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Abstract 

The study was aimed to analyze the effect of peer assessment, a social constructivism 

based teaching learning strategy, on motivation to learn, learning and problem solving skills of 

prospective teachers. Main objective of the research were to: i) To evaluate the effect of peer-

assessment on prospective teachers’ motivation to learn at undergraduate level, ii) To evaluate 

the effect of peer-assessment on prospective teachers’ learning at undergraduate level, and, iii) 

To evaluate the effect of peer-assessment on prospective teachers’ problem solving skills at 

undergraduate level. These objectives were attained by testing related null hypotheses.  

The research was delimited to prospective teachers at undergraduate level. Population 

of the research was comprised of 251 prospective teachers who had qualify the course of 

“Educational Assessment and Evaluation”, studying at undergraduate level (B.S.Ed Hons.) in 

Department of Science Education, Institution of Education and Research. Total population was 

distributed in morning and self-supporting programs. Sample was comprised of 86 (34 

prospective teachers were enrolled in morning and 52 in self-support program) prospective 

teachers selected by purposive sampling technique. From these two programs, one was taken as 

control group and other as experimental group randomly. 

The research used quasi experimental (non-equivalent control group) design. Three 

research instruments i.e. motivation scale of MSLQ, achievement test and a case study, was 

used as pretest and posttest, before and after intervention. Both groups were taught by activity 

method but activities of experimental group were followed by peer assessment while activities 

of control group were assessed by me (teacher). Duration for treatment was 16 weeks. Data 

were analyzed by applying independent sample t-test and paired sample t-test to compare mean 

scores of both groups.  
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The prospective teachers taught by peer assessment as learning strategy perform better 

than the prospective teachers taught by traditional method. Due to active involvement of 

prospective teachers in activities of peer assessment, there was significant improve in 

motivation to learn, learning and problem solving skills of prospective teachers.  

On the basis of research findings it is recommended that peer assessment may be used 

in teacher training institutes as a learning strategy for prospective teachers as it not only 

improve academic achievement but also improve motivation level of prospective teachers 

towards high performance.  
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CHAPTER 1 

INTRODUCTION 

Currently implemented National Curriculum of Pakistan (2006) particularly for 

science subjects demands teacher to be more effective in their teaching with conceptual 

understanding and its application in real life situations. This makes the teacher education 

in Pakistan more challenging with the need to incorporate different skills in prospective 

teachers with high level of motivation.  

National professional standards for teachers in Pakistan (2009) highlight the need 

of world class education system in Pakistan by presenting standards for teachers in the 

country. These standards should be achieved to make the education system a productive 

one. Standard 5 “assessment” highlights that teacher educators should be able to impart 

different assessment strategies in classroom for better learning of the students and also be 

able to modify instructions in a way to enhance development of learners. There are 

different assessment strategies which can be used as teaching learning strategy to enhance 

students learning e.g. peer assessment. The practices of peer assessment are considered as 

source to develop general skills and provide opportunity to practice them. A format of 

peer rating can motivate the understanding of learners about involvement in assessment 

practices and responsibility of learning, which established a more refined framework and 

enhance excellence, focus attention toward learning and skills, and raise feedback 

(Weaver & Cotrell, 1986). Thus, peer assessment could be an appreciated learning tool in 

the field of teacher education, as it facilitates teachers to gain skills essential for their 

professional development.  
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Peer assessment has substantial role to develop multiple skills essential for 

prospective teachers. As researches exhibited that peer assessment and feedback provide 

students an opportunity to attain different approaches, beliefs and perspectives (Hattie & 

Timperley, 2007; Mory, 2004; Shute, 2008), raise motivation (Boom, Paas, & 

Merrienboer, 2007; Hanrahan & Isaacs, 2001) and help to develop metacognitive 

awareness (Falchikov, 2003). All these made teaching more fruitful for the students. Thus 

a prospective teacher instructed with different strategies, high level of motivation, 

learning, and problem solving skills, made him/her an affective teacher in his/her 

professional field.  

Peer assessment has been extensively practiced in varied field of studies like 

biology (Orsmond, Merry, & Reiling, 1996), second language learning (Cheng & 

Warren, 2005), engineering (Hersam, Luna, & Light, 2004), medicine (Violato & 

Lockyer, 2006), computer science (Wang, Li, Feng, Jiang, & Liu, 2012), and business 

(Brutus, Donia, & Ronen, 2013), and also in the field of teacher education (Cevik, 

Haslamkan & Celik, 2015; Taylor & Biddulph, 2001).  

Motivation is an important factor for effective learning (Rehman & Haider, 2013). 

Research is evident that peer assessment helps to enhance level of motivation by 

implication of academic tasks and assessment design based on peer assessment 

(McLoughlin & Luca, 2004). Hanrahan and Isaacs (2001) also found that peer assessment 

is helpful to gain high level of motivation in students. In the same way, peer assessment 

might also be significant to motivate prospective teachers for learning.  
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Students’ motivation to learn and learning are associated with each other. Rehman 

and Haider (2013) identified that motivation has effect on learning of the students. Thus 

it is significant to measure learning of students along with their motivation. Literature is 

evident that peer assessment is effective to improve learning of the students (Chai, Tay, 

& Lim, 2015). Alade and Moyosor (2014) found high achievement of students taught by 

peer assessment strategy and, recommend the application of peer assessment as a 

teaching and assessment strategy by teachers to improve achievement of students in the 

subject of economics. Topping, Smith, Swanson, and Elliot (2000) highlighted that peer 

assessment is helpful in better understanding the objectives of assessment activities and 

the subject as an outcome. 

Effective learning helps students to develop different skills in their field of study. 

One of the significant skill require to develop in prospective teachers might be problem 

solving skill. Mayer (1992) has defined problem solving as, “as a cognitive process that 

aimed to achieve goals, when problem solver is not obvious about any solution method” 

(p. 57). Mayer (1992) by giving the definition of problem solving discussed that there are 

four major features which includes; (a) problem solving is cognitive, (b) it is a process, 

(c) it is directed (motivated by goals), (d) it is personal to solver knowledge and skills. 

All these characteristics of problem solving require high learning of the content or 

subject. Cevik, Haslaman, and Celik (2015) assessed effect of online peer assessment on 

problem solving skills and found peer assessment effective to improve problem solving 

skills. Alternatively, no research found evident to measure the effect of peer assessment 

on problem solving skills of prospective teachers in face-to-face learning in the context of 

Pakistan while mode of education is completely different in education face-to-face and 
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online education. The impact of both education systems on learning of students is 

different which raise the need to measure effect of peer assessment on problem solving 

skills of prospective teachers in face-to-face education as well. 

The purpose of the study was to measure the effect of peer assessment on 

motivation to learn, learning, and problem solving skills of prospective teachers in the 

context of Pakistan. 

Statement of the problem 

 According to the demands of National Curriculum of Pakistan (2006) and national 

professional standards for teachers in Pakistan (2009), there is need to incorporate 

different strategies in the program of teacher education which may improve learning of 

prospective teachers and significant to develop different skills as well. Peer assessment is 

playing significant role in development of multiple skills related to teaching-learning 

process. Studies are evident that peer assessment is productive learning strategy that 

helps to improve motivation of students and improve their learning as well.   

 It is evident in literature that peer assessment is significant to improve students’ 

problem solving skills in different field of study. In the field of teacher education, such 

evidences are found in the online learning program that have different scheme of study 

and learning experiences as compared to conventional program of studies. Thus there is a 

need to gain evidences of effect of peer assessment on problem solving skills of 

prospective teachers in regular program of studies. Therefore, the study put efforts to find 

out the effect of peer assessment on motivation to learn, learning, and, problem solving 

skills of prospective teachers.  
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Significance of the study 

There is need to shift paradigm from behaviorism to social constructivism to 

promote meaningful learning. The study provided empirical support to use peer 

assessment as a learning strategy due to the reason it help prospective teachers to learn 

with accuracy and precision. A teacher may also discover effective use of peer 

assessment in the form of formative assessment while teaching-learning procedure in 

classroom to increase his/her teaching for efficient learning of prospective teachers. 

Teachers can apply peer assessment as a meaningful tool for social development of 

prospective teachers, as it provide opportunity to interact with one another and to enhance 

students’ learning by sharing of their work progress.  

The study supported prospective teachers to alter the mode of learning from self-

learning to cooperative learning by the mean of peer assessment activities that aimed to 

enhance learning of prospective teachers. Thus, peer assessment as a teaching-learning 

strategy may also influence problem solving skills and motivation of prospective 

teachers.  

This research provided an insight to the use of peer assessment to develop high 

level of motivation, improve learning, and enhance problem solving skills in Pakistani 

prospective teachers, as there is no such study found in local context.  
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Objectives of the study 

Following objectives guided the study. 

1. To evaluate the effect of peer-assessment on prospective teachers’ motivation to 

learn at undergraduate level. 

2. To evaluate the effect of peer-assessment on prospective teachers’ learning at 

undergraduate level. 

3. To evaluate the effect of peer-assessment on prospective teachers’ problem 

solving skills at undergraduate level. 

Hypotheses of the study 

The study tested following null hypotheses based of objectives of the study. 

Ho1.1: There is no significant difference exist in pretest mean scores for ‘motivation to 

learn’ of prospective teachers taught through peer assessment and traditional 

assessment. 

Ho1.2: There is no significant difference exist in pretest and posttest mean scores for 

‘motivation to learn’ of prospective teachers taught through traditional assessment 

Ho1.3: There is no significant difference exist in pretest and posttest mean scores for 

‘motivation to learn’ of prospective teachers taught through peer assessment. 

Ho1.4: There is no significant difference exist in posttest mean scores for ‘motivation to 

learn’ of prospective teachers taught through peer assessment and traditional 

assessment.   

Ho2.1: There is no significant difference exist in pretest mean scores for ‘learning’ of 

prospective teachers taught through peer assessment and traditional assessment.   
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Ho2.2: There is no significant difference exist in pretest and posttest mean scores for 

‘learning’ of prospective teachers taught through traditional assessment.   

Ho2.3: There is no significant difference exist in pretest and posttest mean scores for 

‘learning’ of prospective teachers taught through peer assessment.   

Ho2.4: There is no significant difference exist in posttest mean scores for ‘learning’ of 

prospective teachers taught through peer assessment and traditional assessment.   

Ho3.1: There is no significant difference exist in pretest mean scores for ‘problem solving 

skills’ of prospective teachers taught through peer assessment and traditional 

assessment.   

Ho3.2: There is no significant difference exist in pretest and posttest mean scores for 

‘problem solving skills’ of prospective teachers taught through traditional 

assessment.   

Ho3.3: There is no significant difference exist in pretest and posttest mean scores for 

‘problem solving skills’ of prospective teachers taught through peer assessment.   

Ho3.4: There is no significant difference exist in posttest mean scores for ‘problem 

solving skills’ of prospective teachers taught through peer assessment and 

traditional assessment.   

Delimitation of the study 

 Peer assessment involves judgment about quality of peer work. Thus, it is 

necessary to practice peer assessment that prospective teachers should aware about the 

process and techniques of assessment. So that study was delimited to prospective teachers 

of 5
th
 semester of undergraduate program (B.S.Ed Hons.) who have read the course of 

“Educational Assessment and Evaluation” in 4
th
 semester.  
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Assumptions of the study 

The study assumed that:  

1. Social interaction and context of learners influence their knowledge construction.  

2. It was necessary for prospective teachers to be aware about the process and 

techniques of assessment to practice peer assessment.  

3. In traditional teaching-learning process, peer assessment in not being practiced.  

Operational definitions 

 Following are the key terms of the study according to the interest of the study. 

Peer assessment. It is a process of assessment in which judgments for each other 

are made by students about their quality of performance in work (Topping, 2009, p.21). It 

comprised of involvement of students in assessment of their peer performance or work. 

Motivation to learn. It is a competency attained "through common experiences 

however inspired most directly through communication of expectations, modeling, and direct 

instruction or socialization by significant others” (Brophy, 1987, p. 8).  

Learning. Learning is the students’ knowledge acquired by studying a specific 

course of study program which measured in the form of score gained in that subject.  

Case study. It illustrates situations of real-life where solution of the problem need 

to be identified (University of South Wales, 2015). 

Problem solving skill. It involves a cognitive process aimed to achieve goal, 

when problem solver is not obvious about any solution method” (Mayer, 1992, p. 57). 
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Theoretical framework of the study 

 The study was aimed to measure the effect of peer assessment on prospective 

teacher’s motivation to learn, learning and problem solving skills. For this purpose, 

teacher assessment was taken as constant by applying same teacher assessment to both 

experimental as well as control group. Thus, theoretical framework of the study is as 

followed.  

  

 

 

 

 

 

 

 

Figure 1.1. Theoretical Framework of the study
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Layout of the study 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE  

This chapter presents theoretical basis of the research variables followed by 

review of the previous researches regarding variables of the research. There are three 

sections in this chapter. Section I elaborates theoretical basis of the variable ‘peer 

assessment’. Section II comprises review of the previous studies related to peer 

assessment. Section III presents review of the researches about motivation to learn, 

learning and problem solving skills with regard to peer assessment.  

Section I 

Learning theories describe the procedure of knowledge acquisition by explaining 

the role of teachers and students in classroom environment. It also describes the content 

and teaching-learning strategies that might be adopted while practicing such theories. 

Peer assessment is teaching-learning strategy that has its theoretical foundations in social 

constructivism theory of Vygotsky (1978).  

Social constructivism theory of Vygotsky 

The basic principle of social constructivism is the assumption that learner’s 

significant interaction in cultural setting and social context is resulted in progress of 

knowledge (Bauman, 2012). According to Vygotsky (1978), learning rooted in social 

context and development of a person that could not be comprehended without seeing its 

cultural and social contexts. He emphasizes that high level cognitive tasks occur when 

person interact with one another and outside in the world (Vygotsky, 1978). ‘More 
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knowledgeable other’ is an important concept of theory of social constructivism by. 

Vygotsky (1978) defined ‘more knowledgeable other’ as “individual having more high 

level experiences or skills as compared to student in regard of a specific activity” (p. 27). 

Older individuals like parents or teachers are generally considered as more experienced 

or knowledgeable. On other side, peer might also be a ‘more knowledgeable other’ or 

even a software of computer as electronic instructor (Maclellan & Soden, 2008).  

‘Zone of proximal development’ is one more main concept of social 

constructivism that considered along with ‘more knowledgeable other’. Vygotsky (1978) 

defined the ‘zone’ as “a gap between the real level of development of a student and 

his/her higher potential development level that can be attain under the guidance of adult 

or by collaborating with more capable peer” (p. 86). On the other hand, zone of proximal 

development hypothesized that learner construct and test his/her knowledge by discussion 

with other more experience or competent one. With reference to ‘zone of proximal 

development’ major purpose of education is to keep learner in their own zones in order to 

maximize their gain in learning (Espinoza & Winsler, 2005).  

Assumptions of social constructivism 

Kim (2001) indicated that there are some basic assumptions of social 

constructivism about reality, knowledge, and learning. The detail of stated assumptions is 

given below.  

