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ABSTRACT 

Title:  The effect of peer tutoring on student achievement in the subject of English  

at secondary level in the light of Vygotsky’s theory  
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Vygotsky believed that children’s best learning takes place within their zone of proximal 

development (ZPD), a range of tasks too difficult for the child to do alone but possible 

with the help of  adults and more skilled peers. Vygotskian theory adheres to the 

significance of dialogue as an avenue by which individuals negotiate conceptual change. 

The formulations of Vygotsky lead us to believe that learning environment for children 

should involve guided interaction and they should change their conceptions through 

social interaction, speech, and communication. For this reason, it is anticipated that 

students who are not performing well in a subject due to their misconceptions will show 

improvement upon being scaffolded and tutored by a more skilled person. It is important 
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that the peer and adult tutor  verbalizes the problem solving process to help the tutee in 

learning and understanding.  

The use of peer tutoring across many disciplines is increasing to help in engaging 

students for effective learning process. It is generously recognized that educational 

outcomes in academic, social, emotional and moral domains of learning are related with 

students engagement. When they become actively involved in their learning and the 

chances for them to perform better increase. The use of peer tutorials enhance students 

interest and sharpens their academic skills is indicated by a wealth of research in this 

field.   

 

Peer plays a special role in children’s development in addition to parents and teachers. 

However, the greater fluidity, freedom and equality of peer relationships offers children 

the opportunity for a new kind of interpersonal experimentation and exploration. In 

particular, it stimulates a new sensitivity that forms a cornerstone for the development of 

social competence, a sense of social justice, and the capacity to form relationships with 

others outside the family. 

 

 

This piece of experimental research was  guided by Lev Vygotsky’s ideas on social 

interaction through scaffolding by peers within each learner’s ZPD. Peer  tutoring 

strategy was implemented to examine its effects on the achievement and attitude of 

students in the subject of English. The objectives of the study were to measure the 

achievement of the students in the subject of English before the experiment , to expose 
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the experimental group to peer tutoring and the control group to conventional teaching  to 

compare the difference in the achievement of students participating in peer tutorials and 

students who did not participate in peer tutoring. It was hypothesized that there would be 

significant difference between mean achievement scores of the students taught through 

peer tutoring and those taught through traditional teaching.  

 

The population of the study consisted of the 4086 girl students of 9th class studying 

English as a subject in 12 Federal Secondary Girls Schools of Wah Cantt (Pakistan). A 

sample of 60 students was taken from one randomly selected girl school out of 12 Federal 

Girls secondary schools.   The design of the experimental study was “Pretest-Posttest 

Nonequivalent Groups Design” which is a form of Quasi-Experimental designs. 

   

90 students from three sections out of six sections of 9th class in the selected school were 

pretested through a self developed achievement test. On the basis of pre- test results and 

the willingness of the students, 30 students from two sections were assigned to the 

experimental group to be treated through peer tutoring.  While students of third  section 

were assigned to the control group. Moreover, 30 peer tutors were selected from 10th 

class of the same school on the basis of the pretest results and their willingness to serve 

as tutors. The duration of the study was six weeks. To determine the significance of the 

tutoring intervention through comparison of pre- and post-test achievement of 

experimental and control groups, descriptive statistics of mean, median, SD, coefficient 

of variation, and inferential statistics of t-test and ANCOVA were used. 
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The study results indicated that the experimental group showed greater improvement in 

their English achievement as a result of their exposure to peer tutoring. Peer tutoring had 

thus a visible effect on the posttest performance of the experiment group when tested at 

.05 level of significance. Further studies need to investigate the effect of peer tutoring 

strategy on socioemotional aspects of learning and development in addition to its impact 

on cognitive learning and development. 
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CHAPTER 1 

INTRODUCTION 

 

Education is an attempt to change human behaviour through the process of 

learning as reflected in the aims of education. Education,   as a social institution, seeks to 

bring about those behavioural changes which are considered worthwhile and desirable by 

the society. Humans become superior to all creations of God through education, as it is a 

means whereby an individual is shaped to fit into the social order and to develop 

restraints in accordance with cultural patterns of his times ( Shami, 2006). 

 

The purpose of education is likely to be met when the teacher takes the responsibility to 

transfer the knowledge to the best of his capability. To teach is to help someone learn 

something. But teaching is more than presenting information or even ideas. Learning is 

more than presenting information and memorizing facts. It also includes guiding student 

learning by means of such activities as analyzing, probing, examining and discovering 

leading to reflective thinking and skill development. Teaching enforces education and 

teachers are professionally trained and prepared for this career (Shami, 2006). 

 

 The contemporary theories of cognitive development by Piaget and Vygotsky 

have greatly influenced theory, research and practice of education everywhere. Both the 

theorists agree that knowledge and understanding is actively created by the growing 

person himself from the external information rather than passively absorbing it. However, 
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the conceptual shift from Piaget to Vygotsky is from individual construction to social 

construction of knowledge.  

 Vygotsky views cognitive development primarily due to internalization of social 

activities with more capable persons, including peers, who are more advanced in 

thinking. Specific mental structures and processes necessary for learning and mental 

development first occur between child and competent others at social level before these 

are internalized by him at the individual level. 

 Vygotsky considers Direct Instruction as the best way of teaching and learning, 

where a more competent peer assists student learning and development by 

providing ‘scaffolding’ in his ‘zone of proximal development’ (ZPD).  

 Scaffolding means assisting the less competent learner by telling, asking, hinting, 

showing, getting attention, encouraging and reminding him.  

 ZPD is the area or task the learner can learn dependently through appropriate 

assistance. He can’t, however, learn it alone and independently. As a result of peer 

tutoring, the less competent peer internalizes tutoring and can do independently what he 

could previously do only dependently. Thus, learning moves the child ahead in cognitive 

development and self regulation.  

 

Finally, Piaget’s theory offers an accurate and useful roadmap of cognitive development 

in many respects, though wrong in others. His milestones of preoperational, concrete 

operational, and formal operational thought remain powerful aids to understanding 

emotional, social, and moral development.   
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Although Piaget’s views of development are no longer fully agreed upon and conflict is 

on how to modify or replace it, some have begun to search for points of contact among 

the alternative perspectives. Others presented Piaget’s focus on the child as an active 

agent with a stronger role for context, the objects, events, and people in children’s lives. 

