level or in a comfort zone that controls the amount of challenge 
throughout the assessment process. 
 
The Instructional Assessment Model 
 
Adapted from the work of Rosenfield, Gravois, and Gickling, this instructional 
assessment model attributes academic difficulties to an inadequate match between 
what the student knows and needs, the task to be learned, and the instructional 
management strategies being used (Rosenfield & Gravois, 1996). In order to create 
an instructional match, IA attempts to answer five basic questions: 

1.  What does the student know?  
2.  What can the student do? 
3.  How does the student think? 
4.  How does the student approach what he or she is unsure of? 
5.  As a teacher, what do I do now? (Gravois & Gickling, 2002). 
 

6.4.1 Pre instructional assessment 
 
The Six Steps for Pre Instructional Assessment  
Step 1: Select material for the assessment. Because a student’s listening 
comprehension and conceptual skills are often better than her reading skills, the 
assessor may begin with grade-level material, but less difficult material should also 
be available in case it is needed. Throughout the assessment, if the material is not 
on the student’s instructional level, the assessor will need to either make the 
material instructional through trial teaching or use material that is on a more 
comfortable level. 
Step 2: Develop a relationship with the student. The assessor must develop a 
relationship with the student that puts her at ease with the assessment process. The 
student needs to understand that this is not a “test” but a way to discover what she 
knows and what she can do, so that the teacher knows what to teach in order to help 



 

87 
 

her become a better reader. The student needs to be assured that if she has a problem 
with the work, the assessor will provide help.  
Step 3: Assess the student’s skills, while ensuring an instructional match. This is 
the defining feature of instructional assessment (IA); that is, ensuring the 
assessment is on the student’s instructional level. Assess prior knowledge The 
assessor explores the student’s prior knowledge and understanding of the material 
by reading to her and discussing a passage from the grade-level material. This is a 
discussion, not a 10-point quiz. Explore with the student what she remembers, by 
asking open-ended questions. After reading a passage, the assessor asks the student 
to describe what she just read or what happened so far in the story. The assessor is 
basically asking the student to retell in an unaided manner what she heard. If the 
student misses some essential details or cannot retell the story, the assessor provides 
guided questions to find out what kind of assistance the student needs. In brief, the 
intention is to determine the extent of the student’s prior knowledge, listening skills, 
and oral language in relation to the grade level material. 
Step 4. Match instruction to student needs. Based on the assessment, the assessor 
needs to decide the specific reading dimension(s) that require(s) assistance. The 
specificity derived from the assessment should inform the instructional decision-
making. (See other Considerations Packets and resources available through T/TAC 
concerning specific instructional strategies listed at the end of this manuscript.)  
 Step 5. Attempt trial teaching. The assessor provides direct instruction and 
remedial strategies in the specific area(s) identified and analyzes the student’s 
responses. For example, repeated readings or peer reading might be used to increase 
the student’s fluency rate.  
Step 6. Conduct ongoing evaluation. The assessor continues to collect the data 
generated by the student’s performance in order to inform instructional decision-
making. The data gathered in the assessment may be used as part of a baseline. The 
student’s responses to the teaching strategies can then be documented over time in 
order to evaluate progress. 
 
6.4.2 On going instructional assessment 
 
Instructional Level 
In order to answer these questions, the assessment must occur on materials that are 
at the student’s instructional level, that is, the point at which the student has the 
prerequisite skills to enter the classroom curriculum and benefit maximally from 
instruction (Rosenfield, 1987). Assessing a student on an instructional level rather 
than grade level allows the student to display known skills and takes into 
consideration the student’s prior knowledge (Gravois & Gickling, 2002). This 
model attempts to deliver instructional content by controlling the amount of new 
learning students are expected to master (Shapiro, 1992), based on the assumption 
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that the rate of learning is optimal when tasks remain within a narrow range of 
difficulty, which ensures a high degree of success. That level of challenge is defined 
as being only 3-5% new material (unknowns) for tasks requiring comprehension 
and 15-30% new material (unknown) for tasks requiring drill and practice (Gickling 
& Havertape, 1981). The following table further clarifies this definition of 
instructional level 
 
6.4.3 Post instructional assessment 

Determining the effectiveness of your teaching can be accomplished by comparing 
students' performance before and after instruction. These assessments can provide 
information about the effectiveness of the instruction and how much the students 
learned. 

Directions: 
 
Look at each of the objectives you identified and make comparisons of the pre and 
post instructional performance for every learner. The general criterion for mastery 
is: At least 80% of the students mastered at least 80% of the objectives. However, 
is important for teachers to examine not only class performance, but individual 
performance as well. You should also keep in mind that it is OK if your instruction 
did not result in reaching the criterion for mastery. 
When assessing performance, you should: 

• Use graphs and/or text to describe the extent to which every learner met 
your objectives. Analyze and interpret your data in terms of both individual 
and whole-class performance. If possible, cluster performance data into 
meaningful groups (e.g., students who mastered objectives, students who 
partially mastered objectives, students who didn't master objectives) so that 
you can better analyze and describe your data. 

• Include any information you collected prior to, during, and after instruction 
so that comparisons can be made between pre and post instructional learner 
performance (e.g., teacher observations, running records, previous student 
work, etc.). 

• Evaluate each learner's performance. Make a decision about whether your 
instruction was successful, partially successful, or unsuccessful in meeting 
the learning objectives. 

When including assessments of student learning, remember to respect the 
confidentiality of your students. Do not use real student names or include 
identifying information that would jeopardize a student's right to confidentiality. 
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Checklist: 

• The items to include in this section of the report are: 

• a record of each student's performance before and after instruction 

• your evaluation of each student's performance after instruction 

Sample of Post Instruction Report 
 
The items to include in this section of the report are: 

____a record of each student's performance before and after instruction 

Time spent:__________________________________________________ 
Comments:_________________________________________________ 
__________________________________________________________ 
__________________________________________________________ 

____your evaluation of each student's performance after instruction 

Time spent:__________________________________________________ 
Comments:_________________________________________________ 
__________________________________________________________ 
__________________________________________________________ 

Reflection on the Effectiveness of Your Instruction: 

The item to include in this section of the report is: 

____a reflective discussion addressing the above issues 

Time spent:__________________________________________________ 
Comments:_________________________________________________ 
__________________________________________________________ 
__________________________________________________________ 

Plan for Next Steps: 

The item to include in this section of the report is: 



 

90 
 

____a description of your plan for instruction based on the results of your 
assessments of student learning 

Time spent:__________________________________________________ 
Comments:_________________________________________________ 
__________________________________________________________ 
__________________________________________________________ 

Reflection on What You Learned By Completing the Teaching 
Cycle Project: 

The item to include in this section of the report is: 

____a discussion of the insights you gained 

Time spent:__________________________________________________ 
Comments:_________________________________________________ 
__________________________________________________________ 
__________________________________________________________ 

6.5. SELF ASSESSMENT QUESTIONS  
Q.1    Explain the concept of assessment and its purpose. 
Q.2    Write about the difference between different assessment models and their use. 
Q.3    Develop different assessment tools. 
Q.4    Explain the different Phases of instructional assessment. 
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INTRODUCTION 

Assessment plays an important role in the process of learning and motivation. The 
types of assessment tasks that we ask our students to do determine how students 
approach the learning task and what study behaviors they use. Assessment for 
learning (AFL) is an approach to teaching and learning that creates feedback which 
is then used to improve students’ performance and teaching process. Research 
shows that these strategies particularly help low-achieving students to enhance their 
learning.  

OBJECTIVES 

After reading this unit, the learners will able to: 
• explain the nature and characteristics of learning assessment 
• understand the basic types of learning assessment 
• analyze the significance of importance of learning assessment 
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7.1 NATURE AND CHARACTERISTICS OF LEARNING ASSESSMENT  

Assessment involves the use of empirical data on student learning to refine 
programs and improve student learning. (Assessing Academic Programs in Higher 
Education by Allen (2004). Assessment is the process of gathering and discussing 
information from multiple and diverse sources in order to develop a deep 
understanding of what students know, understand, and can do with their knowledge 
as a result of their educational experiences; the process culminates when assessment 
results are used to improve subsequent learning. (Learner-Centered Assessment on 
College Campuses: shifting the focus from teaching to learning by Huba and Freed 
(2000). 

Assessment is the systematic basis for making inferences about the learning and 
development of students. It is the process of defining, selecting, designing, 
collecting, analyzing, interpreting, and using information to increase students’ 
learning and development. (Assessing Student Learning and Development: A 
Guide to the Principles, Goals, and Methods of Determining College Outcomes by 
Erwin 1991) Assessment is the systematic collection, review, and use of 
information about educational programs undertaken for the purpose of improving 
student learning and development. (Assessment Essentials: planning, 
implementing, and improving assessment in higher education by Palomba and 
Banta (1999). 

Nature of assessment 
 
Assessment is embedded in the learning process. It is tightly interconnected with 
curriculum and instruction. As teachers and students work towards the achievement 
of curriculum outcomes, assessment plays a constant role in informing instruction, 
guiding the student’s next steps, and checking progress and achievement. 
• Classroom assessment involves students and teachers in continuous monitoring 

of students’ learning. 
• It gives students a measure of their progress as learners. 
• It provides opportunity for close observation of students in the process of 

learning. 
• It helps in collection of frequent feedback on students’ learning and how they 

respond to particular teaching approaches. 
• Assessment has profound impact on the self-esteem of pupils, which is critical 

influence on learning. 
• Uses variety of strategies 
• Thus ‘assessment’ includes all those activities undertaken by teachers, and by 

their students in assessing themselves, which provide information to be used as 
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feedback to modify the teaching and learning activities in which they are 
engaged.  