Reality. According to social constructivism, reality does not exist in advance but 

there are human activities that construct the reality. Kukla (2000) debates that members 

of a group or of a society interact with each other to formulate the characteristics of the 
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world. Moreover, social constructivist considers that reality is discovered by individuals 

of society as there is no existence of reality before social invention. Vygotsky’s (1978) 

social constructivist theory can provide adult students with the ability to construct their 

own meanings by critical thinking. Social constructivism is a learning perspective 

founded on the assumption that learning is focused on learners and promotes their active 

participation as they manage to construct their own knowledge depending on their own 

reality. 

Knowledge. According to social constructivism, it is an outcome of human which 

constructed culturally or socially (Ernest, 1999; Gredler, 1997; Prawat & Floden, 1994).  

Persons in a society can create sense by interacting with the environment they live in and 

with each other.  

Learning. According to social constructivists learning is a social process. It could 

not develop passively by external forces nor it takes place within the individual 

(McMahon, 1997).  According to social constructivists, significant learning takes place 

when individuals in a society involved in social activities like collaboration and 

interaction.  

Social constructivists’ teaching learning process 

 The teaching learning process contains detail about learning process, teaching 

process, role of learner and role of teacher.  

Social constructivists’ view of learning. Social constructivists propose that at 

first knowledge created in the context of society which further adopted and applied by its 

members (Eggen & Kauchak, 2004). Collaborative elaboration is known as a process to 

share individuals perceptions (Meter & Stevens, 2000) which outcomes in students 
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understand and construct together which could not possible within learners solely 

(Greeno, Collins & Resnick 1996). Woolfolk (2010) exemplify few strategies for 

cooperative learning such as structured controversies, jigsaw classroom, and reciprocal 

questioning.  

According to social constructivism, learning takes place actively that involves 

students to learn how to discover facts and concepts for themselves, principles, therefore 

promote and encourage intuitive thinking of learners (Ackerman, 1996). Consequently, 

social constructivists indicate that reality cannot be discovered by individuals before its 

invention as reality is not something pre-existed. Social constructivism focuses on an 

individual's learning that takes place because of his or her interactions in a group. 

Vygotsky (1978) is of the view that learning is a constant movement from 

existing level of intellect to the high level that thoroughly approaches the potential of 

learner. This movement carried out an outcome of social interaction in the zone of 

proximal development (ZPD). Therefore, an understanding of human knowledge and 

thinking be contingent to the strength of the cognitive process originates from the social 

interaction and understanding of social experience.  

Social constructivists’ view of teaching. Social constructivist teaching 

methodologies give emphasis to problem-based instruction, peer collaboration, reciprocal 

teaching, anchored instruction, cognitive apprenticeships, web quests, and other methods 

which contain learning by interacting with others (Shunk, 2000). Instructional models 

grounded in social constructivism emphasize the urge for cooperation with practitioners 

and among learners in the society (Lave & Wenger, 1991; McMahon, 1997). It is 

emphasized by Lave and Wenger (1991) that association among practitioners, their 
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practice, and political economy of societies and the social organization, all are effective 

and significant for practical knowledge of society. Consequently, learning based on social 

constructivist must include such practices and knowledge (Gredler, 1997; Lave & 

Wenger, 1991).  

Social constructivists’ view of learner. Social constructivism encourages, 

rewards and utilizes learner as a central part of learning process unlike constructivists 

who acknowledge the complexity and uniqueness of learner (Wertsch, 1997). Social 

constructivists encourage the learner’s own version of the truth which inclined by his/her 

own culture, background or knowledge of world. Similarly, social constructivists 

emphasize the student’s social collaboration with more knowledgeable other in the 

society. 

Wertsch (1997) proposes that acquiring social meaning of learning and key 

symbol systems and their utilization is rely on social interaction with more 

knowledgeable other individuals. He also added that thinking ability of young children 

developed by physical world, adults and interaction with other children. According to 

social constructivism, it is meaningful to consider the culture and background of learners 

while learning process. The background of learner is helpful to structure truth and 

knowledge which discover by learner, attains, and creates in the process of learning.  

Concept of “Peer” in social constructivism. Vygotsky’s concept of the ZPD and 

the roles of the more knowledgeable peers in assisting learners to move beyond their 

potential development levels have led to various interpretations of the roles of peers. 

However, the notion has not been well defined. Originally, the notion of peer in 

Vygotsky’s perspective refers to school children. The literature shows different 
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interpretations: peers as learners (van Lier, 2000), learners who are different from 

teachers (Swain & Lapkin, 1998), more of less proficient learners (Ohta, 1995), more or 

less informed junior students (McDonald, Kidman, & Clarke, 1991), and peers as native 

and non-native speakers in the classroom (Barnard, 2002). Peers have been described as 

symmetrical or asymmetrical in relationship (Guerrero & Villamil, 1994). Peers are 

learners working jointly or collaboratively who share the same goal (Lantolf, 2000a). 

Social constructivist view of teacher. In social constructivism, instructor is a 

facilitator rather than a teacher (Bauersfeld, 1995). Teacher provides a didactic lecture to 

cover content of the subject while facilitator help learners to acquire understanding of the 

subject material on his/her own. Learner is submissive in classroom of teacher while 

learner is an active member when instructor facilitates the learning by helping learner to 

learn.   

Gamoran, Secada, and Marrett (1998) describe that emphasis turns towards 

learner in social constructivism from content and instructor. This noteworthy shift of role 

of instructor point out that as a facilitator, instructor requires to demonstrate entirely 

different set of skill compare to be a teacher (Brownstein , 2001). For comparison of 

facilitator and teacher, Rhodes and Bellamy (1999) argued that a teacher convey while a 

facilitator inquire; a teacher generally provides a speech while a facilitator continuously 

interactive in dialogues with students, a teacher instruct students but a facilitator supports 

students; a teacher provides solutions as per prearranged curriculum while a facilitator 

provide strategies and generates the suitable environment for students to reach at the 

solution on his/her own. 
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Di-Vesta (1987) proposed that planned learning environment should both 

challenge and support the thinking of learner. Hence it is encouraged to provide learner 

confidence to own a problem and solution process. It should be considered by instructor 

that not only one activity of solution is enough. The critical and significant aim is to 

facilitate learner to become an effective thinker which can be attain if instructor have 

variety of roles like coach and consultant etc.    

The approach of social constructivism included the concepts of ‘zone of proximal 

development’ and ‘more knowledgeable other’. These concepts mostly involve model of 

formative peer assessment in which students do what they are able to do individually that 

is followed by guidance of teacher or other supporting system like peers. This enhances 

their knowledge about concepts and improves their work quality. In peer assessment, 

interaction between peers supports their skills acquisition and learning which helps to 

increase competences of less able students with the help of more capable others.  

Section II 

Peer assessment 

Topping (2009) define peer assessment as “an arrangement where a student 

deliberately recognize the quality, value, level of learning outcome of another equal 

status student”. She further explains “the term equal-status could be understood with 

flexibility or accurately; in the latter case, a peer could be a anybody who have few years 

schooling experience” (p. 21). Alongside, Harris and Brown (2013) described peer 

assessment as “it was a process that directed by student; in which a more experienced 

student evaluates the other student or a student make judgment about the work of his/her 

fellow student”. 
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The five major aims of peer assessment was summarized by review of researches 

from 1952 to 2006 about peer assessment in a major database, these are; as an assessment 

instrument; as a ‘learn how to assess instrument’; as a social control instrument; as an 

instrument for learning; as an instrument to participate actively (Gielen, Dochy, Onghena, 

Struyven, & Smeets, 2011).  

Importance of peer assessment 

Significance of peer assessment can be understood by different educational 

researches and educational learning strategies. It is taken as key form of alternative 

assessment. According to Slavin (1997) peer assessment is a perfect and best attainment of 

history of education. Falchikov and GoldFinch (2000) point out that pedagogically, peer 

assessment enhance the learning of student. Saito and Fujita (2009) stated that peer 

assessment involves “a sense of ownership and responsibility, motivation, and reflection of 

the students’ own learning” (p. 151). It is recommended as an effective approach of 

classroom assessment (Shepard, 2000 & Topping, 1998). Cheng and Warren (2000) stated 

that peer assessment is also considered a chance for learners as expediter in their learning and 

also applied as instrument for teachers to get additional evident and clear image of 

performance of learners.  

In literature peer assessment is discussed as a type of assessment in which student 

interact with their teachers to know about the goals of education and its achievement. In peer 

assessment teachers are not the center of assessment and also not only assessor in the 

classroom setting. Khonbi and Sadeghi (2012) report that “student-centered approaches in 

language teaching led the field of language testing to a shift of paradigm from traditional 

psychometric (teacher - centered) testing to alternative edumetric (student-centered) 

assessment.” 
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Peer assessment practice involves students to understand the work of peer while 

evaluating and thus contributing to their own learning (Fallows, & Chandramohan, 2001; 

Topping, 1998). There are some other advantages of peer assessment in addition to 

progress in motivation to learn such as: provide opportunity to learn deeply rather than 

superficially, owing the responsibility of their own learning, taking mistakes as 

opportunity to learn again in a better way, practice the skills for the sake of 

transformation of knowledge, self-evaluation by the mean of peer evaluation form, 

incorporate evaluation as a part of learning (Brown, 1998).   

Zariski (1996) and Race (1998) also elaborated some significant advantages of 

peer assessment for learners such as: 

1. Enhance motivation and provide a sense to own the process of assessment.  

2. Motivating learners to own responsibility of their own learning and emerging 

themselves as independent learners.  

3. Taking assessment as an element of learning with the purpose to take mistakes 

taken as chance for improvement instead of failures.  

4. Performing the exchangeable skills that are necessary for long term learning 

especially in regard to skills evaluation.  

5. Applying the assessment by others to draw a model of self-assessment for the 

learning of students on its own (metacognition). 

6. Enhancing in depth learning instead of surface learning.  
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Limitations of peer assessment 

 Effectiveness of peer assessment is evident in different research studies (Lin, Liu, 

Chiu & Yuan, 2001; Lu and Bol, 2007; Richer, 1992) which stressed on efficacy of peer 

assessment over help seeking and peer-tutoring (Aleven, Stahl, Schworm, Fischer & Wallace, 

2003). On the other hand peer assessment efficacy is dependent on various factors e.g. 

mastery over language, understanding of assessment criteria, type of skills to be assessed, 

students’ attitude, and possible existence of bias like friendship or gender (Azarnoosh, 2013).  

There are different researches on some areas but some factors are not fully recognized. For 

example, effect of gender reported by Edens, Rink, and Smilde, (2000) while Sellnow and 

Trinen (2004) did not report it.  Sullivan et al. (1999) recommend to assess absence of self-

confidence, on the other hand according to Xiao and Lucking (2008) peer feedback  rating 

does not affect the attitude of students towards peer assessment.  

 Kaufmann and Schunn (2010) suggest few techniques that can develop perceptions of 

students about peer assessment: 

1. Students’ participation in peer assessment could be maximize (Sluijsmans, Dochy, 

&Moerkerke, 2001; Wen & Tsai, 2006) 

2. Adequate support and training for assessment could be provided to student (Cheng & 

Warren 1997; Boud & Falchikov, 2007). 

3. Explanation about criteria for peer assessment could be made to the students 

(Falchikov 2003; Smith, Cooper, & Lancaster 2002).  

Different types of peer assessment 

There are two types of peer assessment which are categorized as summative and 

formative. Formative peer assessment aims and provides feedback to fill the gap between 

desired and current product (Sadler, 1989). Wen and Tsai (2006) described summative 
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peer assessment as “the need of society to evaluate the end result of schooling”, and 

formative peer assessment as “students learning needs” (p.28). Students’ needs are of true 

significant in formative peer assessment while results of teaching and learning process 

are important in summative peer assessment. Both formative peer assessment and 

summative peer assessment overlaps somehow.  

Peer assessment as teaching strategy 

 McLaughlin and Simpson (2004) argued that assessment by teacher limits 

understanding about educational target of students, assessment skills of individual 

students and what its educational application is. Assessment solely by teachers limits the 

student to take responsibility of his/her own work. Integration of assessment and 

education is supported by constructivist approach as it considered students as an active 

learner who always reflects, cooperated and share responsibility by communication with 

teacher (Sluijsmans, Gruwel, van Merrienboer & Bastiaens, 2003). 

 In peer assessment, it is cognitively complex task to provide an effective feedback 

as it demands understanding of task goals, criteria for accomplishment, and ability to 

judge the association between products of the goal. Significant issues are evident in 

literature (Topping, 2003) as under:  

1. Seek to work collaboratively with colleagues rather than to take initiative alone.  

2. Clarify the rationale, purpose, expectations and acceptability of product with all 

stakeholders. Specify the nature of learning as product to be assessed. Discuss the idea 

with students at early stage and seek their suggestion for implementation.  
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3. Involve student in developing and clarifying the criteria for assessment so that 

they feel a sense of ownership and minimize anxiety. Students may come up with their 

comments and suggestion to the teacher that what they feel about their own assessment. 

4. Group the student with respect to their ability level. Try to involve students from 

the same class or level. There must be four to five peer response groups Teacher 

assistance may able the students to improve their learning skills. 

5. Provide training to the students about assessment criteria. Success of training may 

deal with the differences. Instruct students about what is expected from them in the form 

of their role, skills, behavior etc. When students are practicing peer assessment then 

monitor their performance and facilitate them if required.  

6. Provide guidelines or other required material e.g. any short of written script of 

checklist etc. to facilitate their peer assessment. 

7. Specify time for activities and peer assessment. Monitor the students for meet the 

time limit. However, some changes can be made according to the situation.  

8. Give feedback and coaching to the students as necessary.  

9. Examine the peer feedback quality. There might be diversity in feedback. 

Characterize it according to low, moderate and high ability of students. However, it is 

very much different then discuss with involved participants.  

10. Keep check on matching between peer assessment and on relationship between 

teacher and peer assessment. Validity and reliability analysis can be made for it.  

11. Evaluate and give feedback to the students.  

Peer assessment required practice and training on a neutral performance of the 

student which could be featured as moderation and monitoring.  
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Peer assessment as leaning strategy 

Peer assessment is a precarious conception in the field of research in participating 

culture of learning and feedback (Kollar & Fischer, 2010). It might enable its 

practitioners to manage their learning and, in a way, transform the procedure of education 

(McConnell, 2002; Wasson & Vold, 2011). 

Peer assessment as a teaching learning strategy is an educational setting where 

learners quantitatively and/or qualitatively judge the performance of their peers (Van-

Zundert, Sluijsmans, & Merriënboer, 2010). It motivates learner to collaborate, 

deliberate, and reflect in process of his/her own learning (Topping, 2009; Strijbos & 

Sluijsmans, 2010) that lead to high performance. Peer assessment is suggested to upgrade 

learning performance (Murakami, Valvona, & Broudy, 2012) by reducing teacher’s load 

at work (Rubin & Turner, 2012). It has been extensively used in varied field of studies 

because of its active nature and efficiency (Falchikov, 1995; Freeman, 1995). Vickerman 

(2009) researched on peer assessment at undergraduate level and reported positive 

experience of students and recommend application of peer assessment at undergraduate 

level.  