For example, followers of  Vygotsky’s (1987) theory are intensively studying social and 

cultural influences on children’s thinking, largely neglected by Piaget. Diverse theories 

and lines of investigation leave research into children’s thinking far more fragmented 

today than several decades ago, when Piaget’s theory held sway. Nevertheless, 

researchers continue to draw inspiration from Piaget’s lifelong quest to understand how 

children acquire new capacities. His findings have served as the starting point for 

virtually every major contemporary line of research on cognitive development (Berk, 

2007). 

 

Piaget’s (1970) theory and the core knowledge perspective emphasize the biological side 

of cognitive development. In both, the most important source of cognition is the child 

himself--- a busy, self-motivated explorer who forms ideas and tests them against the 

world. Lev Vygotsky also believed that children are active seekers of knowledge, but he 

emphasized that rich social and cultural contexts profoundly affect their thinking. 

 

Early events in Vygotsky’s (1987) life contributed to his vision of human cognition as 

inherently social and language based. As a university student, he was interested primarily 

in a verbal field--- literature. After graduating, he first became a teacher and only later 
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turned to psychology. Because Vygotsky died of tuberculoses at age 37, his theory is not 

as complete as Piaget’s. Nevertheless, the field of child development has experienced a 

burst of interest in Vygotsky’s sociocultural perspective. The major reason for his appeal 

lies in his rejection of an individualistic view of the developing child as given by Piaget 

in favour of a socially formed mind (Rogoff, 2003). 

 

According to Vygotsky (1987), infants are endowed with basic attention, perceptual,  and 

memory capacities that they share with other animals. These cognitive capacities develop 

during the first two years through direct contact with the environment. Then rapid growth 

of language leads to a profound change in their thinking. It broadens preschoolers’ 

participation in social dialogues with more knowledgeable individuals who encourage 

them through scaffolding to master culturally important tasks. Scaffolding is the 

assistance provided a more competent tutor to the less competent tutee in the form of 

telling, demonstrating, asking, limiting, explaining encouraging etc. within tutee’s area of 

potential development. Scaffolding is a teaching mechanism appropriate for the mental 

level of each learner. If teaching mechanism falls outside the ZPD, whether below or 

above it, the learner will not be able to learn, feeling either boredom or intense anxiety in 

learning.  Soon, young children start to communicate with themselves in much the same 

way that they converse with others. As a result, basic mental capacities are transformed 

into uniquely human, higher cognitive processes (Berk, 2007). 

   

Vygotsky  (1987) believed that children’s learning takes place within their zone of 

proximal development. This zone consists of  a range of tasks too difficult for the child to 
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perform alone but possible to accomplish with the help of  adults and more skilled peers. 

The use of peer tutoring across many disciplines is increasing to help in engaging 

students for effective learning process. It is found that educational outcomes are related 

with student engagement (Shapiro and Levine,1999). This is the reason when students are 

being actively involved in their learning, the chances for them to learn better increase.  

The uses of peer tutorials enhance student interest and sharpens their academic skills as 

indicated by a wealth of research in this field.  There are several advantages that can be 

attached with peer tutoring in respect of attitude development and achievement.  

 

According to Vygotsky (1987)`, peers play a special role in children’s development. 

Although children’s relationship with their parents is more intense and enduring than 

relations with peers, interactions among age-mates are more free and egalitarian. The 

greater fluidity of peer relationships offers children the opportunity for a new kind of 

interpersonal experimentation and exploration. In particular, it stimulates a new 

sensitivity that forms a cornerstone for the development of social competence, a sense of 

social justice, and the capacity to form relationships with others outside the family. 

Social learning theorists also believe that peers exert a heavy influence on the child’s 

socialization by means of modeling and reinforcement. Piaget and  Vygotsky have 

discussed the ways in which peer contact alter the child’s cognitions, which can, in turn, 

direct social behaviour. Piaget contends that peers interactions prompt the child to 

consider the others, broadening his/her social perspective-taking ability and diminishes 

his/her egocentrism. The result is the greater capacity for social exchange. Vygotsky 

maintains more than Piaget that contact with peers, especially those who are more skilled 
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in a given domain, stretch the child’s intellectual and social capacities. As a result of 

experiences with peers, the child internalizes new modes of thinking and social 

interaction and thus produces them independently (Bukatko & Daehler, 1995). 

 

The number of studies examining peer relations in childhood and adolescence has 

skyrocketed in the last few decades, due in part to recognition of prevalence of peer 

experiences in children’s lives and the undoubted power of peers as a socialization agent. 

Researchers have specially focused on changes in peer relation with age, the dynamics of 

peer groups, and the factors that are related to social competence with peers. Because 

humans are “social” beings, it is not surprising that childhood experiences in social 

groups play such a large part in making the child what is and what he will (Bukatko & 

Daehler, 1995). 

 

Despite great research work of studying affects of peer tutoring on cognitive development 

abroad, there is still need to examine and investigate the affects of peer tutoring in 

Pakistan. There is no doubt that many efforts are being initiated to explore cognitive 

development but less importance is given to explore peer tutoring factors which in turn 

not only will enhance the learning abilities of the students but also give assistance to the 

teachers in decreasing burden of overcrowded classes in Pakistan. In this context, the 

present study will be a positive contribution to the field of  learning and education, in all 

academic subjects particularly in the subject of English which is considered to be a 

difficult second language and compulsory subject is most of the schools in Pakistan 
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which are preponderantly Urdu medium. This study tested ideas of Vygotsky which 

suggested that opportunities given to learn a less competent peer successfully along with 

a more competent peer who interacts socially with a less competent peer by scaffolding 

her in learning tasks that are within her zone of proximal development. The use of peer 

tutoring across many subjects is on increase to help students in successful learning.  

 

1.1. STATEMENT OF THE PROBLEM 

The study was, therefore, designed to investigate the effects of peer tutoring in the 

light of Vygotsky’s theory on student academic achievement in the subject of English at 

secondary level. 

 

1.2 OBJECTIVES OF THE STUDY  

The main objectives of the study were: 

 To measure the academic achievement of the students in the subject of English 

before the experiment. 

 To provide the experience of peer tutoring to the experimental group. 