• Four fundamental elements of learner-centred assessment 
 
b) Purpose/ Perspectives of Assessment 
 
Assessment for learning, 
Assessment of learning, 
Assessment as learning. 
Assessment for learning: where assessment helps teachers gain insight into what 
students understand in order to plan and guide instruction, and provide helpful 
feedback to students. Assessment as learning: where students develop an 
awareness of how they learn and use that awareness to adjust and advance their 
learning, taking an increased responsibility for their learning. Assessment of 
learning: where assessment informs students, teachers and parents, as well as 
thebroader educational community, of achievement at a certain point in time in 
order to celebrate success, plan interventions and support continued progress. 
  
Assessment of Learning: 
 
Assessment of learning is the use of a task or an activity to measure, record 
and report on a student's level of achievement in regards to specific learning 
expectations. Assessment that is accompanied by a number or letter grade, 
compares one student’s achievement with standards, results can be communicated 
to the student and parents, occurs at the end of the learning unit 
 
Assessment as learning 

Assessment AS learning is the use of a task or an activity to allow students the 
opportunity to use assessment to further their own learning. Self and peer 
assessments allow students to reflect on their own learning and identify areas of 
strength and need. 

These tasks offer students the chance to set their own personal goals and advocate 
for their own learning. It begins as students become aware of the goals of instruction 
and the criteria for performance involves goal-setting, monitoring progress, and 
reflecting on results implies student ownership and responsibility for moving his or 
her thinking forward (metacognition) occurs throughout the learning process 
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Assessment for Learning 
 
Assessment for Learning is the process of seeking and interpreting evidence for use 
by learners and their teachers to decide where the learners are in their learning, 
where they need to go and how best to get there. 
• In classrooms where assessment for learning is practised, students are 

encouraged to be more active in their learning and associated assessment. 
• The ultimate purpose of assessment for learning is to create self-regulated 

learners who can 
• leave school able and confident to continue learning throughout their lives. 
• Students are guided on what they are expected to learn and what quality work 

looks like. 
• The teacher will work with the student to understand and identify any gaps or 

misconceptions 
• Teachers are now afforded the chance to adjust classroom instruction based 

upon the needs of the students. 
• Verbal or written feedback to the student is primarily descriptive and 

emphasizes strengths, identifies challenges, and points to next steps as teachers 
check on understanding they adjust their instruction to keep students on track 

• no grades or scores are given - record-keeping is primarily anecdotal and 
descriptive, occurs throughout the learning process, from the outset of the 
course of study to the time of summative assessment 

Assessment for learning helps teacher…. gather information to: 
plan and modify teaching and learning programmes for individual students, groups 
of students, and the class as a whole pinpoint students’ strengths so that both 
teachers and students can build on them. identify students’ learning needs in a clear 
and constructive way so they can be addressed involve parents, families in their 
children's learning.  
provides students…. with information and guidance so they can plan and manage 
the next steps in their learning. Thus, Assessment for learning uses information to 
lead from what has been learned to what needs to be learned next. 
Assessment for learning should use a range of approaches. 
These may include: 
• day-to-day activities, such as learning conversations 
•  a simple mental note taken by the teacher during observation 
•  student self and peer assessments 
• a detailed analysis of a student’s work 
• assessment tools, which may be written items, structured interview questions, 

or items teachers make up themselves. 
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What matters most is not so much the form of the assessment, but how the 
information gathered is used to improve teaching and learning. 
 
Principles of Assessment for Learning 
 
1.  Assessment for learning should be part of effective planning of teaching and 

learning 
2.  Assessment for learning should focus on how students learn- Learners 

should become as aware of the ‘how’ of their learning as they are of the 
‘what’. 

3.  Assessment for learning should be recognized as central to classroom 
practice 

4.  Assessment for learning should be regarded as a key professional skill for 
teachers 

5.  Assessment for learning should be sensitive and constructive because any 
assessment has an emotional impact on a learner. 

6.  Assessment should take account of the importance of learner motivation 
7.  Assessment for learning should promote commitment to learning goals and 

a shared 
  understanding of the criteria by which they are assessed 
8.  Learners should receive constructive guidance about how to improve 
9.  Assessment for learning develops learners’ capacity for self-assessment so 

that they can become reflective and self-managing 
10.  Assessment for learning should recognize the full range of achievements of 

all learners 
 
7.2. TYPES OF LEARNING ASSESSMENT 
 
Based on, how it is used and how the results are interpreted, assessment is classified 
into four different types. 
1.  Placement Assessment 
2.  Formative Assessment 
3.  Diagnostic Assessment 
4.  Summative Assessment 
 
Placement Assessment- Meaning and features 
 
In this type of assessment, learner’s entry behaviour or capability is assessed to find 
out whether the student possess knowledge, skills and attitude needed to begin the 
course of instruction. 
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• It is used to find out to what extent student has already mastered the objectives 
of the planned instruction. 

• assessment made to determine what a student does and does not know about a 
topic  

• assessment made to determine a student's learning style or preferences 
• used to determine how well a student can perform a certain set of skills related 

to a particular 
• subject or group of subjects 
• occurs at the beginning of a unit of study 
• used to inform instruction: makes up the initial phase of assessment for 

learning 
• attempts to quantify what students already know about a topic. 

 
Formative assessment- Meaning and features 
 
It is an assessment used to monitor students’ learning progress during instruction 
with the purpose of 
providing on-going feedback to students and teachers regarding success and failure 
of teaching and learning. 
• Formative assessment is an integral part of teaching and learning. 
• It does not contribute to the final mark given for the module; instead it 

contributes to learning through providing feedback. 
• Focuses on modular analysis of the content and instruction 
• Seeks to identify influential variables 
• Design is quite flexible 
• Monitors teaching learning strategy during instruction 
• Aims at attainment of specific objectives from different domains of 

development. 
• Feedback to the learner is immediate (or nearly so), to enable the learner to 

change his/her 
• behaviour and understandings right away. 
• Formative Assessment also enables the teacher to rethink instructional 

strategies, activities, and content based on student understanding and 
performance. His/her role here is comparable to that of a coach. 

• Formative Assessment can be as informal as observing the learner's work or as 
formal as a written test. 

• Formative Assessment is the most powerful type of assessment for improving 
student understanding and performance. 
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Summative Assessment-Meaning and features 
 
Summative assessment demonstrates the extent of a learner's success in meeting 
the assessment criteria used to gauge the intended learning outcomes of a module 
or programme, and which contributes to the final mark given for the module. It is 
normally, though not always, used at the end of a unit of teaching. 
Summative assessment is used to quantify achievement, to reward achievement, to 
provide data for selection (to the next stage in education or to employment). For all 
these reasons the validity and reliability of summative assessment are of the greatest 
importance. 
Summative assessment can provide information that has formative/diagnostic 
value. 
•  Concerned with judgements about the merits of an already completed 
programme. 
•  Comes at the end of a course or term. 
•  Terminal assessment of the learners’ performance. 
•  Determines the extent to which broad objectives are achieved. 
•  Feedback to the classroom teacher for the success or failure of the 

programme of instruction. 
 
Diagnostic Assessment-Meaning and features 
  
Like formative assessment, diagnostic assessment is intended to improve the 
learner’s experience and their level of achievement. This type of assessment is 
concerned with finding out the reasons for students’ persistent or recurring learning 
difficulties and plan to take remedial actions. However, diagnostic assessment 
looks backwards rather than forwards. 
• It assesses what the learner already knows and/or the nature of difficulties that 

the learner might have, which, if undiagnosed, might limit their engagement in 
new learning. 

• It is often used before teaching or when a problem arises.  
• Observational techniques or specially prepared diagnostic techniques can be 

used to diagnose problems. 
• Feedback as diagnostic information is of great importance to students. 
• The diagnostic feedback can help students in understanding what learning 

objectives have not been achieved and need additional work. 
• Such types of feedback enable students to set specific learning goals and 

improve their learner autonomy. 
• This feedback can help teachers better attain teaching objectives and make 

relevant instructional adjustments 
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Continuous and Comprehensive Assessment (Meaning, Characteristics and 
Significance) Meaning 
 
Continuous and Comprehensive Assessment refers to a system of school based 
assessment that covers all aspects of student’s development. Continuity in 
assessment of broad based learning and behavioural outcomes. 
 
Characteristics of CCA 
 
The Continuous aspect assessment at the beginning of instruction(placement) 
assessment during the instructional process (formative) assessment of performance 
done at the end of a unit/term. (summative) The 'comprehensive' component takes 
care of assessment of the all-round development of child's personality. It includes 
assessment of Scholastic as well as Co-Scholastic aspects of the pupil's growth. 
 
Characteristics of CCA 
 
Assessment is done informally and formally. 
Use of multiple techniques of assessment continually and periodically. 
Assessment is done using multiple techniques on the basis of identified criteria / 
indicators. 
 
 Significance of CCA 
 
• CCA is thus a curricular initiative, attempting to shift emphasis from 

memorizing to holistic 
• learning. 
• It helps develop cognitive, psychomotor and affective skills. 
• It aims at creating citizens possessing sound values, appropriate skills and 

desirable qualities besides academic excellence. 
• It is hoped that this will equip the learners to meet the challenges of life with 

confidence and success. 
• Co-scholastic assessment will focus on holistic development that will lead to 

lifelong learning. 
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Significance of CCA 
 

• It makes evaluation an integral part of teaching-learning process. 
• It helps to use evaluation for improvement of students' achievement and 

teaching - learning 
• strategies on the basis of regular diagnosis followed by remedial measures. 
• It makes assessment a quality control devise to raise standards of 

performance. 
• It helps to determine social utility, desirability or effectiveness of a 

programme and take 
• appropriate decisions about the learner, the process of learning and the 

learning environment. 
• To make the process of teaching and learning a learner-centered activity. 