Many authors explain that peer assessment widely applied as substitute method to 

involve learners in the progress of their learning (Davies, 2006; Morris, 2001). Moreover 

Van den Berg, Admiraal, and Pilot (2006) noted that active involvement of students in 

peer assessment overall resulted in structured interactions among students in better way 

and arrangement of their content related work and assessment in effective way.  

Collectively, if a student describe and clarify an assessment rubric in assistance of 

instructor that may enhance awareness of student about their own work (Freeman 1995; 
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Mehrens, Popham, & Ryan, 1998). Research of Li, Liu, and Steckelberg (2010) also 

advocate a significant relationship between the quality of a students’ work with quality of 

feedback students provide to peers. 

However, the feedback of other students as peer in assessment decisions is value 

and this form of data must be used in an effective way. This can be done effectively 

through engaging students in self-assessment reflected by peers.  Peers provide valuable 

data that can be used by student for its own assessment later on (Boud, 1995b).  

International researches regarding peer assessment 

Peers assessment has been widely used as research variable. Kane and Lawler 

(1978) reported that peer assessment has a long history from 1920 onward. Additionally, 

empirical studies on peer assessment have collected extensive evidence on the 

pedagogical (Falchikov, & Blythman, 2001), meta-cognitive (Butler & Winne, 1995; 

Topping, 1998), cognitive (Nelson, & Schunn, 2009; Tseng & Tsai, 2007), and, affective 

benefits (Strijbos, Narciss, & Du¨nnebier, 2010) of peer assessment on learning of 

students (Topping, 2003). All researches productively planned and applied in classrooms 

of K-12 and in the contexts of higher-education level (Topping 2003).  

Van-Zundert, Sluijsmans and Van Merriënboer (2010) analyzed 33 empirical 

researches about peer assessment in the years from 1990 to 2007 to find the answer of 

“what are the certain circumstances under which specific type of peer assessment is 

advantageous for certain kind of student learning?”, and classified those researches into 

four categories according to results of peer assessment: i) skills of peer assessment, ii) 

psychometric qualities of peer assessment, iii) students’ attitude towards peer assessment, 

and, iv) domain-specific skill. Researches on peer assessment skills and psychometric 
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qualities have considered peer assessment as an assessment tool. Studies about students’ 

attitude and domain-specific skills focused on effect of peer assessment on learning 

attitude of students and their learning related to content.  

Topping (1998) examined the constructs for practices of peer assessment 

depending on empirical researches at higher education level and he recognized seventeen 

constructs for practice of peer assessment such as privacy, subject, objectives, etc. He 

also categorized fours aspects of peer assessment with respect to its effect: “affect, 

systemic benefits, social and transferable skills, and, cognition and metacognition” 

(Topping, 1998). Among these, cognition and metacognition, affect, and, social and 

transferable skills emphasize on the effect of peer assessment on learning while the 

aspect of ‘system benefits’ primarily focus to supplement or substitute the assessment by 

teacher with peer assessment (Topping, 1998). Three types of research studies can be 

distinguished by synthesizing the prior studies on peer assessment: i) development of 

peer assessment methods, ii) peer assessment as an assessment tool, and, iii) peer 

assessment for learning.  

Peer assessment has also successfully implemented for the courses of psychology 

to improve writing of students in both face to face and online mode of education 

(Bakhshi, Harrington, & O’Neill, 2009; Cathey, 2007; Haaga, 1993; Pare & Joordens, 

2008; White & Kirby, 2005), development of skills of critical thinking (Anderson & 

Soden, 2001), improvement of proposal for experiment (Sung, Lin, Lee, & Chang, 2003), 

assessment of research posters (Edgerton & McKechnie, 2002), and student debates 

(Smith, 1990).  
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Peer assessment effects different variable relating to students in an education 

system. Peer assessment has been broadly applied in different academic contexts, for 

instance Biology (Orsmond et al., 1996), Engineering (Hersam et al., 2004), Medicine 

(Violato & Lockyer, 2006), learning of second language (Cheng & Warren, 2005), 

Computer Science (Wang et al. 2012), and Business (Brutus et al., 2013), and also in the 

field of Teacher Education (Cevik et al., 2015; Taylor & Biddulph, 2001).  

Further, different researchers have identified that if students play part of assessor 

in peer assessment then they become capable to reflect about pros and cons of their 

learning performance that ultimately lead to apprehend themselves more as compare to 

their instructors (Chen, 2010; Prins, Sluijsmans, Kirschner & Strijbos, 2005; Xiao & 

Lucking 2008). 

Feedback given by peer might also be a better indication for creating 

improvement (Chang & Tseng, 2009; Fallows & Chandramohan, 2001; Purchase, 2000). 

Different other researches highlighted that student might get encouragement from results 

of peer assessment (Chen, 2010), that also enhance their motivation to learn (Jenkins, 

2004), promote performance in learning (Wang, 2004; Xiao & Lucking, 2008), assist 

communication capabilities and self-reflection (Min, 2006), and, improve their thinking 

ability (Prins et al., 2005). Peer assessment inclined towards qualitative formative 

assessment of work which is different from traditional assessment (Liu, Lin, Chiu & 

Yuan, 2001; Towler & Broadfoot, 1992).  

There are diverse kind of variables related to student in a system of education that 

influenced by peer assessment. Literature identified some of these variables in different 

ways such as: peer assessment and feedback facilitate learners to attain diverse strategies, 
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viewpoints and ideas (Hattie & Timperley, 2007; Mory, 2004; Shute, 2008), help to 

develop metacognitive awareness (Falchikov, 2003), increase motivation (Boom, Paas, & 

Merrienboer, 2007; Hanrahan & Isaacs, 2001),  improve problem solving skills (Cevik et 

al., 2015), and, improve learning of the students (Chai et al., 2015).  

Section III 

Peer assessment and motivation to learn 

Peer assessment is an assessment technique that includes different tasks and 

activities to involve students to assess other student. Application of different activities 

and tasks in peer assessment motivate students to learn the respective content. Peer 

assessment also effects motivation of the students. However, there are limited studies that 

explore the effect of peer assessment on motivation to learn.  

Hanrahan and Isaacs (2001) analyze the views of large number of students of 

higher education who just experience self-assessment and peer assessment in their course 

of study, and found high motivation level of the student that have experience peer 

assessment.  

McLoughlin and Luca (2004) investigate the motivational aspects of self and peer 

assessment activities to improve results of teamwork and found that control on academic 

tasks through task and assessment designs enhance motivation level of the students. 

Jenkin (2004) aimed the use of formative assessment through the use of 

information and communication technology at higher education level. Different type of 

formative assessment techniques e.g. group based assessment, self-assessment, peer 

assessment, computer aided assessment etc. were applied. One of the finding recommend 

the use of peer assessment to enhance the students’ level of motivation towards learning.  
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Hwang, Hung, and Chen (2013) attempted a research to improve problem solving 

skills of students’ of sixth grade by peer assessment through game based approach and 

founded that there was improvement of students’ learning  termed as “in depth learning”, 

“creativity” and “motivation”. 

From the preceding studies it is apparent the peer assessment is helpful to 

motivate the students at different level of education. However, there is still room for the 

empirical evidence for the effect of peer assessment on motivation to learn at higher 

education level.  

Peer assessment and learning  

Assessment is multipurpose technique which involves learning of students as 

well. The prime objective of peer assessment is to improve effectiveness of learning. 

Topping, Smith, Swanson, and Elliot (2000) highlighted peer assessment is helpful in 

better understanding the objectives of assessment activities and the subject as an 

outcome. Thus, students can develop understanding about significance of assignment 

presentation in logical and clear format in addition to appraise the how and why the 

scores given. (Brindley & Scoffield, 1998; Race, 1998). Learners will also be able to 

understand the required standards and teachers expectations from them as they are 

involve in assessment process (Falchikov, 1995; Hanrahan & Isaacs, 2001; Race, 1998). 

Moreover, when students are involved in assessment and reproduction of their 

performance then they pay keen attention to the factor that made an assignment good or 

poor. Consequently, students will able to improve their confidence and to improve 

understanding about the course which ultimately leads to their better performance. Chai, 

Tay, and Lim (2015) use fuzzy peer assessment methodology that considers vagueness 
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and imprecision of words used throughout the evaluation process in a cooperative 

learning environment and found it effective to improve learning of the students.  

Li (2011) and Wang, Li, Collins & Liu (2008) used peer assessment for many 

years for different computer programming courses where each student participated as 

author as well as reviewer. They found positive results contain more effective and 

efficient learning (Li & Joyce, 2008; Wang et al., 2012).  

Alade and Moyosor (2014) determined the effect of peer assessment on students’ 

secondary school achievement in subject of economics. They found high achievement of 

students taught by peer assessment strategy and recommend teachers to apply peer 

assessment as a teaching as well as assessment strategy for improvement in achievement 

of students in the subject of economics.  

Logan (2009) explored the contribution of self and peer-assessment to made 

learning and teaching effective by providing intervention to the students. The findings 

revealed that students are more self-critical and reflective which improve their academic 

performance. The study also found that students sharing and discussion of their work on 

regular basis improve their confident and belief to be a learner.   

Liu and Chun-Yi (2013) investigate the influence of various forms of peer 

feedback and observation on their learning and found that with the help of feedback from 

others, students made valuable changes in their tasks and majority of students showed 

positive belief about peer observation and involve in online activities of peer assessment.  

Jhangiani (2016) investigated the students’ participation in peer assessment 

activities and their performance in consequent course at higher education level and found 

that students participation in peer assessment activities improve their performance in 
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exam of respective course for all case even after including the performance of students in 

online mastery quiz. 

  Wing-Shui (2012) investigated the impact of feedback strategies and peer 

assessment in computer programming at higher education level and found that students 

were satisfied with the feedback strategy and peer assessment in learning of computer 

programming. Furthermore, the students’ performance taught by peer assessment was 

better as compared to the students’ performance taught by traditional teaching method.   

A different study was done by Li and Steckelberg (2004) to identify the possible 

uneven effect of peer assessment on students’ learning. This was an experimental 

research in which students were assigned to control and experimental group randomly 

after completion of first draft of student’s project. The results exhibited that result of 

students in control group show less difference in scores of initial draft and final draft of 

project. Depending on this finding, researchers postulated that there might be increase in 

learning of students practiced peer assessment, may differ for each learning levels. This 

postulates provided support to other researches later on (Li, Steckelberg & Srinivasan, 

2008), in which researchers explored the perceptions of students about peer assessment. 

In survey research students with high level of achievement reported about effect of peer 

assessment i.e. “if you are already doing a good job the peer assessment might not be 

helpful” (p. 143). All these findings endow researchers to draw their attention on 

significant characteristic of peer assessment.  

Li (2011) put an effort to determine effect of peer assessment on students with 

varied levels of achievement for technology courses at university level and found that 

students with early stage of learning showed more learning in the form of their score gain 
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as compare to the students with high level of learning stage in terms of their scare gain. 

However, the students with diverse level of achievement exhibit positive attitude towards 

peer assessment. 

Li and Gao (2015) investigate the effect of peer assessment on undergraduate 

students’ performance in a project at diverse levels of learning in a teacher education 

program. They found that the students with low and average achievement showed 

improvement in their performance while students with high achievement show less effect 

of peer assessment on their performance.  

All the above mentioned findings of empirical researches are evident that peer 

assessment improves learning of students (Falchikov, 2001) because students actively 

involved in effective development of understanding about course material.  Thus, peer 

assessment brings significant improvement in performance of students in high stake 

assessment, somewhat evidenced by highly valued students.  Consequently, peer 

assessment has potential to improve performance in high-stakes assessments, which 

surely results in learners with high value.  

Peer assessment and problem solving skills 

Mayer (1992) has described problem solving as, “a cognitive process aimed to 

achieve goal, when problem solver is not obvious about any solution method” (p. 57). 

Mayer’s (1992) discussed that problem solving skills include four features which 

includes; (a) problem solving is cognitive, (b) it is a process, (c) it is directed (motivated 

by goals), and, (d) it is personal to solver knowledge and skills. All these characteristics 

of problem solving require high learning of the content or subject and are helpful for 

teacher education program.  



32 
 

 
 

There are limited studies that measure the impact of peer assessment on problem 

solving skills of students. Cevik (2015) studied the varied effect of online peer 

assessment in developing problem solving skills of students and identified improvement 

in students’ problem solving skills.  

Hwang, Hung, and Chen (2013) attempted a research to improve problem solving 

skills of students’ of sixth grade by peer assessment through game based approach and 

founded that there was improvement of students’ learning  termed as “in depth learning”, 

“creativity” and “motivation”. 

In the field of teacher education, Cevik et al. (2015) investigated the effect of peer 

assessment supported by online learning performance of prospective teachers in complex 

problem solving by data collected on case study solution. They identified improvement in 

problem solving skills of both groups of prospective teachers practice peer assessment 

and not practice.  However, impact of online education system is completely different 

from that of face-to-face learning/ education system. This develops the thrust to measure 

the effect of peer assessment on problem solving skills of prospective teachers in face-to-

face education system as it might produce different result. The impact of both education 

systems on learning of students might be different which raise the need to measure 

problem solving skills of prospective teachers enhanced by peer assessment in face-to-

face education as well, that aimed in this research. 

Although literature shows different studies that measure effect of peer assessment 

on motivation to learn, learning, and problem solving skills of students. However, the 

significance to develop such skills in prospective teachers emerge the need to measure 

the effect of peer assessment on motivation to learn, learning, and problem solving skills 
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of prospective teacher. Thus, it is significant to study the variable of peer assessment. The 

study was aimed to meet this need by measuring effect of peer assessment on motivation 

to learn, learning, and problem solving skills of prospective teacher in the context of 

Pakistan. 
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CHAPTER 3 

METHODS AND PROCEDURE 

The study was aimed to determine the effect of peer assessment as a teaching-

learning strategy on motivation to learn, learning and problem solving skills of 

prospective teachers at higher education level. Peer assessment requires active 

participation of learners in their learning process. In peer assessment, students assess the 

work of other students which enhance their learning process. In a way, they interact with 

each other and share concept, ideas and work among them. Thus, an intervention of peer 

assessment can be applied to students to measure its effect on different aspects of 

learning. The brief introduction of research method including nature of the study, 

population, sample and sampling, research tools, data collection and data analysis are 

provided in chapter. 

Research design 

The research design was quasi-experimental (non-equivalent control group 

design) since researcher took intact groups of prospective teachers. The study was 

conducted in Department of Science Education, Institute of Education and Research, 

University of the Punjab, Lahore.  

Table 3.1 

Design of the research. 

 Pretest Treatment Posttest  

Control Group O - O 

Experimental Group O X O 

O = test, X = treatment 
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Population and sample of the study 

Population was consisted of 251 prospective teachers who had qualify the course 

of “Educational Assessment and Evaluation”, studying at undergraduate level (B.S.Ed 

Hons.) in Department of Science Education, Institution of Education and Research. Total 

population was distributed in morning program and self-supporting programs. The 

prospective teachers of morning and self-support programs are almost same with respect 

to their merit of admission in department of science education, institute of education and 

research.  