 To compare the difference in the achievement of students participating in peer 

tutoring and students who did not participate in peer tutoring but were taught as 

usual through routine teaching. 
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1.3 SIGNIFICANCE OF THE STUDY 

The results of the study will be of great significance to working teachers of 

English in Secondary schools who may consider using this technique in their 

methodology in addition to conventional teaching. This is particularly important because 

Vygotsky’s views are still unknown to majority of the teachers at secondary level in 

Pakistan. This effort of testing Zone of proximal development (ZPD) and scaffolding 

while teaching in the classroom is likely to reduce the burden of the teacher especially in 

overcrowded classes in majority of secondary schools as well as it may increase the 

motivation level of the students by being instructed by their peers. 

This study is also significant because it was conducted within the community. It   

evaluated the performance of  the students as they interacted with their peers.  The 

tutorial  influence may have great impact on education by improving  policy-making and 

practice. Peer tutoring may maximize the learning capacities by recognizing and 

analysing the strength of the students into the learning process. By participating and 

interacting  in the tutorials, student attitudes towards learning, comprehension, 

achievement, and performance in English may be positively influenced. The results of 

this study may also guide further research on peer tutoring not only in the cognitive 

learning and development but also in equally important socioemotional and moral 

learning and development. Vygotsky’s theory of cognitive development needs further 

research on the all round development of the growing child. 
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1.4 HYPOTHESES 

As the design of this study was Pretest-posttest nonequivalent group design in which 

intact groups were taken, it was necessary to check whether both the group were equal or 

not on the pretest scores. 

The above research hypothesis was tested through following null hypothesis: 

Ho 1. There is no significant difference between the mean academic achievement scores 

of the students in the subject of English taught through peer tutoring and those taught 

through routine teaching. 

1.5 DELIMITATION OF THE STUDY 

The study was delimited to the girl students of 9th class in Wah Cantt (Pakistan). 

1.6      METHODOLOGY 

1.6.1. Population 

The population of the study consisted of 4086 girl students of class IX (Age range14-15 

years) studying English as a subject in the 12 Federal Secondary Girls Schools of Wah 

Cantt.  

1.6.2 Sample 

The sample consisted of 60  girls’ students of 9th class, 30 assigned to experimental and 

30 to control group. Thirty peer tutors were selected from 10th class on the basis of the 
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pretest result and their willingness to serve as peer tutors.   

1.6.3. Research Instruments 

A self -prepared achievement test of 34 items was used as a pretest and a posttest 

(Appendix A). These items were prepared from the three lessons of the text book of 9th 

class.   

1.6.4. Design and Procedure 

A quasi-experimental “Pretest-Posttest Nonequivalent Groups Design” was used to test 

whether or not peer tutorials made a difference in students’ achievement in English. The 

pre-test was taken to look at the performance of students in English in order to identify 

students to participate in the peer tutoring to improve their existing level of achievement. 

  A list was compiled of the students from 10th class who were found capable on 

the basis of pretest and who were willingly interested in tutoring their peers of 9th class in 

the subject of English. The students from 10th class were taken as tutors because they 

were senior and more capable in the subject of English (Appendix F). The students of the 

class 9th who expressed a desire to work with a tutor were identified and equal number of 

class 10th students was also identified to make 30 pairs (Appendix D). The tutors from the 

10th class were trained for one week to familiarize them with the subject content. Regular 

monitoring by the researcher was carried out to insure that the peer tutoring was fully 

implemented during the experiment which was conducted for six weeks. 
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1.6.5 Data Analysis 

Data were analyzed by using descriptive statistics of mean, median, and standard 

deviation, coefficient of variation and inferential statistics of t-test and analysis of 

covariance. Analysis of co variance was applied to adjust the posttest scores of the 

comparison groups in the light of difference in their pretest scores. 

 

1.6.6 Research Ethics 

 

The study school was existing in cantt area, and also came under Federal Government, so 

the first step to conduct the experiment was to take the Permission from GSO-1 Wah 

cantt to allow to avail the resources in the Federal Girls High School No. 8 Wah Cantt. It 

was very kind of him that he gave the permission as well he instructed the Principal of 

the relevant school to facilitate the researcher in all contexts. 

In the next step the researcher met the Principal for further procedures, she listened 

kindly and provided an assistant, a senior teacher of English department, who helped in 

filling the willingness performas by the student to participate in the study and also in 

conducting the pretest.  
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CHAPTER 2 

REVIEW OF LITERATURE 

The purpose of this study was to use the well established procedures of peer tutoring to 

develop an effective peer tutoring session that could be implemented with an absolute 

minimum of teacher involvement. This chapter provides the theoretical framework of 

peer tutoring and related research under the following headings.  

2.1 TEACHING 

Teachers’ attitudes and orientations toward particular learning situations have 

considerable influence on how students respond to learning situations. Students put forth 

more effort in environments with positive feeling tones and less in environments that are 

negative. Feeling tones in the classroom are not only the result of specific things teachers 

say at a particular moment but are also the result of many other structures and processes 

created by teachers to produce productive learning communities. The effective learning 

processes are best launched by those teachers who have the knowledge of human 

development and its relation with learning (Arends, 2007). 
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2.2 HUMAN GROWTH AND DEVELOPMENT 

Some theorists identified with child development focus on growth, some on how learning 

takes place, and some on both. The term ‘growth’ usually refers to a sequence of changes 

or stages that takes place on the way to adulthood and is controlled, for the most part, by 

an inherited timetable. For example, a child’s head reaches full growth before his/her 

trunk. Learning refers to behavioural changes caused by environmental influences. A 

child in the United States might learn English or Spanish as a first language, whereas a 

child in Pakistan learns Urdu. Developmental theories usually explain changes in the 

child that result from interaction between growth and learning. Every child develops in a 

similar manner. For example, infants explore objects by sight, taste, touch, sound, and 

smell before they learn that these objects still exist when out of their sight (Charlesworth, 

2004). 

 Theories emphasizing change that originates in the environment through learning are 

called behaviourist theories. For example, if children hear language, imitate it, and are 

rewarded for making sounds, they will learn to talk. Behaviourist theories explain how 

the child learns regardless of his or her age or stage. Some learning oriented theories 

explain what is happening in the mind. Others look only at behaviour that can be seen. 