 

7.3. IMPORTANCE OF LEARNING ASSESSMENT 
 
Assessment plays an important role in the process of learning and motivation. The 
types of assessment tasks that we ask our students to do determine how students 
will approach the learning task and what study behaviours they will use. In the 
words of higher education scholar John Biggs, “What and how students learn 
depends to a major extent on how they think they will be assessed.” (1999, p. 141). 
Assessment plays a major role in how students learn, their motivation to learn, and 
how teachers teach. 
Assessment is used for various purposes. 
• Assessment for learning: where assessment helps teachers gain insight into 
what students understand in order to plan and guide instruction, and provide helpful 
feedback to students. 
• Assessment as learning: where students develop an awareness of how they 
learn and use that awareness to adjust and advance their learning, taking an 
increased responsibility for their learning. 
• Assessment of learning: where assessment informs students, teachers and 
parents, as well as the broader educational community, of achievement at a certain 
point in time in order to celebrate success, plan interventions and support continued 
progress. 
Assessment must be planned with its purpose in mind. Assessment for, as and of 
learning all have a role to play in supporting and improving student learning, and 
must be appropriately balanced. The most important part of assessment is the 
interpretation and use of the information that is gleaned for its intended purpose. 
Assessment is embedded in the learning process. It is tightly interconnected with 
curriculum and instruction. As teachers and students work towards the achievement 
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of curriculum outcomes, assessment plays a constant role in informing instruction, 
guiding the student’s next steps, and checking progress and achievement. Teachers 
use many different processes and strategies for classroom assessment, and adapt 
them to suit the assessment purpose and needs of individual students. 
Research and experience show that student learning is best supported when 

• Instruction and assessment are based on clear learning goals 
• Instruction and assessment are differentiated according to student learning 
needs 
• Students are involved in the learning process (they understand the learning 
goal and the criteria for quality work, receive and use descriptive feedback, and 
take steps to adjust their performance) 
• Assessment information is used to make decisions that support further 
learning 
• Parents are well informed about their child’s learning, and work with the 
school to help plan and provide support 
• Students, families, and the general public have confidence in the system 

Assessment for learning (AFL) is an approach to teaching and learning that creates 
feedback which is then used to improve students’ performance. Research shows 
that these strategies particularly help low-achieving students to enhance their 
learning. 
Five Essential Features of Assessment for Learning 
1. Coherence With the Enacted Curriculum. Assessments must be tied to the 
specific curriculum and/or learning progressions used to guide instruction. 
2. Items and Tasks that Support Deeper Thinking. 
3. Results that are at the Right Grain Size to Support Useful Feedback. 
4. Results that are Timely. 
5. Results that Inform Instruction. 
 
7.4. SELF-ASSESSMENT QUESTIONS 
 
Q1.  Explain the nature and characteristics of learning assessment. 
Q2.  Describe the basic types of learning assessment and its advantages. 
Q3.  Analyze the significance of importance of learning assessment. 
 
REFERENCES 
Types Of Assessment Of Learning (teachthought.com) 
Principles of assessment for learning / Assessment for learning / Home - 
Assessment (tki.org.nz) 
7 Types of Assessment for Improving the Learning Process – Opinion Stage 
https://www.education.vic.gov.au/Documents/childhood/providers/edcare/pracass
ess.pdf 

https://www.teachthought.com/pedagogy/6-types-assessment-learning/
https://assessment.tki.org.nz/Assessment-for-learning/Principles-of-assessment-for-learning
https://assessment.tki.org.nz/Assessment-for-learning/Principles-of-assessment-for-learning
https://www.opinionstage.com/blog/types-assessments/
https://www.education.vic.gov.au/Documents/childhood/providers/edcare/pracassess.pdf
https://www.education.vic.gov.au/Documents/childhood/providers/edcare/pracassess.pdf
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INTRODUCTION 

Serving as an alternative to traditional testing methods, performance-based 
assessment includes the problem-solving process. These assessments require a 
student to create a product or answer a question that will demonstrate the student’s 
skills and understanding. For this reason, there tends to be no single right or wrong 
answer. Instead, PBAs require students to actively participate in a task to assess 
their process. In this unit student will learn about developing performance-based 
tasks and criteria to evaluate these tasks. Strengths and weaknesses of different 
performance-based assessments have been elaborated with recommendations to 
improve these tasks.  

OBJECTIVES 
 
After reading this unit, the learners will able to: 

• understand the nature and characteristics of performance assessment  
• explain the types of performance assessment 
• construct performance task 
• develop performance criteria  
• analyze the strengths and limitations of various assessment tasks 
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8.1 NATURE OF CHARACTERISTICS 
 
Performance assessment, also known as alternative or authentic assessment, is a 
form of testing that requires students to perform a task rather than select an answer 
from a ready-made list. For example, a student may be asked to explain historical 
events, generate scientific hypotheses, solve math problems, converse in a foreign 
language, or conduct research on an assigned topic. Experienced raters--either 
teachers or other trained staff--then judge the quality of the student's work based on 
an agreed-upon set of criteria. This new form of assessment is most widely used to 
directly assess writing ability based on text produced by students under test 
instructions. 

Frey, Schmitt, and Allen (2012) posit that a meaningful, real-world task or problem 
is characteristic of performance-based assessment at some level. Referencing a 
book-length critique of standardized tests by Archbald and Newman from 1988, 
they suggest that for an assessment to be considered authentic, it must have value 
beyond the actual score or grade, indicating that the assessment task itself should 
be meaningful (Frey, Schmitt, & Allen, 2012). This suggests that assessments such 
as multiple-choice standardized tests are not authentic. Along with Archbald and 
Newman, Frey, Schmitt, and Allen (2012) cite Wiggins as early advocates for 
authentic assessments: The views of Wiggins…support a definition of authentic 
assessment as assessment that poses an intellectually interesting and personally 
meaningful problem or task. These types of assessments are realistic because the 
questions, tasks, or problems have value and interest beyond the classroom into the 
‘real world’ of students’ values, abilities, and motivations. (p. 13). 

Characteristics  

While any performance by a learner might be considered a performance task (e.g., 
tying a shoe or drawing a picture), it is useful to distinguish between the application 
of specific and discrete skills (e.g., dribbling a basketball) from genuine 
performance in context (e.g., playing the game of basketball in which dribbling is 
one of many applied skills). Thus, when I use the term performance tasks, I am 
referring to more complex and authentic performances. 

Here are seven general characteristics of performance tasks: 
 
1. Performance tasks call for the application of knowledge and skills, not just 

recall or recognition. 
  In other words, the learner must actually use their learning to perform. These 

tasks typically yield a tangible product (e.g., graphic display, blog post) or 



 

109 
 

performance (e.g., oral presentation, debate) that serve as evidence of their 
understanding and proficiency. 

2.  Performance tasks are open-ended and typically do not yield a single, 
correct answer. 

  Unlike selected- or brief constructed- response items that seek a “right” 
answer, performance tasks are open-ended. Thus, there can be different 
responses to the task that still meet success criteria. These tasks are also 

   open in terms of process; i.e., there is typically not a single way of 
accomplishing the task. 

3.     Performance tasks establish novel and authentic contexts for performance. 
  These tasks present realistic conditions and constraints for students to 

navigate. For example, a mathematics task would present students with a 
never-before-seen problem that cannot be solved by simply “plugging in” 
numbers into a memorized algorithm. In an authentic task, students need to 
consider goals, audience, obstacles, and options to achieve a successful 
product or performance. Authentic tasks have a side benefit — they convey 
purpose and relevance to students, helping learners see a reason for putting 
forth effort in preparing for them. 

4.   Performance tasks provide evidence of understanding via transfer. 
  Understanding is revealed when students can transfer their learning to new 

and “messy” situations. Note that not all performances require transfer. For 
example, playing a musical instrument by following the notes or conducting 
a step-by-step science lab require minimal transfer. In contrast, rich 
performance tasks are open-ended and call “higher-order thinking” and the 
thoughtful application of knowledge and skills in context, rather than a 
scripted or formulaic performance. 

5.  Performance tasks are multi-faceted. 
  Unlike traditional test “items” that typically assess a single skill or fact, 

performance tasks are more complex. They involve multiple steps and thus 
can be used to assess several standards or outcomes. 

6.  Performance tasks can integrate two or more subjects as well as 21st century skills. 
  In the wider world beyond the school, most issues and problems do not 

present themselves neatly within subject area “silos.” While performance 
tasks can certainly be content-specific (e.g., mathematics, science, social 
studies), they also provide a vehicle for integrating two or more subjects 
and/or weaving in 21st century skills and Habits of Mind. One natural way 
of integrating subjects is to include a reading, research, and/or 
communication component (e.g., writing, graphics, oral or technology 
presentation) to tasks in content areas like social studies, science, health, 
business, health/physical education. Such tasks encourage students to see 
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meaningful learning as integrated, rather than something that occurs in 
isolated subjects and segments. 

7.  Performances on open-ended tasks are evaluated with established criteria 
and rubrics. 

  Since these tasks do not yield a single answer, student products and 
performances should be judged against appropriate criteria aligned to the 
goals being assessed. Clearly defined and aligned criteria enable defensible, 
judgment-based evaluation. More detailed scoring rubrics, based on criteria, 
are used to profile varying levels of understanding and proficiency. 

  Corcoran, Dershimer, and Tichenor (2004) state that common characteristics 
of performance assessments should include asking students to perform, create, 
or produce something; tapping higher-level thinking and problem-solving 
skills; using tasks that represent meaningful instructional activities; 
involving real-world applications; and using human judgment in scoring. 
These characteristics typify performance assessments generally, while other 
characteristics are associated with specific forms of performance 
assessments. 