Purposive sampling technique was used since it was mandatory to implement peer 

assessment that prospective teachers selected as sample should gone through the course 

of ‘Educational Assessment and Evaluation’. Though, prospective teachers enrolled in 5
th

 

semester of B.S.Ed (Hons.) session 2015-19 were selected as they have qualify course of 

‘Educational Assessment and Evaluation’ in 4
th

 semester. Sample was comprised of 86 

prospective teachers (34 prospective teachers were enrolled in morning and 52 in self-

support program). From these two classes, one was assigned as experimental group and 

other as control group randomly. 
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Figure 3.1. Sampling Framework 
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Research instruments  

 Three research instruments were used for data collection according to variables 

of the study. The research instruments were as followed.  

Motivated Strategies for Learning Questionnaire (MSLQ). It is a self-reported 

research instrument with 81 items related to 6 subscales of motivation and 9 subscales 

related to learning strategies. It has been proven as a reliable questionnaire to adopt in 

varied researches by researchers, teachers, instructors etc. worldwide.  It was designed by 

Pintrich, Smith, Garcia and McKeachie (1991) as a result of multiple correlated studies. 

The motivation scale of MSLQ was used for the study to assess ‘motivation to learn’ of 

prospective teachers. 

Motivation scale of MSLQ is comprised of 3 main components (Value, 

Expectancy, and Affective) consisting of 6 subscales and 31 items (Appendix A). 

Following table describe the structure of motivation scale of MSLQ. 

Table 3.2 

Motivation scale of MSLQ 

Component Subscale Item No.s 

Value  Intrinsic goal orientation  1, 16, 22, 24 

 Task value  4, 10, 17, 23, 26, 27 

 Extrinsic goal orientation 7, 11, 13, 30 

Expectancy Control beliefs  2, 9, 18, 25 

 Self-efficacy for learning and 

performance 

5, 6, 12, 15, 20, 21, 29, 31 

Affective Test anxiety 3, 8, 14, 19, 28 
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The motivation scale of MSLQ was pilot tested on 300 prospective teachers by 

researcher in Institute of Education and Research, University of the Punjab and data were 

entered in SPSS. The reliability was measured by calculating Cronback Alpha. Results 

are presented in table 3.3. 

Table 3.3 

Reliability of MSLQ motivation scale. 

Component Subscale No. of 

statements 

Cronbach Alpha 

Value 

Value  Intrinsic goal orientation 4 .646 

 Task value 6 .851 

 Extrinsic goal orientation 4 .841 

Expectancy Control beliefs 4 .731 

 Self-efficacy for learning and 

performance  

8 .893 

Affective Test anxiety 5 .766 

 

For the purpose of validation, factor analysis was done on sample of 300 

prospective teachers as according to Field (2005), sample of 300 is suitable for factor 

analysis of any scale. According to Pallant (2007), the correlation matric should show 

correlation r=0.3 or greater in factor analysis. Thus, correlation value of r=0.3 or greater 

were considered for each item in factor analysis. The results of factor analysis are 

presented in following table. 
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Table 3.4 

Principal Axis Factoring Analysis of motivation scale of MSLQ Rotated by Varimax with 

Kaiser Normalization 

Sr. 

no. 

Item 

no. 

Factors 

Intrinsic 

goal 

orientation  

Task 

value  

Extrinsic 

goal 

orientation 

Self-efficacy for 

learning and 

performance  

Control 

beliefs 

Test 

anxiety 

1.  1 .687      

2.  16 .696      

3.  22 .408      

4.  24 .670      

5.  4  .471     

6.  10  .448     

7.  17  .450     

8.  23  .559     

9.  26  .510     

10.  27  .732     

11.  7   .410    

12.  11   .469    

13.  13   .549    

14.  30   .388    

15.  5    .422   

16.  6    .715   

17.  12    .574   

18.  15    .677   

19.  20    .714   

20.  21    .400   

21.  29    .502   

22.  31    .481   

23.  2     .690  

24.  9     .474  

25.  18     .633  

26.  25     .610  

27.  3      .391 

28.  8      .457 

29.  14      .617 

30.  19      .737 

31.  28      .607 

Variance explain = 59.44% 

Factor analysis revealed that variance of 59.44 percent is explained by loading 

statements in six factors. Results of factor analysis validated the factors of motivation 

scale given in MSLQ designed by Pintrich et al., (1991).  
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Table 3.5 

Item total correlation and item statistics. 

Statement 

no.  

Item-total correlation 

(Discrimination index) 

Mean 

(Difficulty index) 

Q1.  .481 5.33 

Q2.  .614 5.79 

Q3.  .470 4.82 

Q4.  .498 5.03 

Q5.  .702 5.53 

Q6.  .563 4.57 

Q7.  .685 5.82 

Q8.  .527 4.42 

Q9.  .502 5.45 

Q10.  .745 5.96 

Q11.  .662 5.64 

Q12.  .765 5.57 

Q13.  .671 5.83 

Q14.  .388 3.63 

Q15.  .568 4.86 

Q16.  .489 5.22 

Q17.  .652 5.04 

Q18.  .556 5.55 

Q19.  .287 4.11 

Q20.  .657 5.27 

Q21.  .713 5.89 

Q22.  .660 5.66 

Q23.  .696 5.71 

Q24.  .520 4.86 

Q25.  .503 4.70 

Q26.  .604 4.91 

Q27.  .517 5.61 

Q28.  .326 4.32 

Q29.  .564 4.95 

Q30.  .640 5.63 

Q31.  .690 5.83 

 

 On the basis of item statistics values, all the items of MSLQ were selected for 

questionnaire.  
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Achievement test. A test for the course of “School, Community and Teacher” 

was developed to assess learning of the prospective teachers. This test was different from 

the midterm test and final term test of the course for semester because the criteria 

regarding syllabus for midterm test and final term test did not fulfil the requirement of the 

study. As midterm syllabus covered only midterm syllabus while final term syllabus 

contained only 25% part of midterm syllabus. For the study, it was required to develop a 

test from complete syllabus to assess learning of the prospective teachers. This 

achievement test was validated by the experts of the field (Appendix B) and revised 

according to their expert opinions. Achievement test was comprised of 50 multiple choice 

questions (MCQs). According to results of item analysis, items in range of 0.20 to 0.70 

for difficulty index and with discrimination index above 0.20 were considered for test. 

Kubiszyn and Bolich (2004) recommended this rage of values for good item considered 

for a test. So that 10 items were excluded from the test and 40 items were selected for 

achievement test (Appendix C). Item analysis of 50 MCQs is presented in table 3.6. 
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Table 3.6                          

Item analysis of multiple choice items in achievement test. 

Unit no. Item 

no. 

Item Level Discrimination 

power 

Difficulty 

index 

Remarks 

1 1.  Knowledge 0.27 0.68 Selected 

 2.  Knowledge 0.32 0.55 Selected 

 3.  Knowledge 0.05 0.91 Rejected 

 4.  Knowledge 0.5 0.65 Selected 
 5.  Comprehension 0.32 0.48 Selected 

 6.  Application 0.59 0.42 Selected 

 7.  Comprehension 0.64 0.42 Selected 

 8.  Comprehension 0.27 0.18 Rejected 

 9.  Application 0.27 0.77 Rejected 

2 10.  Application 0.64 0.41 Selected 

 11.  Application 0.23 0.83 Rejected 

 12.  Application 0.27 0.56 Selected 

 13.  Comprehension 0.45 0.55 Selected 

 14.  Knowledge 0.32 0.67 Selected 
 15.  Comprehension 0.23 0.69 Selected 

 16.  Application 0.09 0.85 Rejected 

 17.  Knowledge 0.73 0.36 Selected 
 18.  Knowledge 0.23 0.32 Selected 

 19.  Comprehension 0.32 0.61 Selected 

 20.  Application 0 0.31 Rejected 

 21.  Application 0.27 0.26 Selected 

 22.  Application 0.27 0.41 Selected 

 23.  Application 0.41 0.23 Selected 

 24.  Knowledge -0.4 0.42 Selected 
 25.  Application 0.36 0.57 Selected 

 26.  Comprehension 0.41 0.35 Selected 

 27.  Application 0.23 0.4 Selected 
 28.  Comprehension 0.09 0.85 Rejected 

3 29.  Knowledge 0 0.86 Rejected 

 30.  Knowledge 0.09 0.51 Rejected 

 31.  Application 0.14 0.86 Rejected 

 32.  Knowledge 0.32 0.47 Selected 

 33.  Knowledge 0.55 0.4 Selected 

 34.  Application 0.27 0.66 Selected 

 35.  Knowledge 0.55 0.42 Selected 

 36.  Application 0.64 0.41 Selected 

4 37.  Knowledge 0.64 0.34 Selected 
 38.  Comprehension 0.41 0.34 Selected 

 39.  Comprehension 0.27 0.41 Selected 

 40.  Application 0.27 0.66 Selected 
 41.  Comprehension 0.41 0.26 Selected 
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5 42.  Application 0.23 0.55 Selected 

 43.  Comprehension 0.32 0.47 Selected 

 44.  Knowledge 0.59 0.41 Selected 
6 45.  Comprehension 0.5 0.38 Selected 

 46.  Knowledge 0.55 0.38 Selected 
 47.  Comprehension 0.68 0.35 Selected 

7 48.  Knowledge 0.41 0.34 Selected 

 49.  Comprehension 0.27 0.41 Selected 

 50.  Application 0.36 0.25 Selected 
 

Case-Study. There are different research instruments which can be used to assess 

problem solving skills of students. However, case studies has been developed and used 

for assessment of problem solving skills with reference to peer assessment. Case study 

illustrates situations of real-life where solution of the problem need to be identified 

(University of South Wales, 2015). As different successful case studies has been reported 

with reference to peer assessment in varied field of studies (Chang, Tseng, Chou, & 

Chen, 2011; Falchikov, 1995; Lopez-Real & Chan, 1999; Nepal, 2012). Thus for the 

study, a case-study given in the course guide for the subject of “School, Community and 

Teacher” (Higher Education Commission, 2012) was used as instrument of the study to 

assess problem solving skills of the prospective teachers (Appendix D). Such case study 

was given to the prospective teachers to get their responses about its solution.  
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Intervention  

 The procedure for experiment was as follow: 

1. Experiment was conducted in the course of ‘School, Community and Teacher’ of 

B.S.Ed (Hons.) program prospective teachers. 

2. Before providing intervention, research instruments were administered to both 

groups as pre-test for the experiment. 

3. Both of the groups were taught by activity based method, but assessment of 

activities of experimental group were assessed by peer assessment teaching 

learning strategy followed by instructor researcher, while activities of control 

group were assessed by researcher only. Course guide for the subject of “School, 

Community and Teacher” (Higher Education Commission, 2012) was used to 

plan lessons for both groups. Study plan of course and exemplary lesson plans are 

given in Appendix E.  

4. At completion of intervention, research instruments were administered to both 

groups as post-test for the experiment. 

5. Duration of the intervention was 16 weeks.  

Ethical consideration 

Ethical considerations are of main concern in experimental research. The 

foremost concerns of ethic described by Lodico, Spoulding, and Voeglte (2000), and, 

Cohen, Manion, and Morison (2007) are: (a) To ensure confidentiality of data (b) To 

protect participants from any harm (c) Deception to the subjects. The main ethical 

concern in experimental research is the protection of subjects from any possible 
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psychological or physical harm due to manipulation of the variable(s) throughout or even 

after the intervention. 

The research needed introduction and application of a new teaching-learning 

approach at higher education level. It is the part of practices to move to different 

teaching-learning strategies or methods of teaching is a part of university practices which 

is not harmful for the students.  Peer-assessment is a teaching-learning strategy based on 

social constructivism and such strategies have also been recommended for teachers in the 

national curriculum (2006), Pakistan. Earlier, the manipulation of peer assessment has not 

reported any emotional of physical threat to the students at any level.   

The following measures were taken in the research by considering ethical 

concerns while planning and implementation of intervention.  

1. To protect students from any possible emotional distress, the results of pre-test 

and post-test were not released to both groups.  

2. Formal consent was brought from the prospective teachers. The necessary 

information was given to students about duration and purpose of the study. 

Their rights, security and confidentiality of data were ensured to them.  

3. It was assured to students that data would be utilized only for the purpose of 

research and their participation would not affect their grades in the course.  

4. There was no need for any deception of students according to the research 

design, thus no deception was practiced. There was nothing in this activity to 

defame teaching profession, teachers as well as research community. 
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Data analysis 

Inferential statistics including independent sample t-test and paired sample t-test 

were used to analyze data. Analysis was made to compare the data/results of control 

group and experimental group, pre-test and post-test of the experiment. SPSS were used 

to analyze data.  
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Table 3.7 

Alignment of data analysis with research objectives and hypotheses. 

Objectives  Hypothesis Instrument  Analysis 

technique 

1. To evaluate 

the effect of 

peer-

assessment on 

motivation of 

the 

prospective 

teachers. 

Ho1.1: There is no significant 

difference exist in pretest mean 

scores for ‘motivation to learn’ of 

prospective teachers taught through 

peer assessment and traditional 

assessment. 

Ho1.2: There is no significant 

difference exist in pretest and 

posttest mean scores for ‘motivation 

to learn’ of prospective teachers 

taught through traditional 

assessment 

Ho1.3: There is no significant 

difference exist in pretest and 

posttest mean scores for ‘motivation 

to learn’ of prospective teachers 

taught through peer assessment. 

Ho1.4: There is no significant 

difference exist in posttest mean 

scores for ‘motivation to learn’ of 

prospective teachers taught through 

peer assessment and traditional 

assessment.   

Motivated 

Strategies for 

Learning 

Questionnaire 

(MSLQ) 

Independent 

sample 

t-test 

 

 

 

Paired sample 

t-test 

 

 

 

 

Paired sample 

t-test 

 

 

 

Independent 

sample 

t-test 

 

 

2. To evaluate 

the effect of 

peer-

assessment on 

learning of the 

prospective 

teachers. 

Ho2.1: There is no significant 

difference exist in pretest mean 

scores for ‘learning’ of prospective 

teachers taught through peer 

assessment and traditional 

assessment.   

Ho2.2: There is no significant 

difference exist in pretest and 

posttest mean scores for ‘learning’ 

of prospective teachers taught 

through traditional assessment.   

Ho2.3: There is no significant 

difference exist in pretest and 

posttest mean scores for ‘learning’ 

of prospective teachers taught 

through peer assessment.   

Ho2.4: There is no significant 

difference exist in posttest mean 

Achievement 

test 

Independent 

sample 

t-test 

 

 

 

Paired sample 

t-test 

 

 

 

Paired sample 

t-test 

 

 

 

Independent 

sample 
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scores for ‘learning’ of prospective 

teachers taught through peer 

assessment and traditional 

assessment.   

t-test 

 

3. To evaluate 

the effect of 

peer-

assessment on 

problem 

solving skills 

of prospective 

teachers. 

Ho3.1: There is no significant 

difference exist in pretest mean 

scores for ‘problem solving skills’ of 

prospective teachers taught through 

peer assessment and traditional 

assessment.   