The normative/maturational view is another way of looking at development. Norms 

define what most children do at a certain stage. The normative/maturational view stresses 

certain norms, such as the time when most children can sit up, crawl, walk, talk, count 
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upto 10, or play cooperatively with other children. Other norms define the average size, 

shape, weight, or height of a child at a specific age. Furthermore, norms can suggest 

typical behavioural characteristics, such as the fact that toddlers are naturally negative 

because they try so hard to be independent (Charlesworth, 2004). 

Theories and norms are related in that theories try to explain why norms occur as they do. 

Theories differ regarding the specific part of growth and learning they try to explain and 

describe. Child growth is usually divided into four areas: cognitive, affective, physical 

and motor. 

Cognitive growth: cognitive growth centers on the mind and how the mind works as a 

child grows and learns. 

Affective growth: affective growth centers on the self-concept and the development of 

social, emotional, and personality characteristics. 

Physical growth: physical growth has to do with development of the body and its parts. 

Motor growth: motor growth refers to the development of skills in the use of the body 

and its parts 

Child development theorists attempt to describe basic processes that explain how children 

learn and when they are more likely to learn specific concepts and skills. Some theorists 
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believe that people learn in much the same way, whatever their age. Others believe that 

learning is done in a different way as the person progresses through different stages. 

Some theorists whose ideas have been very influential are Jean Piaget, Lev Vygotsky, 

Sigmund Freud, Erik Erikson, B.F. Skinner, Robert R. Sears, Albert Bandura, Carol 

Rogers, and Abraham Maslow. The normative/maturational view of Gesell has also 

added a great deal to the knowledge of child development (Charlesworth, 2004). 

Each theorist is interested mainly in one area of development and/or learning. Skinner is 

the exception. His theory offers an explanation for any learned behaviour, whether 

cognitive, affective, physical, or motor. Sears and Bandura are known for their work on 

social learning, Piaget for his work on the development of logical thought and sociomoral 

knowledge and behaviour, Vygotsky for his contribution to our view of how children 

learn to think and speak and the importance of adult and peer social interaction to the 

young child’s learning, and Freud and Erikson for their theories of social and personality 

development. Rogers focuses on the development and organization of the self-concept, 

Maslow on the hierarchical nature of human needs, and Gesell on the development of 

growth and development norms and their practical applications for child rearing and 

teaching. Piaget’s and Vygotsky’s theories are the most popular guides to early childhood 

education and cognitive development. Their ideas focus on both the cognitive and 

affective views of learning and are the foundations of the constructivist approach 

(Charlesworth, 2004). 

 



 16

2.3 COGNITIVE AND LANGUAGE DEVELOPMENT 

The term ‘Cognitive’ pertains to the mind and how it works. The cognitive system is 
made up of  

three parts: 

1. Cognitive functioning describes how the cognitive system works. 

2. Cognitive structure includes all the parts of the cognitive system. 

3. Cognitive development refers to changes in the cognitive structure and functioning that 

may take place over time. 

Up until the mid of the 20th century, learning theory and psychoanalytic theory proved as 

the basis for cognitive development. The learning theory view of cognitive development 

saw cognitive growth from childhood to adulthood as a change in quantity of knowledge 

but not quality. That is, children and adult learn in the same way; their behaviour just 

changes as new learning takes place. Learning theory was clear-cut and easily adaptable 

to education and, therefore, became the popular point of view. Psychoanalytic theory 

recognizes qualitative differences in learning during different periods of development. 

Emphasis is on the personality development and the development of a strong self-

concept, the child is free to learn and solve the problems (Charlesworth, 2004). 
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During the twentieth century, testing became very popular. Intelligence tests were 

developed, designed to measure the cognitive development and compare each child with 

the children of the same age. Jean Piaget brought still another view of cognition into 

focus. Piaget worked in the laboratories of Binet when the early intelligence tests were 

being developed. Piaget became fascinated with children’s wrong answers and why they 

came up with these answers.  

Piaget developed the clinical interview method to find out how children’s thinking 

changed as they grew and developed. The purpose and format of the clinical interview 

are much different from that of the intelligence test (Charlesworth, 2004.) 

 Language development is an important part of cognitive development. In the late 1950s 

and early 1960s, Noam Chomsky contributed new ideas on the development of language 

that changed from just the study of grammar to the study of language meaning and 

language use. The development of the computer has also had an impact on our view of 

cognitive development. The computers give a model for looking at complex cognitive 

processes. With the computer, the complex functioning involved is input, transformation, 

storage, retrieval, and output processes. Information processing approaches to cognitive 

development have grown out of the studies of computer models of cognitive processing 

(Charlesworth, 2004). 
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2.4 THEORIES OF COGNITIVE DEVELOPMENT 

2.4.1 Piaget’ s Theory 

 Jean Piaget, a Swiss theorist, received his education in zoology, and his theory has a 

distinct biological flavor. According to Piaget, human infants do not start out as cognitive 

beings. Instead, out of their perceptual and motor activities, they build and refine 

psychological structures, organized ways of making sense of experience, that permit 

children to adapt more effectively to the environment. In developing these structures, 

children are intensely active. They select and interpret experiences using their current 

structures and modify those structures to take into account more subtle aspects of reality. 

Because Piaget viewed children as discovering, or constructing, virtually all knowledge 

about their world through their own activity, his theory is described as a constructivist 

approach to cognitive development (Berk, 2007). 

2.4.1.1 Basic Characteristics of Piaget’s Stages 

Piaget believed that children move through four stages --- senserimotor, preoperational, 

concrete operational, and formal operational--- during which the exploratory behaviours 

of infants transform into the abstract, logical intelligence of adolescence and adulthood. 

(Berk,2007). Piaget’s stages sequence has three important characteristics: 
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 The stages provide a general theory of development following a sequence. 

 The stages are invariant; they always occur in a fixed order, and no stage can be skipped. 

 The stages are universal; they are assumed to characterize children everywhere. 

Piaget regarded the order of development as rooted in the biology of species--- the result 

of the human brain becoming increasingly adept at analyzing and interpreting 

experiences common to most children throughout the world. But he emphasized that 

individual differences in genetic and environmental factors affect the speed with which 

children move through the stages (Berk,2007). 

Piaget was convinced that intellect grows through processes he called assimilation and 

accommodation. Assimilation refers to using existing mental patterns in new situations. 