  In addition to an evident connection between teaching and assessment 
practices, performance assessments may also serve formative purposes at the 
classroom level. Oberg (2010) advocates the use of performance assessments 
as a pre-assessment alternative to the traditional paper-pencil methods to 
support teachers in their instructional planning. Pre- assessments administered 
in an authentic format can provide teachers an important glimpse not only to 
students’ prior experiences and knowledge but also to their current skills and 
interests relative to the intended learning outcomes of instruction (Oberg, 
2010). Oberg (2010) suggests that teachers consider the following guidelines 
when developing performance-based pre- assessments: 

1.  What is important about the lesson and student learning that the teacher 
wants to know   if the student knows; 

2. How students can demonstrate knowledge in a unique or non-standard way; 
3. What the criteria are for competence and mastery; 
4. How to judge student competence; 
5. How to provide feedback in a constructive manner; 
6. How to include the student within the review process; 
7. How the results will be used to guide instruction and differentiation. 
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Table 8.1 

Summary of Common Characteristics of Alternative, Performance, Authentic, and 
Portfolio Assessments Recognized by Various Researchers 

 
Measures skill or ability (Frey & 

Schmitt, 2010), clearly articulates what teachers should be teaching and what students should 
be learning, and allows for evaluation of both process and product (Lai, 2011) 

Demonstrates knowledge, skills, or behavior in a real-life context rather than 
contrived problems for the classroom setting (Oberg, 2010) Evaluates the 
effectiveness of lessons of interpersonal interactions with students or peers 
(Adeyemi, 2015) 

According to Frey and Schmitt (2010) in their empirical study, writing assignments 
(such as essays) are noted by some teachers as one of the most common forms of 
performance assessments used in classrooms. Written assessments can be 
considered performance-based when their purpose is to measure skill or ability and 
when they are subjectively scored (Frey & Schmitt, 2010). It is important to note 
that subjective scoring requires subject-specific knowledge on the part of the 
teacher to evaluate student performance 

8.2 TYPES OF PERFORMANCE ASSESSMENT 
 
• Proficiency-based or competency-based learning These terms are 
interchangeable. They refer to the practice of allowing students to progress in their 
learning as they master a set of standards or competencies. Students can advance at 
different rates. Typically, there is an attempt to build students’ ownership and 
understanding of their learning goals and often a focus on “personalizing” students’ 
learning based on their needs and interests. 
• Project-based learning Students learn through an extended project, which 
may have a number of checkpoints or assessments along the way. Key features are 
inquiry, exploration, the extended duration of the project, and iteration (requiring 
students to revise and reflect, for example). A subset of project-based learning is 
problem-based learning, which focuses on a specific challenge for which students 
must find a solution. 
• Open-ended or extended response exercises are questions or other 
prompts that require students to explore a topic orally or in writing. Students might 
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be asked to describe their observations from a science experiment, or present 
arguments an historic character would make concerning a particular proposition. 
For example, what would Abraham Lincoln argue about the causes of the Civil 
War? 

• Extended tasks are assignments that require sustained attention in a single 
work area and are carried out over several hours or longer. Such tasks could include 
drafting, reviewing, and revising a poem; conducting and explaining the results of 
a science experiment on photosynthesis; or even painting a car in auto shop. 

• Portfolios are selected collections of a variety of performance-based work. 
A portfolio might include a student's "best pieces" and the student's evaluation of 
the strengths and weaknesses of several pieces. The portfolio may also contain 
some "works in progress" that illustrate the improvements the student has made 
over time. 

• Performance task A piece of work students are asked to do to show how 
well they apply their knowledge, skills, or abilities—from writing an essay to 
diagnosing and fixing a broken circuit. A performance assessment typically 
consists of several performance tasks. Performance tasks also may be included in 
traditional multiple-choice tests. 

• Exhibition A type of performance assessment that requires a public 
presentation, as in the sciences or performing arts. Other fields can also require an 
exhibition component. Students might be required, for instance, to justify their 
position in an oral presentation or debate. 

These methods, like all types of performance assessments, require that students 
actively develop their approaches to the task under defined conditions, knowing 
that their work will be evaluated according to agreed-upon standards. This 
requirement distinguishes performance assessment from other forms of testing. 

8.3 CONSTRUCTING PERFORMANCE TASK 
 
Performance tasks enable teachers to gather evidence not just about what a student 
knows, but also what he or she can do with that knowledge (Darling-Hammond and 
Adamson 2010). Rather than asking students to recall facts, performance tasks 
measure whether a student can apply his or her knowledge to make sense of a new 
phenomenon or design a solution to a new problem. In this way, assessment 
becomes phenomenon-based and multidimensional as it assesses both scientific 
practices and content within a new context (Holthuis et al. 2018). 

https://www.nsta.org/how-design-performance-task#SS_08_B1
https://www.nsta.org/how-design-performance-task#SS_08_B1
https://www.nsta.org/how-design-performance-task#SS_08_B2
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As we move away from traditional testing, the purpose of assessment begins to 
shift. Instead of only measuring students’ performance, we also strive to create an 
opportunity for students to learn throughout the process. Not only are students 
learning more as they are being assessed, but the feedback you gain as a teacher is 
far richer than traditional assessment (Wei, Schultz, and Pecheone 2012). This 
allows teachers to gather more information about what students do and do not know 
in order to better inform meaningful next steps in their teaching. 

suggestions for constructing performance tasks: 
1)Focus on learning outcomes that require complex cognitive skills and students 
performances. 
2) Select or develop tasks that represent both the content and the skills that central 
to important learning outcomes. 
3) Minimize the dependence of task performance on skills that are irrelevant to the 
intended purpose of the assessment task. 
4) provide the necessary scaffolding for students to be able to understand the task 
and what is expected. 
5)construct task direction so that the student's task is clearly indicated. 
6)clearly communicate performance expectations in term of the scoring rubrics by 
which the performance will be judged. 
1) focus on learning outcomes.....: 
- tasks should be selected in light of learning outcomes. 
- used to asses learning outcomes that they are not adequately measured by less-
consuming approaches.  
scoring rubrics and rating scales: set of guidelines for the application of 
performance criteria to judge the performance of the students: we have two kinds 
holistic analytic 
 
8.4 PERFORMANCE CRITERIA 
 
Step 1: Unpack the performance expectation 
 
The first step of designing a performance task is to unpack the performance 
expectation (PE). “Unpacking” means that your performance task 
assesses what you want it to assess. 
Step 2: Identify a rich and authentic phenomenon 
The second step is to identify a rich and authentic phenomenon or an engineering 
problem that fits the performance expectation you are trying to assess. 
Step 3: Develop prompts 

https://www.nsta.org/how-design-performance-task#SS_08_B4
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The next design step is to develop prompts—questions or instructions—that focus 
on the phenomenon. 
Step 4: Create scoring guides 
Upon drafting a performance task, the next step is to create a scoring guide that 
includes rubrics that clearly assess the three dimensions of the phenomenon. When 
writing rubrics, we first need to identify the dimensions addressed in the 
prompt. 
Step 5: Pilot, score, and revise 
Step 5 is often skipped due to time constraints, but it is the most essential. Piloting 
the task with students at the appropriate grade level and scoring student responses 
will help you identify prompts and rubrics that need to be revised. we need our 
expectations to be as clear and explicit as possible to give every student the best 
opportunity for success. 
 
Writing Rubrics  
 
A rubric is a ser of descriptive guidelines used to assess and give scores to student 
work. Complex rubrics come with boxes and descriptors for each level.  
A typical complex rubric: 
• Contains a scale of possible points and lor categories to be assigned for varying 

degrees of mastery or quality.  
• States the different traits or criteria to be examined in the product or 

performance.  
• Provides Pointers for assessing each of the traits and finding the right place on 

the scoring scale to which a particular student's work corresponds. Students 
should know exactly what the criteria and rubrics are, and teachers ought to be 
teaching directly to these criteria if the outcomes inherent in the task are 
worthwhile. Criteria cards can be included as one of the items in the rubric. 
With gifted and other high ability students, always include an extension column 
in your rubric. This indicates that there is more they can do and learn the specific 
assignment requires. A good rubric helps teachers grade all types of products 
and performances more fairly since rubrics require teachers to be much more 
precise about what their expectations are. Rubrics give students an 
understanding of the meaning behind the grade. Rubrics can be developed by 
the teacher or by the students themselves.  

Developing the rubric is a great way to show students what makes an excellent 
product or performance. 
A generalized example of a scoring scale with performance levels and standards is 
as follows: 1 =The learning activity I project was attempted, but it was not done 
correctly or completely. 2 = The learning activity I project was worked on, but it 
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needs redirection, more detail, more information or different strategies and 
approaches.  
3 = For the most part, the learning activity I project was completed. Minor problems 
remain. 4 = The learning activity I project was fully accomplished and done well.  
5 =The learning activity I project was fully achieved and extended beyond the 
requirements or standards. 
 In this scale, 5 is especially important for gifted and high achieving students who 
always get A's on assignments without putting forth much effort. This challenges 
them to think and learn at a level appropriate for them. 
  
Guidelines for a Good Rubric:  
 

1.  Is understandable to the student  
2.  Can be used by the student as a guide for doing quality work  
3.  Challenges students to go beyond expectations or standards  
4.  Can be used by the teacher to grade coherently and fairly  
5.  Can be used to defend the grade if questioned by a student or parents. 
 

8.5 STRENGTHS AND LIMITATIONS OF PERFORMANCE 
ASSESSMENT 
 
1. Standardized Exams (Commercial)  
Advantages  

• Convenient  
• Can be adopted and implemented quickly.  
• Reduces or eliminates faculty time demands in instrument development and  
• grading.  
• Are scored objectively.  
• Provide for external validity.  
• Provide reference group measures.  
• Can make longitudinal comparisons.  
• Can test large numbers of students.  

2. Disadvantages  
3. Measures relatively superficial knowledge or learning.  
4. Unlikely to match the specific goals and objectives of a program/institution  
5. Norm-referenced data may be less useful than criterion-referenced.  
6. May be cost prohibitive to administer as a pre- and post-test.  

• More summative than formative (may be difficult to isolate what changes are 
 needed).  