Ho3.2: There is no significant 

difference exist in pretest and 

posttest mean scores for ‘problem 

solving skills’ of prospective 

teachers taught through traditional 

assessment.   

Ho3.3: There is no significant 

difference exist in pretest and 

posttest mean scores for ‘problem 

solving skills’ of prospective 

teachers taught through peer 

assessment.   

Ho3.4: There is no significant 

difference exist in posttest mean 

scores for ‘problem solving skills’ of 

prospective teachers taught through 

peer assessment and traditional 

assessment. 

Case-study Independent 

sample 

t-test 

 

 

 

Paired sample 

t-test 

 

 

 

 

Paired sample 

t-test 

 

 

 

 

Independent 

sample 

t-test 

 

 

  



49 
 

 
 

CHAPTER 4 

ANALYSIS AND INTERPRETATION OF DATA 

The chapter describes analysis of data supported by testing of hypotheses and 

interpretation of results. The SPSS software was used for data analysis.  

Motivation to learn 

Ho1.1: There is no significant difference exist in pretest mean scores for 

‘motivation to learn’ of prospective teachers taught through peer assessment and 

traditional assessment. 

Table 4.1 

Independent sample t-test for comparison of ‘motivation to learn’ pretest mean scores of 

prospective teachers taught through peer assessment and traditional assessment.  

Groups N Mean SD df t-value Sig  

Experiment  34 160.44 23.95 83.7 0.257 0.79 

Control 52 162.19 39.18    

p*<0.05 

 Table 4.1 shows that there is no significant difference between the pretest mean 

scores for ‘motivation to learn’ of prospective teachers taught by peer assessment (M = 

160.44, SD = 23.95) and prospective teachers taught by traditional assessment (M = 

162.19, SD = 39.18);     t (83.7) = 0.257, p = .79 (two-tailed). It reveals that null 

hypothesis 1.1 stated “no significant difference exist in pretest mean scores for 

‘motivation to learn’ of prospective teachers taught through peer assessment and 

traditional assessment” is accepted.  

It is concluded that prospective teachers of taught through peer assessment and 

traditional assessment were equally motivation to learn before intervention.  
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Ho1.2: There is no significant difference exist in pretest and posttest mean scores 

for ‘motivation to learn’ of prospective teachers taught through traditional assessment.   

Table 4.2 

Paired sample t-test for comparison of ‘motivation to learn’ pretest and posttest mean 

scores of prospective teachers taught through traditional assessment.  

Scores N Mean SD df t-value  Sig 

Pretest  52 162.19 39.19 51 1.27 0.209 

Posttest  52 169.48 19.11    

p*<0.05 

 Table 4.2 shows that there is no significant difference between the mean scores 

for ‘motivation to learn’ of prospective teachers taught through traditional assessment 

before intervention (M = 162.19, SD = 39.19) and after intervention (M = 169.48, SD = 

19.11); t (51) = 1.27, p= 0.209 (two-tailed). While mean increase in motivation to learn 

of prospective teachers taught through traditional assessment is 7.29 with 95% 

confidence interval ranging from -18.79 to 4.22. It reveals that null hypothesis 1.2 stated 

“no significant difference exist in pretest and posttest mean scores for ‘motivation to 

learn’ of prospective teachers taught through traditional assessment” is accepted.  
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Ho1.3: There is no significant difference exist in pretest and posttest mean scores 

for ‘motivation to learn’ of prospective teachers taught through peer assessment. 

Table 4.3 

Paired sample t-test for comparison of ‘motivation to learn’ pretest and posttest mean 

scores of prospective teacher taught through peer assessment.  

Scores N Mean SD df t-value Sig  

Pretest  34 160.44 23.95 33 8.85 .000 

Posttest  34 200.50 5.26    

p*<0.05 

Table 4.3 shows that there is significant difference between the mean scores for 

‘motivation to learn’ of prospective teachers taught through peer assessment before 

intervention (M = 160.44, SD = 23.95) and after intervention (M = 200.5, SD = 5.26); t 

(33) = 8.85, p= .000 (two-tailed). The mean increase in motivation to learn of prospective 

teachers taught through peer assessment is 40.05 with 95% confidence interval ranging 

from -49.26 to    -30.85. The eta squared statistics (.70) indicates a large effect size. 

Hence null hypothesis 1.3 stated “no significant difference exist in pretest and posttest 

mean scores for ‘motivation to learn’ of prospective teachers taught through peer 

assessment” is rejected. 
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Ho1.4: There is no significant difference exist in posttest mean scores for 

‘motivation to learn’ of prospective teachers taught through peer assessment and 

traditional assessment. 

Table 4.4 

Independent sample t-test for comparison of ‘motivation to learn’ posttest mean scores of 

prospective teachers taught through peer assessment and traditional assessment.  

Groups   N Mean SD df t-value Sig  

Experiment  34 200.50 5.26 62.23 11.08 0.000 

Control 52 169.48 19.10    

p*<0.05 

 Table 4.4 shows that there is significant difference between the posttest mean 

scores for ‘motivation to learn’ of prospective teachers taught by peer assessment (M = 

200.50, SD = 5.26) and prospective teachers taught by traditional assessment (M = 

169.48, SD = 19.10);         t (62.23) = 11.08, p= 0.000 (two-tailed). The magnitude of the 

difference in the means (mean difference = 31.01, 95% CI: 25.42 to 36.61) is large (eta 

squared = 0.59). It reveals that null hypothesis 1.4 stated “no significant difference exist 

in posttest mean scores for ‘motivation to learn’ of prospective teachers taught through 

peer assessment and traditional assessment” is rejected.  

 It is concluded the prospective teachers taught by peer assessment were highly 

motivated to learn than the prospective teachers taught through traditional assessment 

after intervention.  
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Learning  

Ho2.1: There is no significant difference exist in pretest mean scores for ‘learning’ 

of prospective teachers taught through peer assessment and traditional assessment.   

Table 4.5 

Independent sample t-test for comparison of ‘learning’ pretest mean scores prospective 

teachers taught through peer assessment and traditional assessment.  

Groups N Mean SD df t-value Sig  

Experiment  34 17.23 3.65 84 0.585 0.56 

Control 52 16.76 3.58    

p*<0.05 

Table 4.5 shows that there is no significant difference between the pretest mean 

scores for ‘learning’ of prospective teachers taught by peer assessment (M = 17.23, SD = 

3.65) and prospective teachers taught by traditional assessment (M = 16.76, SD = 3.58); t 

(84) = 0.585, p= 0.56 (two-tailed). It reveals that null hypothesis 2.1 stated “no 

significant difference exist in pretest mean scores for ‘learning’ of prospective teachers 

taught through peer assessment and traditional assessment” is accepted.  

It is concluded that prospective teachers taught through peer assessment and 

traditional assessment had same level of learning before intervention.   
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Ho2.2: There is no significant difference exist in pretest and posttest mean scores 

for ‘learning’ of prospective teachers taught through traditional assessment. 

Table 4.6 

Paired sample t-test for comparison of ‘learning’ pretest and posttest mean scores of 

prospective teachers taught through traditional assessment. 

Scores N Mean SD df t-value Sig 

Pretest  52 16.77 3.59 51 23.72 .000 

Posttest  52 31.52 3.13    

p*<0.05 

 Table 4.6 shows that there is significant difference between the mean scores for 

‘learning’ of prospective teachers taught through traditional assessment before 

intervention (M = 16.77, SD = 3.59) and after intervention (M = 31.52, SD = 3.13); t (51) 

= -23.72, p= .000 (two-tailed). The mean increase in motivation to learn for control group 

is 14.75 with 95% confidence interval ranging from -15.99 to -13.50. The eta squared 

statistics (.91) indicates a large effect size. It reveals that null hypothesis 2.2 stated “no 

significant difference exist in pretest and posttest mean scores for ‘learning’ of 

prospective teachers taught through traditional assessment” is rejected.  
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Ho2.3: There is no significant difference exist in pretest and posttest mean scores 

for ‘learning’ of prospective teachers taught through peer assessment. 

Table 4.7 

Paired sample t-test for comparison of ‘learning’ pretest and posttest mean scores of 

prospective teachers taught through peer assessment.  

Scores N Mean SD df t-value Sig  

Pretest  34 17.24 3.65 33 21.21 .000 

Posttest  34 33.68 2.52    

p*<0.05 

Table 4.7 shows that there is significant difference between the mean scores for 

‘learning’ of prospective teachers taught through peer assessment before intervention (M 

= 17.24, SD = 3.65) and after intervention (M = 33.68, SD = 2.52); t (33) = -21.21, p= 

.000 (two-tailed). The mean increase in learning for control group is 16.44 with 95% 

confidence interval ranging from -18.02 to -14.86. The eta squared statistics (.93) 

indicates a large effect size. It reveals that null hypothesis 2.3 stated “no significant 

difference exist in pretest and posttest mean scores for ‘learning’ of prospective teachers 

taught through peer assessment” is rejected.  
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Ho2.4: There is no significant difference exist in posttest mean scores for 

‘learning’ of prospective teachers taught through peer assessment and traditional 

assessment.     

Table 4.8 

Independent sample t-test for comparison of ‘learning’ posttest mean scores of 

prospective teachers taught through peer assessment and traditional assessment.  

Groups N Mean SD df t- value Sig  

Experiment  34 33.68 2.51 80.34 3.52 0.001 

Control 52 31.52 3.13    

p*<0.05 

 Table 4.8 shows that there is significant difference between the posttest mean 

scores for ‘learning’ of prospective teachers taught by peer assessment (M = 33.68, SD = 

2.51) and prospective teachers taught by traditional assessment (M = 31.52, SD = 3.13); t 

(80.34) = 3.52, p= .001 (two-tailed). The magnitude of the difference in the means (mean 

difference = 2.16, 95% CI: .882 to 3.43) is large (eta squared = 0.12). It reveals that null 

hypothesis 2.4 stated “no significant difference in posttest mean score of prospective 

teachers taught through peer assessment and traditional assessment for learning” is 

rejected.  

  It is concluded that prospective teacher taught though peer assessment had high 

learning then the prospective teachers taught through traditional assessment after 

intervention.  
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Problem solving skills 

Ho3.1: There is no significant difference exist in pretest mean scores for ‘problem 

solving skills’ of prospective teachers taught through peer assessment and traditional 

assessment. 

Table 4.9 

Independent sample t-test for comparison of ‘problem solving skills’ pretest mean scores 

of prospective teachers taught through peer assessment and traditional assessment.  

Groups N Mean SD df t-value  Sig 

Experiment  34 4.00 1.51 84 0.186 0.853 

Control 52 3.94 1.33    

p*<0.05 

Table 4.9 shows that there is no significant difference between the mean scores 

for ‘problem solving skills’ of prospective teachers taught by peer assessment (M = 4.00, 

SD = 1.51) and prospective teachers taught by traditional assessment (M = 3.94, SD = 

1.33); t (84) = 0.186, p = 0.853 (two-tailed). It reveals that null hypothesis 3.1 stated “no 

significant difference in pretest mean score of prospective teachers taught through peer 

assessment and traditional assessment for problem solving skills.” is accepted.  

 It is concluded that prospective teachers taught through peer assessment and 

traditional assessment had equal problem solving skill before intervention.  
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Ho3.2: There is no significant difference exist in pretest and posttest mean scores 

for ‘problem solving skills’ of prospective teachers taught through traditional assessment.   

Table 4.10 

Paired sample t-test for comparison of ‘problem solving skills’ pretest and posttest mean 

scores of prospective teachers taught through traditional assessment.  

Scores N Mean SD df t-value Sig  

Pretest  52 3.94 1.33 51 14.34 0.000 

Posttest  52 7.71 1.59    

p*<0.05 

Table 4.10 shows that there is significant difference between the mean scores for 

‘problem solving skills’ of prospective teachers taught traditional assessment before 

intervention (M = 3.94, SD = 1.33) and after intervention (M = 7.71, SD = 1.59); t (51) = 

14.34, p= 0.000 (two-tailed). The mean increase in problem solving skill for prospective 

teachers taught traditional assessment is 3.77 with 95% confidence interval ranging from 

-4.30 to -3.24. The eta squared statistics (.80) indicates a large effect size. It reveals that 

null hypothesis 3.2 stated “no significant difference exist in pretest and posttest mean 

scores for ‘problem solving skills’ of prospective teachers taught through traditional 

assessment” is rejected. 
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Ho3.3: There is no significant difference exist in pretest and posttest mean scores 

for ‘problem solving skills’ of prospective teachers taught through peer assessment. 

Table 4.11 

Paired sample t-test for comparison of ‘problem solving skills’ pretest and posttest mean 

scores of prospective teachers taught through peer assessment.  

Scores N Mean SD df t-value Sig  

Pretest  34 4.00 1.51 33 26.24 0.000 

Posttest  34 10.35 1.89    

p*<0.05 

Table 4.11 shows that there is significant difference between the mean scores for 

‘problem solving skills’ of prospective teachers taught through peer assessment before 

intervention (M = 4.00, SD = 1.51) and after intervention (M = 10.35, SD = 1.89); t (33) 

= 14.34, p= .000 (two-tailed). The mean increase in problem solving skills for 

prospective teachers taught through peer assessment is 3.77 with 95% confidence interval 

ranging from      -6.85 to -5.86. The eta squared statistics (.95) indicates a large effect 

size. It reveals that null hypothesis 3.3 stated “no significant difference exist in pretest 

and posttest mean scores for ‘problem solving skills’ of prospective teachers taught 

through peer assessment” is rejected. 
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Ho3.4: There is no significant difference exist in posttest mean scores for 

‘problem solving skills’ of prospective teachers taught through peer assessment and 

traditional assessment.   

Table 4.12 

Independent sample t-test for comparison of ‘problem solving skills’ posttest mean scores 

of prospective teachers taught through peer assessment and traditional assessment.  

Groups N Mean SD df t-value Sig  

Experiment  34 10.35 1.889 84 6.99 0.000 

Control 52 7.71 1.588    

p*<0.05 

 Table 4.12 shows that there is significant difference between the posttest mean 

scores for ‘problem solving skills’ of prospective teachers taught by peer assessment (M 

= 10.35, SD = 1.889) and prospective teachers taught by traditional assessment (M = 

7.71, SD = 1.588); t (84) = 6.99, p= 0.000 (two-tailed). The magnitude of the difference 

in the means (mean difference = 2.64, 95% CI: 1.89 to 3.39) is medium (eta squared = 

0.37). It reveals that null hypothesis 3.4 stated “no significant difference in posttest mean 

score of prospective teachers taught through peer assessment and traditional assessment 

for problem solving skills” is rejected. 

 It is concluded that prospective teachers taught through peer assessment had high 

level of problem solving skills than the prospective teachers taught through traditional 

assessment after intervention.  
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CHAPTER 5 

SUMMARY, FINDINGS, CONCLUSION, DISCUSSION AND 

RECOMMENDATION 

 This chapter elaborates the overall picture of the research while concentrating on 

summary, findings, conclusion, discussion and recommendations. The very purpose of 

this doctoral dissertation was to evaluate the effect of peer assessment on motivation to 

learn, learning and problem solving skills of prospective teachers.  