In accommodation, existing ideas are modified to fit new requirements. Piaget’s ideas 

have deeply affected the knowledge of cognitive development. He believed that all 

children pass through a series of four distinct stages in intellectual development. Each of 

the stages is age-related and consists of distinctive ways of thinking. It is the different 

way of thinking that makes one stage discontinuous from and more advanced than 

another. According to Piaget, knowing more information does not make the child’s 

thinking more advanced. The advanced thinking is qualitatively different. Piaget’s stages 

are called sensorimotor, preoperational, concrete operational, and formal operational. 
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 The following is a summary of the stages he presented in his theory (Coon and Mitterer, 

2007): 

1. The Sensorimotor Stage (0-2 years) 

The sensorimotor stage, which lasts from birth to about two years of age, is the first 

Piagetian stage. In this stage, infants construct an understanding of the world by 

coordinating their sensory experience (such as seeing and hearing) with their motor 

actions (reaching, touching). At the beginning of this stage, infants show little more than 

reflexive patterns to adapt to the world. By the end of the stage, they display far more 

complex sensorimotor patterns. 

  

Piaget believed that an especially important cognitive accomplishment in infancy is 

object permanence. This involves understanding that objects and events continue to exist 

even when they cannot be seen, heard, touched. A second accomplishment is the gradual 

realization that there is a difference or boundary between one self and the surrounding 

environment. The young infant does not differentiate between self and world and has no 

sense of object permanence. By the end of the sensor motor period, the child does 

differentiate between the self and the world and is aware that objects continue to exist 

over time. 
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2. The Preoperational Stage (2-7 years) 

The preoperational stage is the second stage of Piagetian theory, lasting approximately 

from two to seven years of age, it is more symbolic than sensorimotor thought but does 

not involve operational thought; however, it is egocentric and intuitive rather than logical. 

Preoperational thought can be subdivided into two sub stages: symbolic function and 

intuitive thought. The symbolic function substage occurs roughly between two and four 

years age. In this substage, the child gains the ability to represent mentally an object that 

is not present. This stretches the child’s mental world to new dimensions. Expanded use 

of language and the emergence of pretended play are other examples of increase in 

symbolic thought during this early childhood sub stage. Even though young children 

make distinctive progress in this sub stage, their preoperational thought still has two 

important limitations: egocentrism and animism. Egocentrism is the inability to 

distinguish between one’s own perspective and someone else’s perspective. Animism 

also characterizes preoperational thought. It is the belief that inanimate objects have 

“lifelike” qualities and are capable of action. 

 

The intuitive thought substage is the second substage of preoperational thought, starting 

at about four years of age and lasting until about seven years of age. At this sub stage, 

children begin to use primitive reasoning and want to know the answers to all sorts of 

questions. Piaget called this substage “intuitive” because the children seem so sure about 

their knowledge and understanding yet are unaware of how they know what they know. 

That is, they say they know something but know it without the use of rational thinking. 
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According to Piaget, preoperational children also cannot perform what he called 

operations. In Piaget’s theory, operations are mental representations that are reversible. 

3. The Concrete Operational Stage (7-11 years) 

The concrete operational stage, lasts from about seven to about eleven years of age. 

Concrete operational thought involves using operations. Logical reasoning replaces 

intuitive reasoning, but only in concrete situations. Classification skills are present, but 

abstract problems go unsolved. 

A concrete operation is mentally  reversible but pertaining to real concrete objects. 

Concrete operations allow the child to coordinate several characteristics rather than focus 

on a single property of an object. At the concrete operational level, children can do 

mentally what they previously could do only physically, and they can reverse concrete 

operations. An important concrete operation is classifying or dividing things into 

different sets or subsets and considering their interrelationships.  

4. The Formal Operation Stage (11 years and up) 

The formal operational stage, which emerges at about eleven to fifteen years of age, is 

Piaget’s fourth and final cognitive stage. At this stage, individuals move beyond 

reasoning  about concrete experiences only and think in more abstract, idealistic, and 

logical ways.  

The abstract quality of formal operations is evident in verbal problem solving. 

Accompanying the abstract nature of formal operational thought are the abilities to 
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idealize and imagine possibilities. At this stage, adolescents engage in extended 

speculation about the ideal qualities they desire in themselves and others. These idealistic 

thought can merge into fantasy. Many adolescents become impatient with their new 

found ideals and the problems of how to live them out. 

 

At the same time as adolescents are thinking more abstractly and idealistically, they also 

are beginning to think more logically. As formal operational thinkers, they think more 

like scientists. Piaget’s term of  hypothetical-deductive reasoning embodies the concept 

that adolescent can develop hypotheses about ways to solve problems and symmetrically 

reach a conclusion. 

 

Thus, formal operational thinkers test their hypotheses with judiciously chosen questions 

and tests. In contrast, concrete operational thinkers often fail to understand the relation 

between a hypothesis and a well-chosen test of it, stubbornly clinging to ideas that 

already have been discounted. 

Many early childhood educators have adopted Piaget’s concept of constructivism. Kamii 

and Ewing (1996) emphasize that children assimilate experiences and construct 

knowledge from within. Adults must provide the proper experiences for assimilation, 

accomodation and construction to take place. For Piaget, teachers’ role includes the 

following: 

1. Creating an environment conducive to learning. The environment  promotes positive 

child development through encouraging independence and initiative so that the child can 
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speak out, ask questions, experiment and explore. 

2. Providing materials and activities and assessing what the children are thinking. Children 

are encouraged to explore materials on their own. When new ideas are needed, the 

teacher models ideas that flow naturally into what the children have been doing. The 

adult picks up on the children’s interests and follows their lead rather than imposing ideas 

on them. 

3. Encouraging children to keep trying and to construct their own knowledge rather than 

imposing one “right” answer. 

4. Helping children to extend their own ideas. 

Kammi (1996) states that autonomy is the goal of education envisioned by Piaget, that is, 

children will be able to explore and think through problem solutions and construct 

knowledge independently through their own actions. 

Piaget’s theory is constructivist because it assumes that children impose their concepts on 

the world to make sense of it (Byrnes, 1996). These concepts are not inborn; rather, 

children acquire them through their normal experiences. Information from the 

environment (including people) is not automatically received but rather is processed 

according to the child’s prevailing mental structures. Children make sense of their 

environments and construct reality based on their capabilities at this time. In turn, these 
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basic concepts develop into more sophisticated views with increasing experience. 