• Norm data may be user norms rather than true national sample.  
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• May be difficult to receive results in a timely manner. 
  
Recommendations  
 
• Must be selected carefully based on faculty review and determination of  
 match between test content and curriculum content.  
• Request technical manual and information on reliability and validity from 
publisher.  
• Check with other users.  
• If possible, purchase data disk for creation of customized reports.  
• If possible, select tests that also provide criterion-referenced results.  
• Check results against those obtained from other assessment methods.  
• Embedding the test as part of a course’s requirements may improve student  
 motivation.  

3. Locally Developed Exams  

Advantages 
  
• Can be tailored to match program and institutional objectives.  
• Specific criteria for performance can be established in relation to the curriculum.  
• Can be used to develop locally meaningful norms.  
• Can obtain results more quickly.  
• Cheaper than commercial exams.  
• Easier to use in a pre- and post-test approach.  
• May be embedded in specific course.  
 
Disadvantages 
  
• Complex and time consuming to develop psychometrically valid exams.  
• More costly in time and effort.  
• Requires considerable leadership and coordination.  
• May hinder curriculum change if it means that exam would have to be  
revised.  
• Vulnerable to student theft and distribution.  
• Results not can not be generalized beyond the program or institution.  
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Recommendations 
  
• Development requires strong cooperation by program faculty.  
• Use on-campus experts to assist with test construction and validation.  
• Include outside experts and stakeholders in development and grading  
process.  
• Consider embedding within a course common to all students in the program.  
• Check results against those obtained from other assessment methods.  
 
3. Performance Measures  
Types  
• Essays  
• Oral presentations  
• Oral exams  
• Exhibitions  
• Demonstrations  
• Performances  
• Products  
• Research papers  
• Poster presentations  
• Capstone experiences  
• Practical exams  
• Supervised internships & practicums 
  
Advantages  
 
• Can be used to assess from multiple perspectives  
• Using a student-centered design can promote student motivation  
• Can be used to assess transfer of skills and integration of content  
• Engages student in active learning  
• Encourages time on academics outside of class  
• Can provide a dimension of depth not available in classroom  
• Can promote student creativity  
• Can be scored holistically or analytically  
• May allow probes by faculty to gain clearer picture of student understanding or 
though  processes  

• Can provide closing of feedback loop between students and faculty  
• Can place faculty more in a mentor role than as judge  
• Can be summative or formative  
• Can provide an avenue for student self-assessment and reflection  
• Can be embedded within courses  



 

118 
 

• Can adapt current assignments  
• Usually the most valid way of assessing skill development  
 
Disadvantages 
  
• Usually the mostly costly approach  
• Time consuming and labor intensive to design and execute for faculty and  
students  
• Must be carefully designed if used to document obtainment of student  
learning outcomes  
• Ratings can be more subjective  
• Requires careful training of raters  
• Inter-rater reliability must be addressed  
• Production costs may be prohibitive for some students and hamper reliability  
• Sample of behavior or performance may not be typical, especially if  
observers are present 
  
Recommendations  
 
• Can be intimidating to students  
• Develop specific, measurable criteria for observing and appraising  
• When possible, use criterion-referenced rating approach instead of simple  
checklists  
• Develop rubrics for greater consistency between raters  
• Must clearly articulate expectations to students prior to initiation and provide  
models or performance criteria  
• Consider possible award strategies for enhancing student motivations (best  
of show, etc)  
• Performances could be videotaped  
• If possible, base assessment on range of products or performances instead of  
on single items  
• All raters should be trained and inter-rater reliability checked  
• Consider training peers, alumni, and community members as raters  
Capstone Experiences  
• “A well thought-out project that is comprehensive in nature and allows students 
to demonstrate a range of abilities.” (Palomba & Banta, 1999)  
• Need to be carefully planned to provide useful information for assessment of 
specific learning outcomes and cap off a student’s college experience  
• Can be designed to provide information about SLOs related to the major and 
general studies  
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• Should be designed and evaluated by all of the program’s faculty and not just 
course instructor  
• May be a specific requirement outside of a course or as part of a designated 
capstone course  
• Capstone course could also be used to administer standardized or locally 
developed exams or surveys  
• Clarify effect of student’s grade and/or graduation eligibility (be aware of issues 
associated with high stakes assessments) 
  
4. Surveys & Questionnaires (students, alumni, employers, public)  
Potential Advantages 
  
• Easy to administer  
• Can cover a variety of topics in a brief amount of time  
• Helps to establish relationship with stakeholders  
• Easier to communicate results to stakeholders  
• Can be used to gather information from individuals who would be difficult to 
include in other assessment methods  
• Demonstrates concern about gathering feedback/information 
  
Potential Disadvantages 
  
• Information on student learning (perception and opinion) considered to be indirect 
data  
• Good surveys and questionnaires are difficult to develop  
• Voluntary participation may result in biased results  
• Forced-response choices may not allow individuals to respond as they wish  
• Low response rate 
  
Recommendations 
  
• Pilot all instruments  
• Use as a supplement to direct methods of assessment  
• Include open-ended items with forced-choice response surveys 

4. Portfolios  

Types of Portfolios  
• Learning Portfolios  
• Assessment Portfolios  
• Marketing Portfolios  
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• Job Portfolios  
• Showcase Portfolios  
• Performance Portfolios  
• Personal Portfolios  
• Proficiency/Competency Portfolios  
• Process Portfolios  
• Developmental Portfolios  
• Hybrid Portfolios 
  
Potential Advantages  
 
• Shows sophistication in student performance  
• Illustrates longitudinal trends  
• Highlight student strengths  
• Identify student weaknesses for remediation, if timed properly  
• Can be used to view learning and development longitudinally  
• Multiple components of the curriculum can be assessed (e.g. writing, critical 
thinking, technology skills)  
• Samples are more likely than test results to reflect student ability when planning, 
input from others, and similar opportunities common to more work settings are 
available  
• Process of reviewing and evaluating portfolios provide an excellent opportunity 
for faculty exchange and development, discussion of curriculum goals and 
objectives, review of criteria, and program feedback  
• May be economical in terms of student time and effort if no separate assessment 
administration time is required  
• Greater faculty control over interpretation and use of results  
• Results are more likely to be meaningful at all levels (student, class, program, 
institution) and can be used for diagnostic and prescriptive purposes as well  
• Avoids or minimizes test anxiety and other one-shot measurement problems  
• Increases power of maximum performance measures over more artificial or 
restrictive speed measures on test or in-class sample  
• Increases student participation (selection, revision, and evaluation) in the 
assessment process  

• Could match well with Morningside’s mission to cultivate lifelong learning  
• Can be used to gather information about students’ assignments and  
experiences  
• Reflective statements could be used to gather information about student 
satisfaction 
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Potential Disadvantages  
 
• Portfolio will be no better than the quality of the collected artifacts  
• Time consuming and challenging to evaluate  
• Space and ownership challenges make evaluation difficult  
• Content may vary widely among students  
• Students may fail to remember to collect items  
• Transfer students may not be in the position to provide complete portfolio  
• Time intensive to convert to meaningful data  
• Costly in terms of evaluator time and effort  
• Management of the collection and evaluation process, including the establishment 
of reliable and valid grading criteria, is likely to be challenging  
• May not provide for externality  
• If samples to be included have been previously submitted for course grades, 
faculty may be concerned that a hidden agenda of the process is to validate their 
grading  
• Security concerns may arise as to whether submitted samples are the students’ 
own work or adhere to other measurement criteria  
• Must consider whether and how graduates will be allowed continued access to 
their portfolios  
• Inter-rater reliability must be addressed 
 
Recommendations  
 
• Clear expectations about the purpose and collection responsibilities will help 
students succeed in using the portfolio method. The works that student select will 
be more satisfying if the student can compare to established criteria. If the faculty 
wants student portfolios to represent student development over time, they will need 
to be scrupulous about setting forth  
the performance demand of collecting and examining works throughout the 
student's career.  
• The success of the portfolio may be enhanced when students reflect on how all 
the pieces work together to express their learning or meet department criteria.  
• Consider having portfolios submitted as part of course requirements, especially a 
capstone course at the end of a program  
• Use portfolios from a representative sample of students rather than having all 
students participate (this approach may save considerable time, effort, and expense 
but be problematic in other ways)  
• Develop specific, measurable criteria for observing and appraising  
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• When possible, use criterion-referenced rating approach instead of simple 
checklists  
• Develop rubrics for greater consistency between raters  
• Have more than one rater for each portfolio, establish inter-rater reliability 
through piloting designed to fine-tune rating criteria  
• Provide training for raters and check inter-rater reliability  
• Recognize that portfolios in which samples are selected by the student probably 
represent their best work rather than typical work  
• Cross-validate portfolios with more controlled student assessments for increased 
validity  
• The conceptual framework for a student learning portfolio needs to be  
based on  
(1) agreed upon student learning goals and objectives,  
(2) consideration of what faculty want to learn from the portfolios, and  
(3) consideration of what students should learn from the process. 
 
8.6. SELF ASSESSMENT QUESTIONS 
 
Q1. Explain the strengths and weaknesses of performance-based assessment. 
Q2. Explain the types of performance assessment. 
Q3. Elaborate the nature and characteristics of performance assessment 
Q4. Construct performance task and develop its scoring criteria. 
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INTRODUCTION 

Assessments should reveal how well students have learned what we want them to 
learn, while instruction ensures that they learn it. For this to occur, assessments, 
learning objectives and instructional strategies need to be closely aligned so that 
they reinforce one another. Popular instructional strategies include cloze reading, 
cooperative learning, hands-on learning activities, scaffolding, group instruction, 
self-assessment, thematic instruction, and word walls. New instructional strategies 
are being developed and implemented in classrooms. Teachers must be equipped 
with a well-rounded arsenal of effective instructional strategies to maximize their 
effectiveness and to increase student learning opportunities keeping the diversity of 
learners in mind. In this unit, the learners will be oriented about the different E-
assessment techniques.  