Summary 

 The underlying notion of this research was paradigm of teaching learning 

strategies is shifting form behaviorism to social constructivism. Currently implemented 

National Curriculum of Pakistan (2006) evidently demanded teachers to be more 

effective in their teaching with conceptual understanding and its application in real life.  

Along with this, national professional standards for teachers in Pakistan (2009) stress that 

teacher educators should be able to impart different assessment strategies in classroom 

for better learning of the students. For this purpose, the research was conducted to 

evaluate the effect of peer assessment, a teaching learning strategy based on social 

constructivism, on motivation to learn, learning and problem solving skills of prospective 

teachers.  

 Main objective of the research were to: i) To evaluate the effect of peer-

assessment on prospective teachers’ motivation to learn at undergraduate level, ii) To 

evaluate the effect of peer-assessment on prospective teachers’ learning at undergraduate 
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level, and, iii) To evaluate the effect of peer-assessment on prospective teachers’ problem 

solving skills at undergraduate level. These objectives were attained by testing related 

null hypotheses.  

The research was delimited to prospective teachers at undergraduate level. 

Population of the research was comprised of 251 prospective teachers who had qualify 

the course of “Educational Assessment and Evaluation”, studying at undergraduate level 

(B.S.Ed Hons.) in Department of Science Education, Institution of Education and 

Research. Total population was distributed in morning and self-support programs. 

Sample was comprised of 86 (34 prospective teachers were enrolled in morning and 52 in 

self-support program) prospective teachers selected by purposive sampling technique. 

From these two programs, one was assigned as control group and other as experimental 

group randomly. 

Three research instruments i.e. motivation scale of MSLQ, achievement test and a 

case study, were used as pretest and posttest, before and after intervention. Both groups 

were taught by activity method but activities of experimental group were followed by 

peer assessment while activities of control group were assessed by me (teacher). Duration 

for treatment was 16 weeks. Data were analyzed by applying independent sample t-test 

and paired sample t-test to draw findings and conclusions.  
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Findings 

 Following findings were drawn from data analysis. 

Motivation to learn 

1. The pretest mean scores for ‘motivation to learn’ (t= 0.257, p = 0.79) of 

prospective teachers taught through peer assessment was not significantly different from 

the pretest mean scores for ‘motivation to learn’ of prospective teachers taught through 

traditional assessment.  

2. The posttest mean scores for ‘motivation to learn’ (t= 1.27, p = 0.209) of 

prospective teachers taught through traditional assessment was not significantly different 

from the pretest mean scores for ‘motivation to learn’ of prospective teachers taught 

through traditional assessment.  

3. The posttest mean scores for ‘motivation to learn’ (t= 8.85, p = .000) of 

prospective teachers taught through peer assessment was significantly high than pretest 

mean scores for ‘motivation to learn’ of prospective teachers taught through peer 

assessment.  

4. The posttest mean scores for ‘motivation to learn’ (t= 11.08, p = 0.000) of 

prospective teachers taught through peer assessment was significantly high than posttest 

mean scores for ‘motivation to learn’ of prospective teachers taught through traditional 

assessment.  
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Learning  

1. The pretest mean scores for learning (t= .585, p = 0.56) of prospective teachers 

taught through peer assessment was not significantly different from the pretest mean 

scores for learning of prospective teachers taught through traditional assessment.  

2. The posttest mean scores for learning (t= 23.72, p = 0.000) of prospective 

teachers taught through traditional assessment was significantly high than pretest mean 

scores for learning of prospective teachers taught through traditional assessment.  

3. The posttest mean scores for learning (t= 21.21, p = 0.00) of prospective teachers 

taught through peer assessment was significantly high than pretest mean scores for 

learning of prospective teachers taught through peer assessment.  

4. The posttest mean scores for learning (t= 3.52, p = 0.001) of prospective teachers 

taught through peer assessment was significantly high than posttest mean scores for 

learning of prospective teachers taught through traditional assessment.  

Problem solving skills 

1. The pretest mean scores for problem solving skills (t= .186, p = 0.853) of 

prospective teachers taught through peer assessment was not significantly different from 

the pretest mean scores for problem solving skills of prospective teachers taught through 

traditional assessment.  

2. The posttest mean scores for problem solving skills (t= 14.34, p = 0.000) of 

prospective teachers taught through traditional assessment was significantly high than 

pretest mean scores for problem solving skills of prospective teachers taught through 

traditional assessment.  
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3. The posttest mean scores for problem solving skills (t= 26.24, p = 0.00) of 

prospective teachers taught through peer assessment was significantly high than pretest 

mean scores for problem solving skills of prospective teachers taught through peer 

assessment.  

4. The posttest mean scores for problem solving skills (t= 6.99, p = 0.000) of 

prospective teachers taught through peer assessment was significantly high than posttest 

mean scores for problem solving skills of prospective teachers taught through traditional 

assessment.  

Conclusion 

Following conclusions were drawn from data analysis. 

1. The prospective teachers taught through peer assessment and traditional 

assessment exhibit same level of motivation to learn before intervention.   

2. Peer assessment as teaching-learning strategy effectively improves motivation to 

learn of prospective teachers.  

3. The prospective teachers taught through peer assessment and traditional 

assessment exhibit same level of learning before intervention.   

4. Peer assessment as teaching-learning strategy effectively improves learning of 

prospective teachers.  

5. The prospective teachers taught through peer assessment and traditional 

assessment exhibit same level of problem solving skills before intervention.   

6. Peer assessment as teaching-learning strategy effectively improves problem 

solving skills of prospective teachers.  
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Discussion 

 This experimental research was conducted to evaluate the effect of peer 

assessment as a teaching learning strategy on motivation to learn, learning and problem 

solving skills of prospective teachers at undergraduate level. The sample of study was 

comprised of one experimental and one control group from B.S.Ed (Hons.) program in 

department of science education, institute of education and research, university of the 

Punjab. The experimental group was provided training for application of peer assessment 

in their learning process, construction of knowledge, and then they were taught by 

applying peer assessment in their classroom activities. An achievement test, motivation 

scale of MSLQ and a case study were used as research instruments for pretest before 

intervention and posttest after intervention. 

 The prospective teachers that were taught by peer assessment as teaching learning 

strategy exhibited high motivation to learn than the prospective teacher not taught by peer 

assessment teaching learning strategy. This finding of the study is supported by the 

results of Hanrahan and Isaacs (2001). High motivation to learn through peer assessment 

is due to the fact that peer assessment as a teaching learning strategy provides student an 

opportunity to participate in their learning process, encourage prospective teachers to 

learn more comprehensively. Peer assessment encourages prospective teachers to 

collaborate, discuss and reflect in the process of their own learning (Topping, 1998; 

Strijbos & Sluijsmans, 2010).  

 The prospective teachers taught through peer assessment as teaching learning 

strategy exhibited high level of learning than the prospective teachers taught through 
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traditional method. The results of this study are extended by Chai et al., (2015), Logan 

(2009), Li and Joyce (2008) Wang et al., (2012), Wing-Shui (2012) Liu and Lee (2013), 

Alade and Moyosor (2014), and, Jhangiani (2016). Improved learning with peer 

assessment is owing to the fact that peer assessment offers a chance to the learners to get 

critical review on their tasks which made them understand their mistakes hence motivated 

to improve their learning. Peer assessment encourages learners to collaborate, discuss, 

and reflect in process of their own learning (Topping, 1998; Strijbos & Sluijsmans, 

2010). It is suggested as it enhances learning performance (Murakami, Valvona, & 

Broudy, 2012). Students get feedback on their activities and provide feedback to others 

activities in peer assessment, in a way, it let student know about different perspective on 

same activity and how other peer have completed that specific task. Consequently, it 

broadens the view of learner to perform an activity in different ways. So that students 

own the responsibility of their own learning and improve it.  

 The study showed that prospective teachers taught through peer assessment as 

teaching learning strategy improved their problem solving skills. This empirical finding 

supported the findings by Hwang et al., (2013) who found improvement in students’ 

problem solving skills due to online peer assessment. This improvement evidenced due to 

nature of rich social learning environment in peer assessment. In peer assessment 

students actively participate in different group activities in which their role and 

composition is diverse in comparison to traditional group work where some member of 

the group are socially dominated. In peer assessment, each student plays their role as 

assessor as well as assesse. Interaction with other, understanding about different 
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perspective of a task or concept and teachers’ role as facilitator ultimately improve 

students’ problem solving skills.  

Recommendation 

  Following recommendation are suggested on the basis of finding and discussion 

of the results: 

1. Peer assessment as teaching learning strategy improves the prospective teachers’ 

motivation to learn. Thus, it is recommended to faculty members of teacher training 

institutes to incorporate peer assessment as teaching learning strategy in their instructions 

to motivate prospective teachers towards learning.  

2. Peer assessment as teaching learning strategy improves the prospective teachers’ 

learning. Thus, it is recommended to faculty members of teacher training institutes to 

incorporate peer assessment as teaching learning strategy in their instructions for 

meaningful construction of knowledge.  

3. Peer assessment as teaching learning strategy improves the prospective teachers’ 

problem solving skills. Thus, it is recommended to faculty members of teacher training 

institutes to incorporate peer assessment as teaching learning strategy in their instructions 

to develop high order learning skills.  

Suggestions for further studies 

1. The study carried out for prospective teachers at undergraduate level and 

proved peer assessment as advantageous teaching learning strategy for constructive 

development of students’ knowledge. Thus, it is recommended to propose such empirical 

researches for other levels of education also.  
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APPENDIX A 

Motivation Strategies for Learning Questionnaire 

The following questions ask about your motivation for and attitudes about this class. 

Remember there is no right or wrong answers; just answer as accurately as possible. Use 

the scale below to answer the questions. If you think the statement is very true of you, 

circle 7; if a statement is not at all true of you, circle 1. If the statement is more or less 

true of you, find the number between 1 and 7 that best describes you. 

 

1  2  3  4  5  6          7 

  

 

 

 Statements Not 

at all 

true 

for 

me 

2 3 4 5 6 

Very 

true 

for 

me 

1.  In a class like this, I prefer course material that 

really challenges me so I can learn new things. 
1 2 3 4 5 6 7 

2.  If I study in appropriate ways, then I will be able to 

learn the material in this course. 
1 2 3 4 5 6 7 

3.  When I take a test I think about how poorly I am 

doing compared with other students. 
1 2 3 4 5 6 7 

4.  I think I will be able to use what I learn in this 

course in other courses. 
1 2 3 4 5 6 7 

5.  I believe I will receive an excellent grade in this 

class. 
1 2 3 4 5 6 7 

6.  I’m certain I can understand the most difficult 

material presented in the readings for this course. 
1 2 3 4 5 6 7 

7.  Getting a good grade in this class is the most 

satisfying thing for me right now 
1 2 3 4 5 6 7 

8.  When I take a test I think about items on other parts 

of the test I can’t answer. 
1 2 3 4 5 6 7 

9.  It is my own fault if I don’t learn the material in this 

course. 
1 2 3 4 5 6 7 

10.  It is important for me to learn the course material in 

this class. 
1 2 3 4 5 6 7 

11.  The most important thing for me right now is 

improving my overall grade point average, so my 

main concern in this class is getting a good grade. 
1 2 3 4 5 6 7 

12. I’m confident I can learn the basic concepts taught in 

this course. 1 2 3 4 5 6 7 

Not at all 

true for me 

Very true 

for me 



 
 

 
 

13.  If I can, I want to get better grades in this class than 

most of the other students. 
1 2 3 4 5 6 7 

 Statements Not 

at all 

true 

for 

me 

2 3 4 5 6 

Very 

true 

for 

me 

14.  When I take tests I think of the consequences of 

failing. 
1 2 3 4 5 6 7 

15.  I’m confident I can understand the most complex 

material presented by the instructor in this course. 1 2 3 4 5 6 7 

16.  In a class like this, I prefer course material that 

arouses my curiosity, even if it is difficult to learn. 1 2 3 4 5 6 7 

17.  I am very interested in the content area of this 

course. 
1 2 3 4 5 6 7 

18.  If I try hard enough, then I will understand the 

course material. 
1 2 3 4 5 6 7 

19.  I have an uneasy, upset feeling when I take an exam. 1 2 3 4 5 6 7 

20.  I’m confident I can do an excellent job on the 

assignments and tests in this course. 
1 2 3 4 5 6 7 

21.  I expect to do well in this class. 1 2 3 4 5 6 7 

22.  The most satisfying thing for me in this course is 

trying to understand the content as thoroughly as 

possible. 

1 2 3 4 5 6 7 

23.  I think the course material in this class is useful for 

me to learn. 
1 2 3 4 5 6 7 

24.  When I have the opportunity in this class, I choose 

course assignments that I can learn from even if they 

don’t guarantee a good grade. 

1 2 3 4 5 6 7 

25.  If I don’t understand the course material, it is 

because I didn’t try hard enough. 
1 2 3 4 5 6 7 

26.  I like the subject matter of this course. 1 2 3 4 5 6 7 

27.  Understanding the subject matter of this course is 

very important to me. 
1 2 3 4 5 6 7 

28.  I feel my heart beating fast when I take an exam. 1 2 3 4 5 6 7 

29.  I’m certain I can master the skills being taught in 

this class. 
1 2 3 4 5 6 7 

30.  I want to do well in this class because it is important 

to show my ability to my family, friends, employer, 

or others. 