2.4.1.2 Implications for Instruction 

Piaget contended that cognitive development could not be taught although research 

evidence shows that it can be accelerated (Zimmerman & Whitehurst, 1979). The theory 

and the research suggest some implications for instruction: 

1. Understand Cognitive Development 

Teaches will benefit when they understand at what levels their students are functioning. 

All students in a class should not be expected to operate at the same level. Many Pigetian 

tasks are easy to administer (Wadsworth, 1996) through which teachers should try to 

ascertain levels and gear their teaching accordingly. Students who seem to be in  

transition stage may benefit from teaching at the next higher level, because the conflict 

will not be too great for them. 

2. Keep students Active 

Piaget decried teachers actively teaching while learners remained passive. Children need 

rich environment that allow for active exploration and hands-on activities. This 

arrangement facilitates active construction of knowledge. 
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3. Create Incongruity 

Development occurs only when environmental inputs do not match students’ existing 

schemata. Ideally, material should not be readily assimilated but not too difficult to 

preclude accommodation. Incongruity also can be created by allowing students to solve 

problems and arrive at wrong answers. Nothing in Piaget’s theory says that children 

always have to succeed; teacher feedback indicating incorrect answers can promote 

disequilibrium. 

4. Provide Social Interaction 

Although Piaget’s theory contends that development can proceed without social 

interaction, the social environment is nonetheless a key source for cognitive 

development. Teachers must design some activities that provide social interactions. 

Learning that others have different points of view can help make children less egocentric. 

2.4.1.3. Evaluation of Piaget’s Theory 

In spite of the towering importance of Piaget’s theory as a guide to children’s thinking at 

different points in the child’s development, his theory has come under criticism from 

many mentalists. In the following discussion, the strengths of Piaget’s theory would be 

considered and some specific criticisms before offering an overall assessment would. 
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1. Strengths of the Theory  

Theories are useful for two reasons: they integrate and give meaning to a wide array of 

information, and they lead to new research by stimulating hunches and providing 

direction into new areas of exploration. Piaget’s theory achieved both of these goals. 

With his stage model and his underlying concepts such as schemata and cognitive 

organization, Piaget integrated a broad spectrum of seemingly diverse issues revolving 

around children’s sense of time, space, and numbers into a single coherent theory. In 

addition, Piaget’s theory has stimulated an enormous amount of research. According to 

Miller (1993), Piaget offered many heuristic ideas that have both influenced our views of 

how children develop and serve as guides in our efforts to understand children’s 

development. Among these are the following notions:  

 Children are active constructors of knowledge. 

 Development follows an invariant sequence. 

 Children seek knowledge and are not passive recipients of input. 

 Errors are informative and may provide important clues about children’s thinking as they 

struggle to understand reality. 

 Cognitive development, particularly in the early years, does not depend on language 
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skills; the child’s perceptual-motor systems provide important routes to knowledge. 

Piaget’s theory produced some surprises. Who would have thought that infants believe 

objects disappear when out of sight? Or that children don’t understand that quantities of 

substances remain the same even when their shapes or appearances are altered? Or that 

children think about such things as what makes clouds move, where the sun came from, 

and how a pendulum works? As Miller (1993) suggests, ‘In a discipline that has real 

‘discoveries’ such as the discovery of a new planet or the structure of DNA, Piaget’s 

surprises about cognitive development are refreshing and his observations remarkable. 

He showed us that developmental descriptions can be profoundly intriguing. And, finally, 

Piaget’s theory is ecologically valid, for it tells about real children dealing with problems 

that they encounter in their own world. 

2. Did Piaget Judge the Child’s Abilities Accurately? 

Focusing infants’ cognitive skills, a great deal of current work has suggested that infants 

may know a lot more than Piaget thought. Infant’s remarkable cognitive achievements, 

such as grasping object permanence at 3½ months and understanding causality at an early 

age (Baillargeon, 1993), suggests that Piaget may have underestimated the cognitive 

abilities of infants in a major way. Similarly, the current findings in infant condition 

ability and perceptual ability suggest that the infant may know more than Piaget 

discerned (Flavell, 1985; Sugarman,1987). 
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Piaget also appears to have underestimated the abilities of older children: Many children 

in the preoperational and concrete operational periods seem to be more cognitively 

advanced than Piaget’s stage theory of development suggests (Gelman & Baillargeon, 

1983; Halford, 1990). For example, preschoolers can use fairly sophisticated biological 

understanding to distinguish between living and nonliving things (Backscheider,Shatz, & 

Gelman, 1993). And 3-to-5 year old have shown a rudimentary ability to understand 

conservation of taste and weight, a fact that Piaget clearly thought was too advanced for 

these young minds. For instance, preschoolers who watched sugar dissolved in a cup of 

water believed that the water would taste sweet, even though they could not see the sugar 

and that it would weigh more as a result of the added sugar )Au, Sidle, Rollins, 1993). 

Other studies show that children as young as 4 or 5 years old can take others’ 

perspectives (Newcombe & Huttenlocker,1992) and that these children’s understanding 

of topological and spatial representation is more advanced than Piaget hypothesized 

(Liben & Downs, 1993; Miller & Baillargeon,1990). As Robert Siegler (1998) recently 

observed, “Discovery of unexpected strengths in infants and young children has been one 

of the leading stories in the recent study of cognitive development”. 

3. Does Cognitive Development Proceed in Stages? 

According to Piaget’s view, children’s cognitive development undergoes qualitative 

shifts from one stage to another, and these stages are presumed to follow each other in an 

invariant order. Moreover, the child cannot proceed to the next stage until she has 

mastered the ways of thinking characteristic of the current one. 



 30

Recent evidence (Siegler, 1994, 1998) suggests that cognitive development may not 

occur in the stage like steps that Piaget portrayed. In addition, the sequence of intellectual 

growth that Piaget proposes may not be as unvarying as he suggests. The results of cross-

cultural studies suggest that growth may be modified by cultural and experiential factors 

(Dasen, 1984; Rogoff, 1990). In an era of television and computers, it is hard to deny that 

children’s thinking is altered by these technological advances. Moreover, in spite of 

Piaget’s pessimism about the child’s ability to proceed more quickly through instruction, 

the evidence is now clear that active interventions, such as training in problem-solving 

strategies, can accelerate development (Field,1987; Gelman & Baillargeon, 1983; Siegler, 

1998). 