OBJECTIVES 
 
After reading this unit, the learners will be able to: 

• know about the latest trends in instructional practices  
• understand the research based instructional strategies 
• analyze the instructional strategies for diverse learners 
• use electronic resources for managing assessment of students  
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9.1 RESEARCH BASED INSTRUCTIONAL STRATEGIES 
 
A key component of quality education is the use of teaching strategies that have 
extensive research evidence for their effectiveness. A review and analysis of four 
major sources of evidence-based practice – Best Evidence Encyclopedia (n.d.), 
What Works Clearinghouse (Institute of Education Sciences n.d.), Teaching and 
Learning Toolkit (Social Ventures Australia n.d.), and Hattie’s (2009) syntheses of 
meta-analyses – have revealed that there is a consistent consensus for the 
effectiveness of eight strategies, all of which can be directly implemented by 
teachers, from early childhood through secondary education. It is therefore 
proposed that these eight evidence-based strategies are key to improving student 
outcomes and that all teachers should learn how to use them effectively (Hornby, 
Pilgrim & Greaves, 2019). 
The eight key strategies are: cooperative learning, peer tutoring, direct instruction, 
metacognitive strategies, formative evaluation, functional behavioural analysis, 
student-teacher rapport and parental involvement. 
  
Cooperative Learning 
 
Cooperative learning is defined in terms that exclude simply working in small 
groups, in order to make it clear that not all group work constitutes cooperative 
learning. What makes cooperative learning different from other types of group 
work is its two fundamental elements – individual accountability and positive 
interdependence. Individual accountability is present when the performance of each 
student is assessed and the results provided to the group and the individual. It 
requires that every member of the group is accountable for completing tasks so that 
no one can ‘hitchhike’ on the work of others. When students are clear about their 
individual accountability they are more likely to feel motivated to learn and to 
actively participate. Therefore, students in cooperative learning groups are likely to 
make more effort and take greater responsibility for their learning, since they are 
clear that their contribution to teamwork can be individually identified and assessed 
(Brown & Thomson 2000). Positive interdependence is present when students 
perceive that they can reach their learning goals if, and only if, the other students 
in their group also reach their goals. It involves linking students together so one 
cannot succeed unless all group members succeed. Incorporation of positive 
interdependence into group work typically results in mutual support and 
cooperation among group members. Positive interdependence also increases the 
quantity and quality of peer interaction and creates a supportive, and less stressful, 
learning environment. Cooperative learning strategies have extensive research 
evidence supporting their effectiveness and have been used in a variety of 
classrooms with a wide range of age groups. Cooperative learning provides a 
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treasure trove of strategies that have been found to be effective in facilitating 
optimum learning outcomes, such as Jigsaw, Think-Pair-Share, and Numbered 
Heads Together, as well as many others (see Aronson & Patnoe 1997; Brown & 
Thomson 2000; Johnson & Johnson 1992; Kagan 1994; Slavin 1995). 
 
Peer Tutoring 

Peer tutoring, also referred to as ‘peer assisted learning’ or ‘peer mediated 
instruction’, is a technique that can be used with individual students, small groups 
of students, or as a class-wide strategy. It involves students acting as tutors to others 
on a one-to-one basis under the supervision of a teacher. The format for peer 
tutoring varies from highly structured with training for tutors and prescribed 
procedures, through semi-structured tutoring with guidance from teachers, to 
unstructured peer tutoring in which the procedures followed by tutors are not set by 
teachers. There are also many types of peer tutors including older tutor to younger 
child, more able tutor to less able child, and less able child as tutor to younger child. 
The effectiveness of peer tutoring has been demonstrated in many studies. It enables 
students to receive individual attention on a level beyond that which class teachers 
can typically provide, and to receive frequent and immediate feedback on their 
progress, as well as positive reinforcement for their efforts from role models with 
whom they feel comfortable (Hornby, Atkinson & Howard 1997). Peer tutoring has 
been used to support learning across a wide range of curriculum areas and has been 
found to facilitate both cognitive and social gains, including improvements in 
academic achievement, for a diversity of learners, in a wide range of subjects, 
including literacy, numeracy, language arts, science, social studies, and physical 
and health education. In addition to academic gains, peer tutoring also brings about 
improvements in social behaviour and attitudes of the students involved, thereby 
improving the social climate of the classroom (see Goodlad & Hirst 1989; Topping 
2005). 

Direct Instruction 
 
Direct Instruction is more a teaching model than an elaborated program for 
teaching, say, reading or mathematics. The teaching practices it involves are 
teacher-directed. It emphasises the use of individual or small group face-to-face 
instruction by teachers using carefully designed lessons where skills to be taught 
are broken down into small steps, sequenced deliberately, and taught explicitly (see 
Adams & Engelmann 1996; Carnine 2006; Rosenshine 2008). Hattie (2009) 
outlines the seven steps involved in implementing Direct Instruction: 
1.  Teachers clarify their learning intentions, that is, consider the specific 

knowledge, understanding or skills that students will learn. 
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2. Teachers establish clear criteria for evaluating whether learning goals are 
achieved. 

3.  Teachers build engagement and commitment of students to focus attention 
on the learning task. 

4.  Teachers provide input, such as information needed, then model the task 
through use of examples, and check for understanding by making sure that 
students can do it correctly. 

5.  Teachers provide individual feedback and remediation as necessary. 
6.  Teachers review and clarify key points. 
7.  Teachers ensure students practice the new learning in different situations in 

order to facilitate generalization to different contexts. 
 
Metacognitive Strategies 
 
Metacognitive strategy training involves explicit teaching and coaching of students 
in thinking skills that will allow them to improve their own learning. Teachers who 
teach using metacognitive strategies can positively impact students by helping them 
to acquire new information and skills more efficiently (Hornby 2014; Salend 2011). 
Three of the most extensively researched metacognitive strategies that can be 
implemented in classrooms with students of all ages are outlined below. 
Study skills 
The teaching of study skills typically focuses on the learning of skills to do with 
planning, monitoring and evaluating progress. This includes skills such as note-
taking, summarizing, organization, using checklists, as well as learning various 
strategies for improving memory such as rehearsal and mnemonics (see Mitchell 
2014). 
 
Concept Mapping 
 
Concept mapping is a strategy that can be used in all curriculum areas to 
demonstrate the relationships between ideas. Other terms for concept mapping are 
‘semantic mapping’ and ‘graphic organizer’. As these strategies build on prior 
knowledge, and are active forms of learning, they are very effective teaching tools. 
Concept mapping is particularly useful at the start of a lesson in order to set out the 
concepts and vocabulary involved in the subject to be taught (McLeskey, 
Rosenberg & Westling 2013). 
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Reciprocal Teaching 
 
Reciprocal teaching utilizes the skills of summarizing text, generating questions, 
clarifying and predicting. Each of these strategies is used as a means of aiding 
students to construct meaning from text as well as a means of monitoring their 
reading, for example, to ensure they understand what they are reading. It is also a 
way of ensuring that students who do not normally take a lead in a small group 
situation have a chance to do so, as leadership is shared in the group with students 
taking turns. Reciprocal teaching also enhances students’ social skills (see Kelly, 
Moore & Tuck 1994; Palincsar & Brown 1984). 
 
Formative Evaluation  
 
Hattie (2009) considers that providing formative evaluation, including assessment 
and feedback, is one of the most effective strategies for increasing students’ 
achievement. Formative evaluation is a strategy in which information is collected 
on students’ learning to provide frequent feedback to learners and to adjust teaching 
strategies as necessary, in order to optimize learning. The main purpose of 
providing feedback is to motivate learners by informing them how well they have 
done and by showing them how they can improve. To achieve these goals, feedback 
should be: timely; explicit; focused on strategy use rather than on the learner’s 
ability; adjusted to the complexity of the task; provided in manageable units; and 
easy for learners to implement. Effective feedback must answer three major 
questions asked by a teacher or by a student, namely: What is the goal? What 
progress is being made toward the goal? What activities need to be undertaken to 
make better progress? (Hattie & Timperley 2007). Formative evaluation provides 
direction for teachers in their work with individuals and small groups of students. 
By assessing where students are at initially, and examining the gaps in students’ 
knowledge, teachers can plan the most appropriate activities to facilitate learning. 
Assessing how students are progressing after teaching interventions will direct the 
next learning steps so that continued feedback and evaluation can indicate progress 
and provide information about subsequent teaching (see Clark 2012; Hattie & 
Timperley 2007; Mitchell 2008). 
  
Functional Behavioral Analysis 
  
Functional Behavioral Analysis is an approach to behavior management that can be 
used with individual students, small groups and whole classes. It can be used to 
effectively change problem behavior in mainstream classrooms and has also been 
shown to be applicable to students in special classes or special schools (Sugai & 
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Horner 2002). Functional Behaviour Analysis provides a means to examine 
behavioural interactions and plan interventions. It involves: conducting 
observations and collecting data on behaviours; using that data to plan interventions 
for difficult behaviour; choosing interventions appropriate for the student, teacher 
and context; as well as ensuring the maintenance and generalisation of positive 
behaviour changes. A functional analysis of behaviour typically includes: an 
observable and measurable description of the problem behaviour; identification of 
background variables and trigger situations that predict when behaviours will 
occur; identification of possible consequences to maintain or reduce the rate of 
problem behaviours; the development of hypotheses that explain the causes of 
behaviours; and the collection of observational data in order to hypothesise (see 
Coffey & Horner 2012; Scott & Kamps 2007).  
 