1 2 3 4 5 6 7 

31.  Considering the difficulty of this course, the teacher, 

and my skills, I think I will do well in this class. 
1 2 3 4 5 6 7 
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APPENDIX C 

Achievement Test 

1. A group sharing common characteristics or interests and perceiving itself as 

distinct in some respect from the larger society within which it exists is known as: 

a. Society 

b. Community 

c. School 

d. Population 

Lecture 1     Topic: Introduction to society, community, Education        Level: Knowledge 

2. A process of facilitating learning, or the acquisition of knowledge, skills, values, 

beliefs, and habits is known as: 

a. Leadership 

b. Skill development 

c. Acquisition  

d. Education 

Lecture 1     Topic: Introduction to society, community, Education       Level: Knowledge 

3. A group of people involved in persistent social interaction, or a large social group 

sharing the same geographical or social territory is known as: 

a. Society 

b. Community 

c. School 

d. Population 

Lecture 1      Topic: Introduction to society, community, Education       Level: Knowledge 

4. ___ refers to the people who share a common culture and live together in a 

community. 

a. Society 

b. School  

c. Population 

d. Family 

Lecture 1    Topic: Introduction to society, community, Education       Level: Knowledge 

 

 

 



 
 

 
 

5. A group of men and women leading a common life according to a rule is a 

__________.  

a. School  

b. Community 

c. Society 

d. Population 

Lecture 1   Topic: Introduction to society, community, Education    Level: Understanding 

6. Which of the following is NOT true about school? 

a. Conservation and promotion of culture 

b. Vocational training of individuals 

c. Provision of means to make a living 

d. Development of social responsibility 

Lecture 2    Topic: Structure and function of school and community     Level: Application 

7. All round development of the individual is the function of:  

a. School  

b. Society 

c. Population 

a. Community 

Lecture 2   Topic: Structure and function of school and community  Level: Understanding 

8. Vocational training involves:  

a. Development of social responsibility 

b. Training in holidays 

c. Development of mutual support in individuals 

d. Development of different skills  

Lecture 2     Topic: Structure and function of school and community Level: 

Understanding 

9. Which of the following is NOT true about community? 

a. Fulfill the need of companionship 

b. Means to enforce adherence to community values 

c. Proper adjustment and application of learnt knowledge 

d. Traditions, modelling and formal education 

Lecture 2    Topic: Structure and function of school and community     Level: Application 

 

 

 



 
 

 
 

10. Mothers’ caring about their child is example of interaction within the distance of:   

a. Intimate zone 

b. Personal zone 

c. Social zone 

d. Public zone 

Lecture 5 Topic: Levels of social interaction   Level: Application 

11. In a meeting of teachers regarding ‘students’ participation in extracurricular 

activities’, they will interact within the distance of: 

a. Intimate zone 

b. Personal zone 

c. Social zone 

d. Public zone 

Lecture 5 Topic: Levels of social interaction   Level: Application 

12. There is a group discussion activity among students in a class. In that activity 

students are allowing others to come across in the distance of: 

a. Intimate zone 

b. Personal zone 

c. Social zone 

d. Public zone 

Lecture 5 Topic: Levels of social interaction   Level: Application 

13. In a speech of politician where audience are listening their leader enthusiastically. 

In this situation leader and his audience are interacting in their: 

a. Intimate zone 

b. Personal zone 

c. Social zone 

d. Public zone 

Lecture 5 Topic: Levels of social interaction   Level: Application 

14. Which of the following is NOT the element of social interaction? 

a. Social contacts 

b. Communication  

c. Values  

d. Cultural traits 

Lecture 6 Topic: Elements of social interaction   Level: Understanding 

 



 
 

 
 

15. The area of twelve feet or more included in:  

a. Personal zone 

b. Intimate zone 

c. Public zone 

d. Social zone 

Lecture 6                 Topic: Levels of Social interaction  Level: Knowledge 

16. The space of _________ zone rarely penetrates in business settings.  

a. Public 

b. Social  

c. Personal 

d. Intimate  

Lecture 6                 Topic: Levels of Social interaction  Level: Understanding 

17. The area of two to four feet lie in:  

a. Personal zone 

b. Intimate zone 

c. Public zone 

d. Social zone 

Lecture 6                 Topic: Levels of Social interaction     Level: Knowledge 

18. The distance used between people in private sitting included in: 

a. Intimate zone 

b. Personal zone 

c. Social zone 

d. Public zone 

Lecture 6                 Topic: Levels of Social interaction  Level: Understanding 

19. The space of _________ zone is for strangers and acquaintances.   

a. Public 

b. Social  

c. Personal 

d. Intimate  

Lecture 6                 Topic: Levels of Social interaction  Level: Knowledge 

20. The space of _________ zone is reserved for colleagues and friends.   

a. Public 

b. Social  

c. Personal 

d. Intimate  

Lecture 6                 Topic: Levels of Social interaction  Level: Understanding 

 



 
 

 
 

21. 1000 candidates are applying to get admission in a program of a college whereas 

there are only 300 seats for that specific program. This situation will termed as: 

a. Competition  

b. Conflict 

c. Accommodation  

d. Cooperation   

Lecture 7 Topic: Types of social interaction   Level: Application  

22. In educational institutions; heads, administrative staff, teaching staff and support 

staff work together to achieve the goals of education. This situation will termed 

as: 

a. Competition  

b. Conflict 

c. Cooperation  

d. Assimilation  

Lecture 7 Topic: Types of social interaction   Level: Application  

23. A restaurant is giving 10% discount to its customers who promote its page on 

social media. This situation will termed as: 

a. Competition  

b. Accommodation 

c. Cooperation  

d. Assimilation  

Lecture 7 Topic: Types of social interaction   Level: Application  

24. A group of people at a railway station waiting for a train will be categorized as:  

a. Transitory group 

b. Recurrent group  

c. Formal group   

d. In-group Out-group 

Lecture 8 Topic: Types of social groups    Level: Application 

25. A group of co-workers that are working under same authority and  follow rules to 

achieves goals of organization, can be categorized as: 

a. Transitory group 

b. Recurrent group  

c. Formal group   

d. Informal group 

Lecture 8 Topic: Types of social groups    Level: Application 



 
 

 
 

26. A group of people going for a trip and have no rules to follow nor to do any 

assigned role, can be categorized as: 

a. Transitory group 

b. Informal group 

c. Recurrent group  

d. Formal group   

Lecture 8 Topic: Types of social groups    Level: Application 

27. A group of people has goal to enjoy one another’s company will be categorized 

as:  

a. Transitory group 

b. Secondary group  

c. Formal group   

d. Primary group 

Lecture 8 Topic: Types of social groups    Level: Knowledge 

28. Identify the group in which members are informal and feel relax around one 

another.  

a. Secondary group 

b. Formal group   

c. Recurrent group  

d. Primary group 

Lecture 8 Topic: Types of social groups    Level: Understanding 

29. If technological advancement or social change in a society occur faster than the 

change in rules then it cause a cultural ______ .  

a. Diversity   

b. Complex 

c. Pattern  

d. Lag  

Lecture 12 Topic: Elementary concepts of culture  Level: Knowledge 

30. Hockey is national game of Pakistan. Which of the following term can be used for 

hockey?  

a. Cultural Trait  

b. Cultural Complex 

c. Cultural Pattern 

d. Cultural Lag  

Lecture 12 Topic: Elementary concepts of culture  Level: Application 



 
 

 
 

31. Hajj is the combination of different traditions related to religious belief e.g. ihram, 

tawaaf, umrah etc. which of the following term can be used for Hajj?  

a. Cultural Trait  

b. Cultural Complex 

c. Cultural Pattern 

d. Cultural Lag  

Lecture 12 Topic: Elementary concepts of culture  Level: Application 

32. Which region of Pakistan has culture of Dhamal, Ho Jamalo and Jhumro dances?  

a. Sindh   

b. Baluchistan  

c. Punjab  

d. Khyber Pakhtunkhwa 

Lecture 13 Topic: Culture of Pakistani communities  Level: Knowledge 

33. Turban is common headwear of a men in:  

a. Sindh   

b. Baluchistan  

c. Punjab  

d. Khyber Pakhtunkhwa 

Lecture 13 Topic: Culture of Pakistani communities  Level: Knowledge 

34. Languages of Pothowari, Hindko, Pahari, Majhi, Saraiki and Jhangvi are being 

practiced by people live in:  

a. Sindh   

b. Baluchistan  

c. Punjab  

d. Khyber Pakhtunkhwa 

Lecture 13 Topic: Culture of Pakistani communities  Level: Knowledge 

35. Chappal kabab, Kandhari naan, Kabuli pulao and Seekh kabab are famous foods 

in the region of:  

a. Sindh   

b. Baluchistan  

c. Punjab  

d. Khyber Pakhtunkhwa 

Lecture 13 Topic: Culture of Pakistani communities  Level: Knowledge 

 



 
 

 
 

36. Which of the following belong to approach of “learning with technology”?  

a. Computer based teaching 

b. Use of projector in instructions 

c. Use of computer software program in teaching 

d. Television based instructions 

Lecture 16 Topic: impact of technology on school  Level: Application 

37. __________ is a system of behavioral and relationship patterns that are densely 

interwoven and enduring, and function across an entire society.  

a. Community  

b. Society  

c. Social institution 

d. Cultural diversity 

Lecture 21 Topic: Definition of social institution   Level: Knowledge 

38. An institution in which people bound by blood is called:  

a. School  

b. Community  

c. Madrassa  

d. Family  

Lecture 21 Topic: Types of social institution   Level: Understanding 

39. An institution in which people bound by their beliefs in worship and superpower 

is known as:  

a. Community   

b. Educational institution  

c. Religious institution 

d. Family  

Lecture 22 Topic: Types of social institution   Level: Understanding 

40. Teacher as a leader has role of:  

a. Catalyst for change 

b. Learning facilitator 

c. Resource provider 

d. All of the above  

Lecture 30                 Topic: Teacher as leader   Level: Understanding 



 
 

 
 

APPENDIX D 

Case study 

Gum Tree State School is an inner-city primary school with approximately 250 

students participating in a P-7 (primary, preschool, and special education) multi-age 

program. This program means that students have access to a flexible, supportive learning 

environment and have the opportunity to progress at their own rate of development. The 

school principal wanted to explore structures, policies, and practices so that the inclusion 

policy for the school would address key priorities.  

A working party comprising the head of special education services, a class 

teacher, a behavior support services representative, the principal, parent representatives, 

and the education advisor (Inclusive Education) from the school district was formed. 

Opportunities at school staff meetings were planned for all staff, including teacher aides, 

teachers, administrators, and specialists, to discuss their beliefs and understandings about 

inclusive education. This process is important because shared beliefs of members of the 

school community affect actions, which in turn affects the school culture. Open 

communication is fostered and members are encourage to feel comfortable and express 

opinions and thoughts on issues. The Index for Inclusion assisted in this process. Use of 

the Index encourages collaborative enquiry and assumes that all schools are at different 

points in the journey toward more inclusive school development.  

A particular issue was identified during one of the staff meetings that became an 

early focus for the working party. Some staff believed that teacher aide support did not 

focus sufficiently on student learning and development. These staff thought that the 

support model met the needs of some audits and also caused many students with 

disabilities to become support-dependent. The education advisor (Inclusive Education) 

facilitated a workshop specifically for teacher aides. Activities and conversations, 

underpinned by the Index, challenged assumptions about the learning and participation of 

students with disabilities and led to an acknowledgment that disability is one aspect only 

of human difference. Teacher aides recognized that current support options had the 

potential to impede the learning and independence of students. Ongoing discussions with 

support staff extended and strengthened these views and provided opportunities to share 

and extend individual understandings of inclusive education that supported future student 

aspirations.  

In addition to the meeting with the teacher aides, layers of data were collected 

from members of the school community. Initially, a staff survey created from the culture 

and policy dimensions of the Index identified priority areas. The following areas were 

considered by the working party to be of the highest priority because 12-25% of staff 

respondents disagreed with the statement.  

 Staff professional development activities help staff to respond to student diversity.  

 Staff treats each other with respect irrespective of their roles in the school.  

 Staff feel valued and supported (50% of teacher aides disagreed with this 

compared with 15% of teaching staff ).  



 
 

 
 

 The staff ’s belief in meeting diverse needs reduces the barriers to learning and 

participation for all students (teachers and other groups disagreed more strongly that 

teacher aides).  

 Meetings involving staff, students, parents/carers, and others attempt to deal with 

problems flexibly before they escalate (teacher aides and others disagreed most strongly).  

At Gum Tree State School, priorities and issues were also identified through 

parent and student questionnaires that were informed by the Index for Inclusion. The 

parent questionnaire was sent to every family in the school and deeper levels of 

understanding were developed though Parent Forums. These forums were advertised 

through the school newsletters and internet site to consider specific issues such as 

communication between home and school and reporting on children’s progress. At the 

school, every student in Years 6 and 7 undertakes training at the beginning of the school 

year to become a peer support leader. Peer support groups involve vertical groupings of 

the whole school, with older students teaching and mentoring a multi-age group of 

younger children, for a 30-minute lesson every week. The children in my class call others 

by unkind names.  

Read the case study carefully and answer the following questions. 

1. What are the possible issues need to be improved so that the inclusion policy for 

the school would address key priorities? 

2. What are the possible solutions present by the members working part? 

3. Keeping the case study in view, What are the suggestion you made for school 

principal to fulfil his aim?   

 

Source: “School, Community and Teacher” Course guide, associated degree in education/ 

B.Ed (Hons) Elementary. 2012. Higher Education Commission, Pakistan.  

 

  



 
 

 
 

APPENDIX E 

Plan of intervention and exemplary Lesson Plans 

Course: School, Community and Teacher 

 

UNIT 2 Understanding social interaction in schools and communities 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

3 5 Meaning of social interaction and 

socialization  
 understand the role of 

socialization in continuance 

of culture recognize group 

formation and stages of 

group formation  

 recognize group formation 

and stages of group 

formation  

 identify stakeholders that 

influence group dynamics 

in schools and the 

community  

 understand the importance 

of communication and 

interaction between and 

among stakeholders  

 recognize the contextual 

role of schools in 

promoting social stability 

nationally and locally.  

 

6 Levels of social interaction  

Elements of social interaction  

 Social contacts  

 Communication  

 Social attitudes and values  

4 7 Types of social interaction  

 Cooperation  

 Competition  

 Conflict  

 Accommodation  

 Assimilation  

8 Meaning and types of social groups  

Individual and group behavior 

5  9 The roles of schools and teachers in 

developing social interaction for peace, 

harmony, and tolerance in Pakistani 

communities  

10 Review of Unit 2 

UNIT 1 Society, community, and education 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

1  1  Introduction and overview of the 

course  

Introduction to society, community, 

and education  

 understand the integrated 

nature of society, 

community, and schools  

 identify social factors that 

influence teaching and 

learning in Pakistan  

 recognize the contextual role 

of schools in supporting the 

development of education 

nationally and locally.  

 

2 Structures and functions of 

community and schools in Pakistan  

2  3 Impact of education on society  

4 Role of education in strengthening 

Pakistani communities  

Review of Unit 1  



 
 

 
 

UNIT 3 School and culture 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

6 11 Main characteristics of culture    identify social and cultural 

factors that affect education 

in schools and their 

communities  

 recognize how the teacher’s 

role is influenced by 

cultural and social factors.  

 

12 Elementary concepts of culture  

 Cultural trait  

 Cultural complex  

 Cultural pattern  

 Cultural lag  

 Cultural diversity  

7 13 Culture and cultural elements of 

Pakistani communities  

14 Role of education and school in the 

protection and transmission of culture 

8  15 Impact of media on school and culture  

16 Impact of technology on school and 

culture  

Review of Unit 3 

 

UNIT 4 Relationships between school and community 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

9 17 A school as a social, cultural, and 

community institution  

   

 understand the social 

identity of a school  

 recognize the 

multidimensionality of a 

school in relation to the 

community.  

 

18 Effects of a school on communities  

Effects of communities on a school  

10 19 School as a hub for community 

services  

20 A critical analysis of the effective role 

of schools and teachers in Pakistani 

communities  

Review of Unit 4 

 

 

 

 



 
 

 
 

UNIT 5 Social institutions 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

11 21 Definition and types of social 

institutions  

The family  

 understand the social 

identity of a school  

 recognize the 

multidimensionality of a 

school in relation to the 

community.  

 

22 Educational institutions  

Religious institutions 

12 23 Critical analysis of the role of social 

institutions in Pakistani schools  

24 Review of Unit 5 

 

UNIT 6 The teacher’s role in school and the community 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

13 25 Teacher as an integral part of the 

community  
 recognize how culture, 

gender, special needs, and 

equity and equality issues 

affect the school and the 

community  

 identify the mechanism or 

social networks for 

promoting inclusive culture 

in schools.  