Another criticism is that the child Piaget describes is largely nonsocial and 

unemotional—quite unlike most of the children. As a  researcher puts it, the Piaget child 

“has no fun” (Murray, 1981). Piaget paid little attention to feelings, wishes, and desires 

and did not investigate social relationship. Except in his theory of children’s moral 

development, Piaget generally assumed that the same rules that governed cognition 

applied to emotions and social phenomena, and even this theory was largely cognitive, 

with no place for feelings like anger, shame, or guilt. 

4. Overall Assessment 

Despite these new findings, new hypotheses, and resulting criticisms of Piaget’s work, 

Piaget clearly has had an enormous impact on the study of the child’s development of 
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cognitive skills; it is largely to his influence that we can attribute the current concern with 

cognitive factors in development and the establishment in recent years of so many centers 

for the study of cognitive psychology throughout the world (Beilin, 1992). Although his 

theorizing and methodology were sometimes flawed, Piaget asked and answered 

important questions in an innovative way, and his provocative theory has stimulated a 

vast amount of research and theorizing by other behavioural scientists. It is conceivable 

that our understanding of the child’s intellectual development could not have advanced to 

its present stage without the monumental work of Jean Piaget. 

2.4.2 VYGOTSKY SOCIOCULTURAL THEORY 

The Russian psychologist Lev Vygotsky conducted many studies of children’s thinking 

during the 1920s and early 1930s. Yet the significance and usefulness of Vygotsky’s 

work was not fully appreciated by western psychologists until his writings were 

translated into English. 

Vygotsky‘s theory is a constructivist theory that emphasizes the social environment as a 

facilitator of development and learning (Tudge & Scrimsher, 2003). Perhaps no theorist 

has influenced modern constructivist thinking more than Lev Semenovich Vygotsky, who 

was born in Russia in 1896. He studied various subjects in school including psychology, 

philosophy and literature, and received a law degree from Moscow Imperial University in 

1917.  

Following graduation, he returned to his hometown of Gomel, which was beset with 
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problems stemming from German occupation, famine, and civil war. Two of his brothers 

died, and he contacted tuberculosis--- the disease that eventually killed him. He taught 

courses in psychology and literature, wrote literary criticism, and edited a journal. He 

also worked at a teacher training institution, where he founded a psychology laboratory 

and wrote a book on educational psychology (Tudge & Scrimsher, 2003). 

 

A critical event in Vygotsky’s life occurred in 1924 at the Second All-Russian Congress 

of Psycholoneurology in Leningrad. Prevailing psychological theory at that time 

neglected subjective experiences in favour of Pavlov’s conditioned reflexes and 

behaviourism’s emphasis on environmental influences. Vygotsky presented a paper (“The 

Methods of Reflexological and Psychological Investigation”) in which he criticized the 

dominant views and spoke on the relation of conditioned reflexes to human 

consciousness and behaviour. Pavlov‘s experiments with dogs and Gestalt theorist 

Kohler’s studies with apes erased many distinctions between animals and humans. 

 

Vygotsky contended that, unlike animals that react only to the environment, humans have 

the capacity to alter the environment for their own purposes. This adaptive capacity 

distinguishes humans from lower forms of life. Understanding Vygotsky’s position 

requires keeping in mind that he was a Marxist and that his views represented an attempt 

to apply Marxist ideas of social change to language and development ( Rohrkemper. 

1989). After the 1917 Russian Revolution, an urgency among the new leaders produced 

rapid change in the populace. Vygotsky’s strong sociocultural theoretical orientation fits 

well with the revolution’s goals of changing the culture to a socialist system. 
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Although Vygotsky had some access to western society (e.g., writers such as Piaget; 

Bredo, 1997; Tudge & Winterhoff, 1993), little of what Vygotsky wrote was published 

during his brief life time or for some years following his death. Unfortunately, a negative 

political climate prevailed in the former Soviet Union; among other things, the 

Communist party curtailed psychological testing and publications. Although Vygotsky 

was a Marxist, he propounded revisionist thinking (Bruner, 1984). He moved from a 

Pavlovian view of psychology of focusing on reflexes to a cultural—historical 

perspective that stressed language and social interaction (Tudge & Scrimsher, 2003). 

Some of Vygotsky’s writings were at odds with Stalin’s views and, hence, were not 

published. References to his work were banned in the Soviet Union until the 1980s 

(Tudge and Scrimsher, 2003). In recent years, Vygotsky’s writings have been 

increasingly translated and circulated, which has expanded their impact in fields such as 

education, psychology, and linguistics. 

Vygotsky proposed a principle that children’s cognitive development is facilitated and 

enhanced through their interactions with more capable and advanced individuals such as 

parents and teachers. According to Vygotsky, we can best understand and describe 

children’s cognitive capabilities when we look at two aspects of their development 

simultaneously. First, we can determine the extent to which children can perform tasks 

independently: this is their actual developmental level. Second, we can determine the 

extent they can perform the tasks with the assistance of more capable and competent 

individual; this is their level of potential development (Ormrod, 1998). 
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Vygotsky's theory was an attempt to explain consciousness as the end product of 

socialization. For example,  in learning language, our first utterances with peers or adults 

are for the purpose of communication but once mastered, they become internalized and 

allow "inner speech". Vygotsky’s theory is a learning theory, as well as a developmental 

theory. It emphasizes on cultural and social interaction.  It can be called a socio-cultural 

theory. He is of the view that development is inseparable from social and cultural 

activities. He believed that the development of the memory, attention, and reasoning 

involves learning to use the inventions of society, such as language, mathematical system 

and memory strategies. (Santrock, 2005) 

Vygotsky was of the view that knowledge is situated and collaborative (Santrock, 2005). 

Knowledge is not generated from within the individual but rather is constructed through 

interaction with others and with objects in culture. He specifically believed that social 

interaction with more skilled adults and peers is indispensable in advancing cognitive 

development. This interaction helps less skilled members of the culture to learn to use the 

tools that will help them adapt and be successful. (Santrock, 2005).  