Student-teacher Rapport  
 
The relationships that teachers establish with individual students and groups of 
students in classrooms is a critical element in the effectiveness of their teaching, 
and thereby, of the quality of education that students receive (Den Brok, 
Brekelmans & Wubbels 2004). Therefore, establishing rapport with students is a 
key evidencebased practice and is an important focus for teachers. In order to build 
rapport with students, teachers need to embody the key attitudes noted by Rogers 
(1983) as essential for facilitating constructive relationships, that is, genuineness, 
respect and empathy. They should be genuine and come across as real people with 
their own feelings and concerns. They should respect students’ views and not be 
judgmental. They should be empathic in understanding and taking into account 
students’ perspectives and behaviours. In order to develop such relationships, 
teachers need to implement a range of interpersonal skills (see Hornby, Hall & Hall 
2003). They need to use listening skills, especially paraphrasing, passive listening 
and active listening, as well as interpersonal skills, such as providing constructive 
feedback, soliciting feedback, handling criticism, conflict resolution and problem 
solving. Teachers also need to use skills such as reflecting and clarifying; 
interaction skills, such as moderating and consensus taking; and skills such as 
probing and confronting. These skills are useful in leading class-wide group 
strategies, like Circle Time (Canney & Byrne 2006; Mosely 1996) or 
developmental group work, in order to create a caring and respectful ethos in the 
classroom and help establish positive relationships with and between students. 
  
Parental Involvement  
 
Facilitating parental involvement, both at school and at home, has been found to be 
an effective strategy for improving educational achievement. Effective parental 
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involvement requires a partnership between teachers and parents that includes the 
sharing of expertise in order to provide the optimum education for children. When 
such partnerships are developed, effective collaborative working relationships 
between teachers and parents can be established (Epstein 2001; Jeynes 2005). The 
model for parental involvement that was developed by Hornby (2011) provides 
teachers with a framework for working with parents. The model makes teachers 
aware of addressing parents’ needs and of acknowledging the various ways that 
parents can contribute to the education of their children. Areas of potential parental 
contributions include: providing information on their children; collaborating with 
teachers; acting as a resource; and helping with policy formation. Aspects of 
parental needs include: establishing effective communication with schools; liaising 
with teachers; parent education; and accessing support. In order to implement such 
models, teachers need to develop effective practical strategies for working with 
parents. These include conducting effective parent-teacher meetings and 
communicating with parents in written forms through newsletters, notes sent home, 
home-school diaries, and progress reports. It also includes use of telephone 
contacts, text messages and email, as well as when necessary, making home visits 
(Hornby 2011).  
 
9.2 INSTRUCTIONAL STRATEGIES FOR DIVERSE LEARNERS 
 
Educational research directed at working with diverse learners is replete with 
studies identifying best practices for closing the achievement gaps that persist by 
race/ethnicity, socio-economics, language, and disability. Fortunately for 
practitioners, there is considerable agreement on the practices that improve the 
academic performance of groups of students who have traditionally demonstrated 
lower levels of achievement than their white, Asian American, and more affluent 
peers. These best practices may be categorized into four broad bands of strategies 
that include:  
1)  demonstration of high expectations,  
2)  implementation of culturally relevant instruction,  
3)  establishment of caring relationships, and  
4)  effective parent and community involvement. 
 
1) DEMONSTRATION OF HIGH EXPECTATIONS 
  
Expectations are internal processes that arise from our belief systems and values. 
The research on working with diverse students cites low teacher expectations as a 
major contributor to the achievement gap. Educators must be willing to explore our 
beliefs, attitudes, and assumptions that lead to low expectations and accept 
responsibility for the influence they have on student learning.  
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1.  Students are taught challenging, rigorous curriculum in ways that capitalize 
on the strengths of their learning style.  

2.  Students receive praise for their effort to foster motivation to and 
responsibility for their own learning.  

3.  Talk in the school reflects the belief that “all children can learn to high 
levels.” Children are believed to be “at-promise,” not at-risk.  

4.  Teachers demonstrate persistence in their efforts to help students meet 
standards by changing instructional approaches to meet the needs of each 
student.  

5.  Teachers provide equitable opportunities for students to respond and 
participate.  

6.  Provide ample wait time for thinking and responding.  
7.  Teachers provide specific and timely feedback to students about their work. 
8.  Students are asked high-level, open-ended questions that require them to 

interpret, analyze, synthesize, and evaluate 
  
2) IMPLEMENTATION OF CULTURALLY RELEVANT 
  INSTRUCTION  
 
Shade, Kelly, and Oberg (1997) suggest that culturally responsive instruction is not 
just the educational soup du jour and cannot be dismissed as “just good teaching.” 
References to culturally relevant instruction are a mainstay in the research on 
strategies for closing the existing achievement gaps by race/ethnicity. Culturally 
relevant instruction includes: using the language and understandings that students 
have acquired in their families and communities to bridge the gap between what 
students know and are able to do and what they need to learn in school.  
•  incorporating the everyday issues and concerns of families and the 

community into curriculum and instruction.  
•  actively engaging students in the learning process.  
•  using equitable grouping practices.  
1.  Cooperative learning Research has consistently endorsed the use of 

structured cooperative learning as a major strategy for teaching in diverse 
learning environments. Cooperative learning provides learners with 
essential opportunities to use language in meaningful, purposeful, and 
interesting ways, build self-esteem and self-confidence, and develop 
academic, communication, and social skills.  

•  The classroom arrangement facilitates collaborative learning between 
students.  

•  Grouping practices are organized in a variety of ways including mixed 
academic achievement, interest, language, project, language, and 
friendship.  
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•  Small group work is structured to so that students need to be concerned 
about the learning of all group members as well as themselves. Groups are 
expected to help and encourage their members to master academic content.  

•  Each student in the group is individually accountable for their learning.  
•  Explicit collaborative skill instruction occurs regularly and groups 

consistently process how effectively they work and learn together.  
2. Capitalize on the funds of knowledge in families and the community School 
practices often underestimate and disregard what Hispanic students are able to 
demonstrate intellectually in schools by not recognizing and mobilizing students’ 
funds of knowledge. Funds of knowledge refer to the practical and intellectual 
knowledge and skills found among the social networks in students’ homes and 
communities. When this knowledge is untapped and used to plan and deliver 
instruction, it becomes a social and intellectual resource for teachers.  
•  School staff learns about the cultural norms and family history that 

influence students’ learning and behavior in school.  
•  Stories, both students’ own and those of professional authors, are shared 

frequently.  
•  The principles, theories, and concepts taught in schools use information, 

illustrations and examples from students’ cultures.  
•  Culturally meaningful instructional materials, including print material in 

Spanish, are used. Print media written by and about Hispanic peoples are 
available and used in instruction.  

•  Learning activities are connected to students’ family and community 
experience.  

3.  Instructional conversations Instructional conversations are extended 
dialogues between teachers and students for the purpose of developing students’ 
language and thinking skills and to guide the learning process. These interactive 
discussions provide teachers with essential opportunities to know students, assess 
their learning, and to contextualize instruction to meet students’ academic needs 
and base of experience.  
•  Teachers spend as much or more time questioning, cueing, and prompting 

students to respond than explaining.  
•  Teachers emphasize dialogue/communication in second language learning.  
•  All students are included in instructional conversations.  
•  English language learners receive comprehensible input through the use of 

visuals, gestures, manipulatives, graphic organizers, and other concrete 
materials.  

•  Teachers repeat, rephrase, and/or paraphrase important concepts and 
directions.  

4.  Cognitively guided instruction In effective classrooms students’ 
sense of autonomy and efficacy are developed through explicit instruction on 
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cognitive strategies. Teaching cognitive strategies scaffolds instruction for students 
and enables them to self-monitor learning and to know how to navigate successfully 
through difficult learning situations.  
•  Reciprocal teaching is used to promote students’ comprehension and to 

monitor their own thinking and learning.  
•  Teacher use “think aloud” often to model metacognitive thinking for 
students.  
•  Teachers consistently model cognitive strategies and insist that students 

practice them until they can apply them in novel situations.  
•  Students are taught before, during, and after reading strategies in all content 

areas to help them master academic material.  
5. Technology-enriched instruction In technology -enriched instruction 
teachers use multimedia and other technology to facilitate student learning through 
active engagement. Multimedia facilitates auditory skill development of English 
language learners by integrating visual and auditory input.  
•  Web-based picture libraries are used to provide visual input of content 
material.  
•   Digitized books are used to allow students to request pronunciations and 

translations. 
  
3) ESTABLISHMENT OF CARING RELATIONSHIS  
 
“No significant learning can occur without a significant relationship.” Caring 
relationships between teachers and students are not a frill,, but integral to academic 
success. In effective classrooms the strengths of every student are recognized, 
respected, and valued as students and teachers share the roles of expert, researcher, 
teacher, and learner.  
•  Students and families believe they are treated fairly by the school staff.  
•  New immigrant students are carefully paired with a “buddy” who can help 

them navigate their new school environment.  
•  Teachers express a personal interest in students’ outside activities.  
•  Students have many opportunities to interact with positive role models.  
•  Cross-age and peer tutoring programs support student success in school.  
•  Mentoring programs are in place to build a sense of personal efficacy and 

community connection.  
•  Leadership is shared among students in collaborative learning activities. 
•  Students have access to and encouragement to participate in extra- and co-

curricular activities in the school.  
•  Staff meets with parents to learn as much as possible about the new students.  
•  Routines and procedures are clear and consistent.  
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4)   PARENT AND COMMUNITY INVOLVEMENT 
 