 

26 Teacher as a change agent in:  

 Community  

 School 

14 27 Teachers as role models through their 

participation in community activities  

28 Effects of teachers and schools on 

individual and group behaviour 

 

UNIT 7 The working context of Pakistani teachers 

Week 

# 
Lecture 

no.  

Topics/themes  Objectives 

15 29 Teacher as a social activist   understand the proactive 

nature of a teacher’s role in 

and for students’ 

achievement  

 identify social networks 

that could influence 

teaching and learning in 

schools  

 recognize the contextual 

role of Pakistani teachers in 

improving education in the 

country in general and 

community in particular.  

30 Teacher’s leadership roles within and 
outside schools 

16 31 Teacher’s role in establishing linkages 

among stakeholders  

32 Review of Unit 7 



 
 

 
 

Lesson Plan (Week: 1, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

Topic & Sub Topic  

1. Introduction and overview of the course 

2. Introduction of society, community and education 

 

Resources/Materials A.V aids: Presentation of different definitions of three 

concepts followed by classroom discussion. 

Procedure 

a. Introduction:  Major definitions of three concepts including school, 

community and teacher by highlighting relevant points from the Student 

Teachers’ definitions and relating them to Pakistan. Emphasize the 

following points:  

a. notions of community and society in Pakistan  

b. differences between school and schooling  

c. differences in schooling patterns of communities living in same 

region.  

b. Teaching Procedures: Discussion method was applied to discuss different 

definitions of the concepts.  

c. Student Participation: Students actively participate in classroom 

discussion.  

d. Closure/summarizing: Discussion synthesizes through an interactive 

presentation of major definitions of the three concepts and their relevance 

in understanding the state of education in Pakistan. 

 
Prospective teachers asked to recall their own experiences in school and of schooling, and 

respond (in writing) to the following questions:  

 How similar or different was the relationship between you school and community 

compared to those discussed by Carrington?  

 How was the community involved in classroom activities at your school?  

 How was the community involved in school activities at your school?  

Prospective teachers allowed to add any other relevant details in their reflection piece.   



 
 

 
 

Lesson Plan (Week: 1, Session 2) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

Topic & Sub Topic  

1. Structures and functions of community and schools in Pakistan. 

 

Resources/Materials A.V aids:  Reflections of student (Home assignment of last 

lecture) 

Procedure 

a. Introduction: Prospective teachers exchange papers so that they can read 

what their peers wrote. In pairs, they discuss the positive and negative 

ways that communities can affect education. 

b. Teaching Procedures: Discussion made to highlight and share different 

experiences of prospective teachers written in their reflections.  

c. Student Participation: Prospective teachers actively participate in 

discussion. 

d. Closure/summarizing: Discussion synthesizes by bringing out contextual 

factors that create differences in the standard of teaching and learning in 

different contexts. 

e. Activity of Peer assessment: Prospective teachers of experimental group 

asked to rate the reflection of their peer according to the criterion provided 

to develop that reflection. While prospective teachers of control group 

were not asked to perform this activity.  

 

 

  



 
 

 
 

Lesson Plan (Week: 2, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

Topic & Sub Topic  

1. Impact of education on society 

 

Resources/Materials A.V aids: White board and marker 

Procedure 

a. Introduction: Prospected teachers invited to highlight and discuss positive 

and negative (if any) effect of education on society followed by discussion 

on each of the highlighted point. Each point highlighted by prospective 

teachers mentioned on the white board. 

b. Teaching Procedures: Discussion made to highlight and share different 

observation of prospective teachers with respect to topic in discussion.  

c. Student Participation: Prospective teachers actively participate in 

discussion. They highlighted different points and discuss all of them one 

by one with rationale in the light of their observations in society.  

d. Closure/summarizing: Discussion synthesized by answering questions of 

prospective teachers raised while discussion.  

 
Prospective teachers asked to prepare an assignment of 2000 words on topic “Role of 

education in strengthening Pakistani communities” by mentioning different examples of 

Pakistani community. Prospective teachers allowed to add any other relevant details in 

their assignment.   



 
 

 
 

Lesson Plan (Week: 2, Session 2) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

   

Topic & Sub Topic  

1. Role of education in strengthening Pakistani communities 

 

Resources/Materials A.V aids: Assignment of students (home assignment of last 

lecture) 

Procedure 

a. Introduction: Prospective teachers asked to think of some of the challenges 

in their community, and invited to share these with the person sitting next 

to them. Prospective teachers of experimental group shared their 

assignment with their peer while prospective teachers of control group 

keep their assignment with them.  

b. Teaching Procedures: Discussion initiated by mentioning different 

examples of Pakistani society that play their role in strengthening 

Pakistani communities.  

c. Student Participation: Prospective teachers participated in discussion by 

telling different points/examples they have mentioned in their assignment. 

d. Closure/summarizing: Discussion synthesized by noticing and mentioning 

similarities and differences in cause and solution about how education can 

improve the quality of relationships within and among Pakistani 

communities. 

e. Activity of Peer assessment: Prospective teachers of experimental group 

asked to mark the assignment of their peer according to provided 

instructions. While prospective teachers of control group were not asked 

to perform this activity.  

 



 
 

 
 

Lesson Plan (Week: 3, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

   

Topic & Sub Topic  

1. Meaning of social interaction and socialization 

 

Resources/Materials A.V aids: Power point slides with multimedia projector.  

Procedure 

a. Introduction: Concepts of social interaction and socialization discussed 

with prospective teachers by sharing different definitions of concepts and 

following questions.  

 What does socialization mean?  

 How does socialization create differences in values and beliefs?  

 Why should teachers be aware of the differences in beliefs and 

practices of students in their class?  

b. Teaching Procedures: Lecture on concepts of social interaction and 

socialization followed by discussion that invites prospective teachers to 

reflect on the concepts of social interaction and socialization. At the end of 

discussion, prospective teacher submit their reflection on their learning in 

this lecture.  

c. Student Participation: Prospective teachers actively participated in 

discussion.  

d. Closure/summarizing. Discussion concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group 

asked to mark the reflection of their peer according to provided 

instructions. While prospective teachers of control group were not asked 

to perform this activity. 

 

  



 
 

 
 

Lesson Plan (Week: 3, Session 2) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

   

Topic & Sub Topic  

1. Levels of social interaction 

2. Elements of social interaction 

  Social contacts 

Communication 

Social attitudes and values 

 

Resources/Materials A.V aids: Power point slides with multimedia projector.  

Procedure 

a. Introduction: Concepts of level of social interaction and elements of social 

interaction discussed with prospective teachers by sharing different 

definitions with the help of power point slides and multimedia.  

b. Teaching Procedures: Lecture on topics of lecture followed by discussion 

that invites prospective teachers to reflect on the concepts. At the end of 

discussion, prospective teacher submit their reflection on their learning in 

this lecture.  

c. Student Participation: Prospective teachers actively participated in 

discussion.  

d. Closure/summarizing. Discussion concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group 

asked to mark the reflection of their peer according to provided 

instructions. While prospective teachers of control group were not asked 

to perform this activity. 

 



 
 

 
 

Lesson Plan (Week: 4, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

   

Topic & Sub Topic  

1. Types of social interaction 

 

Resources/Materials A.V aids: Power point slides with multimedia projector.  

Procedure 

a. Introduction: Different types of social interaction discussed with 

prospective teachers by sharing different definitions with the help of 

power point slides and multimedia.  

b. Teaching Procedures: Lecture on types of social interaction followed by 

discussion that invites prospective teachers to reflect on the concepts. At 

the end of discussion, prospective teacher provided with 5 different 

situations and asked to mention type of social interaction reflected in each 

situation on flip cards.   

c. Student Participation: Prospective teachers actively participated in 

discussion and classroom activity.  

d. Closure/summarizing. Discussion concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group 

asked to mark the flip card of their peer according to provided 

instructions. While prospective teachers of control group were not asked 

to perform this activity. 

  



 
 

 
 

Lesson Plan (Week: 4, Session 2) 

Subject: School, Community and Teacher   Time duration: 1½ 

hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
   

   

Topic & Sub Topic  

1. Types of social groups 

 

Resources/Materials A.V aids: Power point slides with multimedia projector.  

Procedure 

a. Introduction: Different types of social groups discussed with prospective 

teachers by sharing different definitions and explanation with the help of 

power point slides and multimedia.  

b. Teaching Procedures: Lecture on types of social groups followed by 

discussion that invites prospective teachers to reflect on the concepts. At 

the end of discussion, prospective teacher provided with 7 different 

situations regarding social group and asked to mention example of each 

situation on flip cards.   

c. Student Participation: Prospective teachers actively participated in 

discussion and classroom activity.  

d. Closure/summarizing. Discussion concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group 

asked to mark the flip card of their peer according to provided 

instructions. While prospective teachers of control group were not asked 

to perform this activity. 

 
Prospective teachers asked to see/listen videos from the Interfaith League against 

Poverty’s (I-LAP) Interfaith Peace Museum of Pakistan in Islamabad. Links provided for 

2 videos. Prospective teachers further asked to prepare a summary of 500 words about 

what they learnt from videos about peace, harmony and tolerance in Pakistani community 

and How to improve it.    



 
 

 
 

Lesson Plan (Week: 5, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
    

  

Topic & Sub Topic  

 The roles of schools and teachers in developing social interaction for peace, harmony, 

and tolerance in Pakistani communities 

 

Resources/Materials A.V aids: Summaries of students (Home assignment of last lecture).  

Procedure 

a. Introduction: The topic will be discussed with prospective teachers. Discussion 

will be guided around the videos by asking why it is important to accept and 

accommodate cultural diversity and religious tolerance. 

b. Teaching Procedures: Discussion will be made to highlight and share different 

observation of prospective teachers by highlighting their reflection on videos.    

c. Student Participation: Prospective teachers will actively participate in discussion 

and classroom activity.  

d. Closure/summarizing. Discussion will be concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group will be 

asked to mark the summary of their peer according to provided instructions. 

While prospective teachers of control group will not be asked to perform this 

activity. 

 

 

 

Group of 5-6 participants will be made. Each group will be asked to prepare assignment on 

any specific culture of Pakistan (at provincial level) and its elements. Each group will be 

further directed to prepare power point slide to present in front of class fellows on week 7, 

session 1. 

  



 
 

 
 

Lesson Plan (Week: 6, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
    

  

Topic & Sub Topic  

1. Main characteristics of culture 

 

Resources/Materials A.V aids: Notes on characteristics of culture.  

Procedure 

a. Introduction: Prospected teachers will be invited to highlight and discuss their 

experiences about characteristics of a culture. 

b. Teaching Procedures: Discussion will be made to highlight and share different 

observation of prospective teachers with respect to topic under discussion.  

c. Student Participation: Prospective teachers will actively participate in discussion. 

They will highlight different points and discuss all of them one by one with 

rationale in the light of their observations in society.  

d. Closure/summarizing: Discussion will be synthesized by answering questions of 

prospective teachers raised while discussion.  

  



 
 

 
 

Lesson Plan (Week: 6, Session 2) 

Subject: School, Community and Teacher   Time duration: 1½ hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
    

  

Topic & Sub Topic  

 Elementary concepts of culture 

• Cultural trait 

• Cultural complex 

• Cultural pattern 

• Cultural lag 

• Cultural diversity 

 

Resources/Materials A.V: Notes on elements of culture.  

Procedure 

a. Introduction: Different elements of culture will be discussed with prospective 

teachers by sharing different definitions explanation and examples with the help 

of power point slides and multimedia.  

b. Teaching Procedures: Lecture on elements of culture will be followed by 

discussion that will invite prospective teachers to reflect on the concepts. At the 

end of discussion, prospective teacher will provided with flip cards having 

different examples and asked to mention the element of culture against each 

example.   

c. Student Participation: Prospective teachers will actively participate in discussion 

and classroom activity.  

d. Closure/summarizing. Discussion will be concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group will be 

asked to mark the flip card of their peer according to provided instructions. While 

prospective teachers of control group will not be asked to perform this activity. 

  



 
 

 
 

Lesson Plan (Week: 7, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
    

  

Topic & Sub Topic  

Culture and cultural elements of Pakistani communities 

 

Resources/Materials A.V aids. Home assignment of week 5, session 1.  

Procedure 

a. Introduction. Prospective teachers will be asked to present their assignment 

through power point slides in front of class fellows. Every group participant will 

be expected to participate.  

b. Teaching Procedures: Activity based teaching strategy will be adopted. 

c. Student Participation: Every prospective teacher will participate actively. 

d. Closure/summarizing: Each presentation will be concluded by 

comments/questions of class fellows.  

e. Activity of Peer assessment: Prospective teachers of experimental group will be 

asked to rate each presentation on given Performa. While prospective teachers of 

control group will not be asked to perform this activity. 

 

  



 
 

 
 

Lesson Plan (Week: 7, Session 2) 

Subject: School, Community and Teacher   Time duration: 1½ hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
    

  

Topic & Sub Topic  

 Role of education and school in the protection and transmission of culture 

 

Resources/Materials A.V aids: White board and marker 

Procedure 

a. Introduction: Prospective teaches will be asked to list local and public holidays 

and festivals. They will be facilitated to include events that celebrate local 

customs. Discussion will be made to answer the following questions for each 

event. 

 Why are local holidays and festivals important? For whom are they 

important?  

 How are they celebrated?  

 Do schools acknowledge these holidays and festivals?  

 How do schools participate in these events?  

 Do schools teach about and value these holidays and festivals?  

 If schools acknowledge and celebrate local holidays and festivals, what 

is the impact on the transmission and protection of culture?  

 If schools do not acknowledge and celebrate local holidays and festivals, 

what is the impact on the transmission and protection of culture?  

b. Teaching Procedures: Discussion will invite prospective teachers to reflect on the 

concepts.  

c. Student Participation: Prospective teachers will actively participate in discussion.  

d. Closure/summarizing. Discussion will be concluded by summarizing the role of 

education and school in the protection and transmission of culture.  

 

An article about “impact of media and technology on school and culture” will be given to 

prospective teachers. They will be asked to read the article and prepare a summary for discussion 

on the topic in next class.   



 
 

 
 

Lesson Plan (Week: 8, Session 1) 

Subject: School, Community and Teacher   Time duration: 1½ hours  

Grade level/ Class: B.Ed (Hons.)    Semester: 5
th
    

  

Topic & Sub Topic  

 Impact of media on school and culture 

 

Resources/Materials A.V aids: Article provided for reading in home assignment of previous 

lecture.  

Procedure 

a. Introduction: The topic will be discussed with prospective teachers by allowing 

them to share their views.  

b. Teaching Procedures: Discussion will invite prospective teachers to reflect on the 

concepts. At the end of discussion, prospective teacher will be asked to share 

their summary of article with peers.   

c. Student Participation: Prospective teachers will actively participate in discussion 

and classroom activity.  

d. Closure/summarizing. Discussion will be concluded by summarizing points.  

e. Activity of Peer assessment: Prospective teachers of experimental group will be 

asked to give remarks on their peer work according to provided instructions. 

While prospective teachers of control group will not be asked to perform this 

activity. 

 

 