Parent and community involvement in schools has long been linked as having a 
positive effect on student achievement. Recent studies indicate that effective home-
school partnerships increase grades, test scores, attendance, graduation rates, post-
secondary enrollments, and homework completion.  
1.  Staff recognizes that parents’ may view their role in their children’s 

education differently than the school.  
2.  School programs, events, and meetings are communicated to parents in a 

variety of ways. and accessible to parents.  
3.  Staff communicates with parents in culturally appropriate ways.  
4.  Parents understand school expectations and are equipped with the tools and 

resources needed to support their children’s academic achievement.  
5.  Parents are included in their children’s academic counseling.  
6.  Prevention and intervention programs are co-created by the school and 

those for whom the program is being implemented.  
7.  Parents are provided with frequent feedback about their children’s progress.  
8.  Staff makes one-on-one connections with parents to develop personalized 

relationships with families.  
9.  Schools work through community centers, churches, and key community 

members to help parents understand the education process 
 
9.3  E- ASSESSMENT 
 
An e-learning assessment is the process of assessing or documenting, in measurable 
terms, a person’s knowledge, skills, and attitudes, via an online method. 
Assessments are used in e-learning courses as a way for an instructor or manager 
to identify how well a learner has understood course content. Assessments also help 
learners gauge their own knowledge and learning progress. 
You should refrain from designing assessments “for the fun of it” or adding them 
in at random. Only incorporate assessments when necessary or when there’s a clear 
instructional purpose. Assessments are often required to demonstrate, sometimes to 
a third party or auditor, that an individual has reached a certain level of ability. 
Sometimes they’re required as part of a qualification or certification program, or 
are mandated by corporate policy or even by law. 
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Types of E-Assessment  

There are a variety of e-learning assessment types. Some of the more popular ones 
include: 

Multiple-choice 
This oft-used assessment method can have single or multiple correct answers. You 
may want to use multiple choice questions when there’s a clear and correct option, 
as well as some viable alternatives. For example, you may test a learner’s ability to 
apply knowledge by presenting possible responses to a real-life situation. 

True/False 
If you’re testing knowledge that has a very clear and definitive answer, true/false 
questions are a great option. Material that works well for true/false-style 
assessments includes facts, legislation, and policies. When there’s only one clear 
answer, learners can respond quickly. Plus, true/false questions are easily graded. 

Drag and Drop 
Drag-and-drop questions let learners sort, rank, and group options instead of just 
picking them. This question format prompts learners to interact with objects on a 
screen, because they need to select one option and drag it to another part of the 
screen. If you’d like learners to identify the steps in a process or a specific sequence 
or timeline of events, drag-and-drop questions are a great option. 

Filling the Blank 
Use fill-in-the-blank questions when you want learners to directly recall specific 
facts. When the answer isn’t listed anywhere on the screen, learners have to 
remember it without any prompting. When using fill-in-the-blank questions, keep 
in mind that you’ll likely need to allow for more than one correct answer and for 
misspelled words and synonyms. 
 
Matching 
Consider matching exercises to assess a learner’s ability to remember facts and the 
relationships between specific terms or objects. Be sure to provide clear 
explanations for how to answer matching questions, and keep in mind that when 
using matching questions, learners are using recognition (to recognize the answer 
on the screen) versus recall (remembering the answer without any prompting). 
While these are some of the most common e-learning assessment types, there are 
many more you can explore. Check out your e-learning authoring tool to see what 
it offers. It’s a good idea to use a variety of question types to keep things interesting 
to learners. Also, be sure to use question types best suited to the knowledge you 
want to test. 
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9.4 ROLE PLAY 
 
Role play as a teaching and learning strategy involves one or more students acting 
a part in which they pretend to be someone or something other than themselves. 
Learning activities include formal, scripted activities, free-flowing or simulated 
(Killen, 2009). 
Role playing is a way of working through a situation, a scenario, or a problem by 
assuming roles and practicing what to say and do in a safe setting. This kind of 
learning experience has several benefits and advantages when it's implemented 
skillfully by a good trainer or teacher. Instructors can supplement their teaching 
methods with role playing in any context where it seems relevant. Even rehearsals 
of personal situations through role playing with a trusted friend can provide 
beneficial learning opportunities. Let's look at some of the benefits of adding role 
playing to other instructional methods. 
In role-playing the student is representing and experiencing a character known in 
everyday life (Scarcella and Oxford, 1992). The use of role-playing emphasizes 
personal concerns, problems, behavior, and active participation (Silver & Silver, 
1989). It improves interpersonal skills (Teahan, 1975), improves communication 
skills (Huyack, 1975), and enhances communication (Ettkin & Snyder, 1972). The 
role-playing approach can be used in a variety of settings, including the classroom. 
The principle behind role-playing is that the student assumes a particular 
personality of a different person, such as a historical character. According to Jones 
(1982), students “must accept the duties and responsibilities of their roles and 
functions, and do the best they can in the situation in which they find themselves.” 
One possible use of role-playing might be to introduce a topic, using the students’ 
background knowledge (schema) to introduce and interest them in a new unit of 
study (Lloyd, 1998).  
But probably more often, role-playing is used as a strategy in which students use 
their background knowledge in addition to acquiring new information about the 
character in order to better play the role (Lloyd, 1998). Skilled teachers have 
generally used skits, plays, newscasts, and other forms of drama to motivate 
students when new information in introduced. Role playing activities can be 
divided into four stages (Cherif & Somervill, 1998):  
1.  Preparation and explanation of the activity by the teacher  
2.  Student preparation of the activity  
3.  The role-playing  
4.  The discussion or debriefing after the role-play activity. 
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9.5 SIMULATION 
 
Experiential learning such as simulation has been promoted as a means to challenge 
student's misconceptions (McClintock, 2000). Experiential learning encourages 
higher-order learning, which promotes critical thinking abilities and self-directed 
learning (Kreber, 2001). Hakeem (2001) found that students involved in 
experiential learning have a greater understanding of their subject matter than 
students in a traditional lecture-only class. Rocha (2000) reported that students 
enrolled in classes where experiential learning methods are used perceived 
themselves as more competent practitioners than students in classes without these 
methods. One form of experiential learning used in educational and community 
settings is simulations, engaging an audience in active learning where participants 
learn from each other, not just from the “sage on the stage” (Dorn, 1989). In 
business-related classes, simulations have been used to model international trade 
(Truscott, Rustogi, &Young, 2000) and the development of business enterprises 
(Goosen, Jensen, & Wells, 2001). In family life education, they have been used to 
illustrate divorced and remarried families (Crosbie-Burnett & Eisen, 1992) and 
interactions between partners (Osmond, 1979). Social science courses studying 
institutions and individuals have simulated life in mental hospitals (Claiborn & 
Lemberg, 1974), and in prison (Haney, Banks, & Zimbardo, 1973). For teaching 
about poverty, Jessup (2001) maintains that: “Simulations are also more effective 
than conventional teaching methods at emphasizing abstract concepts over factual 
information, engendering empathy, and serving as a reference for ongoing 
discussions regarding social inequality” (p.103). 
Three elements are necessary for effective simulations; preparation, active student 
participation, and post-simulation debrief. 
 
Preparation 
  
Although instructional simulations can be very effective in encouraging student’s 
engagement, many simulations require intensive pre-simulation lesson preparation. 
Preparation varies with the type and complexity of the simulation. Most simulation 
creators suggest that simulations are best when: 
●  Simulations are tied to the course goals. 
●  Facilitators read ALL the supporting material for the simulation. 
●  Facilitators do a trial run or participate in the simulation before assigning 

the simulation to students, when possible. 
●  Facilitators make sure that university facilities support the simulation when 

facilities are needed. 
●  Instructors integrate instructional simulations with other pedagogies such as 

cooperative learning. 
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●  Instructors should anticipate ways the simulation can go wrong and include 
this in their pre-simulation discussion with the class. 

 
Active Student Participation  
 
Effective learning comes through simulations when students are actively engaged. 
●  Students should predict and explain the outcome they expect the simulation 

to generate. 
●  Every effort should be made to make it difficult for students to become 

passive during the simulation. Every student must assume a role that they 
may or may not know before the simulation. Often it is not known until the 
simulation. 

 
Post-Simulation Debrief 
 
Post-simulation discussion with students leads to deeper learning. The instructor 
should: 
●  Provide sufficient time for students to reflect on and discuss what they 

learned from the simulation. 
●  Prepare question to ask during the debrief to ensure students see alignment 

between the simulation and the course goals. 
 
9.6  E-PORTFOLIO 
 
An e-Portfolio is a collection of work (evidence) in an electronic format that 
showcases learning over time. When you think about your e-Portfolio and the types 
of evidence that it contains, it is important to think carefully about its purpose and 
intended audience. 
A e-portfolio may contain all or some of the following: 
• Files of various formats (text, pictures, video, etc.) 
• Evidence related to courses taken, programs of study, etc. 
• Writing samples (which might include several drafts to show development 

and improvement) 
• Projects prepared for class or extracurricular activities 
• Evidence of creativity and performance 
• Evidence of extracurricular or co-curricular activities, including examples 

of leadership 
• Evaluations, analysis and recommendations 
 
 



 

142 
 

Types of E-Portfolios 

Showcase/Professional e-Portfolios — These e-Portfolios are primarily a 
way to demonstrate (showcase) the highlights of a student’s academic career. Great 
examples of showcase e-Portfolios on Clemson’s campus come from 
Health Sciences, Architecture and 

Learning e-Portfolios — These portfolios are typically created by a student as 
part of a course as a way to demonstrate learning and the learning 
process. These portfolios are often shared with other students to elicit 
peer feedback. Learning portfolios support the idea of formative 
feedback as an essential part of the learning process. 

Assessment/General Education e-Portfolios — At Clemson the use of 
portfolios played a substantive role in the assessment of our general education 
competencies. Using both formative and summative assessments feedback was 
provided to colleges, departments and instructors on the quality of evidence 
students used in their portfolios to demonstrate our general education 
competencies. 

9.7.  SELF ASSESSMENT QUESTIONS 
  

 Q1.  Highlight the latest trends in instructional practices. 
Q2.  Explain the research based instructional strategies. 
Q3.  Analyze the instructional strategies for diverse learners. 
Q4.  Criticize the inappropriate use of electronic resources for managing 

assessment of students in online learning system. 
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