2.4.2.1 Basic Principles 

One of Vygotsky’s central contributions to psychological thought was his emphasis on 

socially meaningful activity as an important influence on human consciousness (Bredo, 

1997; Kozulin, 1986; Tudge & Winterhoff, 1993). Vygotsky attempted to explain human 

thought in new ways. He rejected introspection and raised many of the same objections as 

those raised by behavioural psychologists. He wanted to abandon explaining states of 
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consciousness by referring to the concept of consciousness (which the conditioning 

theorist did) or the role of the environment ( which the introspectionist did), he sought a 

middle ground of taking environmental influences into account through its effect on 

consciousness. 

Vygotsky’s theory stresses the interaction of interpersonal (social), cultural-historical, 

and individual factors as the key to human development (Tudge and Scrimsher, 2003). 

Interactions with persons in the environment (e.g., apprenticeships, collaborations) 

stimulate developmental processes and foster cognitive growth. But interactions are not 

useful in a traditional sense of providing children with information. Rather, children 

transform their experiences based on their knowledge and characteristics and recognize 

their mental structures. 

The cultural-historical aspects of Vygotsky’s theory illuminate the point that learning and 

development cannot be dissociated from their context. The way that learners interact with 

their worlds—with the persons, objects, and institutions in it --- transforms their thinking. 

The meanings of concepts change as they are linked with the world. Thus, “school” is not 

simply a word or a physical structure but also an institution that seeks to promote 

learning and citizenship. 

Finally, there are individual, or inherited factors, that affect the development. Vygotsky 

was very interested in children with mental and physical disabilities. He believed that 

their inherited characteristics produced different learning trajectories than those of 

children without such challenges.  

Of these three influences, the one that has received the most attention--- at least among 

Western researchers and practioners --- is interpersonal. Vygotsky considered the social 
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environment to be critical for learning and thought that social interactions transformed to 

learning experiences. Social activity is a phenomenon that helps to explain changes in 

consciousness and establishes a psychological theory that unifies behaviour and mind ( 

Kozulin, 1986; Wertsch, 1985).  

The social environment influences cognition through its “tools” --- that is, its cultural 

objects (e.g., cars, machines) and its language and social institutions (e.g., schools). 

Social interactions help to coordinate the three influences on development. Cognitive 

change results from using cultural tools in social interactions and from internalizing and 

mentally transforming these interactions (Bruning et al., 2004). Vygotsky’s position is a 

form of dialectical (cognitive) constructivism because it emphasizes the interaction 

between persons and their environment.  

Mediation is the key mechanism in development and learning:  

All human psychological processes (higher mental processes) are mediated by 
such psychological tools as language, signs, and symbols. Adults teach these 
tools to children in the course of their joint (collaborative) activity. After 
children internalize these tools, they function as mediators of the children’s more 
advanced psychological processes. (Karpov & Haywood, 1998, p. 27)   
 

Vygotsky’s most controversial contention was that all higher mental functions originate 

in the social environment (Vygotsky, 1962). This is a powerful claim, but it has a good 

degree of truth in it. The most influential process involved is language. Vygotsky thought 

that a critical component of psychological development was mastering the external 

process of transmitting cultural development and thinking through symbols such as 

language, counting, and writing. Once this process was mastered, the next step involved 

using these symbols to influence and self-regulate thoughts and actions. Self–regulation 
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uses the important function of private speech. 

In spite of this impressive theorizing, Vygotsky’s claim appears to be too strong. 

Research evidence shows that young children mentally figure out much knowledge about 

the way the world operates long before they have an opportunity to learn from the culture 

in which they live (Bereiter, 1994). Children also seem biologically predisposed to 

acquire certain concepts ( e.g., understanding that adding increases quantity), which does 

not depend on the environment ( Geary, 1995). Although social learning affects 

knowledge construction, the claim that all learning derives from the social environment 

seems overstated.     

2.4.2.2   Zone of Proximal Development  

A key concept of Vygotsky’s theory is ZPD, defined as “ the distance between the actual 

developmental level as determined by independent problem solving and the level of 

potential development as determined through problem solving under adult guidance or in 

collaboration with more capable peers” ( Vygotsky, 1978,p.86). The range of tasks that 

children cannot yet perform independently but can perform with the help and guidance of 

others is known as the Zone of proximal development (ZPD). A child’s ZPD includes 

learning and problem solving abilities that are just beginning to develop--- abilities that 

are in an immature, embryonic form. Vygotsky proposed that children learn very little 

from performing tasks they can already do independently.  Instead, they develop 

primarily by attempting tasks within their ZPD--- those within their actual developmental 

level--- may be insufficiently challenging to promote cognitive growth. Students with 

different zone of proximal development will need different tasks assignments--- a strong 
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case for providing as much individualized instruction as we reasonably can. 

The ZPD represents the amount of learning possible by a student given the proper 

instructional conditions ( Puntambeker & Hubscher, 2005). It is largely a test of a 

student’s developmental readiness or intellectual level in a specific domain, and it shows 

how learning and development are related ( Bredo, 1997; Campione, Brown, Ferrara, & 

Bryant, 1984) and can be viewed as an alternative to the conception of intelligence 

(Belmont, 1989). In the ZPD, a teacher and learner ( adult/child, tutor/tutee, 

model/observer, master/apprentice, expeert/ novice) work together on a task that the 

learner could not perform independently because of the difficulty level. The ZPD reflects 

the Marxist idea of collective activity, in which those who know more or more skilled 

share that knowledge and skill to accomplish a task with those who know less (Bruner, 

1984). 

 

Cognitive change occurs in the ZPD as teacher and learners share cultural tools, and this 

culturally mediated interaction produces cognitive change when it is internalized in the 

learner (Bruning et al., 2004; Cobb, 1994). Working in the ZPD requires a good deal of 

guided participation (Rofoff, 1986); however, children do not acquire cultural knowledge 

passively from these interactions, nor is what they learn necessarily an automatic or 

accurate reflection of events. Rather, learners bring their own understanding with their 

experiences in the context. The learning often is sudden, in the Gestalt sense of insight, 

rather than reflecting a gradual accretion of knowledge (Wertsch, 1984). 

For example, assume that a teacher (Trudy) and a child ( Laura) work on a task ( making 

a picture of mom, dad, and Laura doing something together at home). Laura brings to the 
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task her understanding of what the people and the home look like and of the types of 

things they might work on combined with knowledge of how to draw and make pictures. 

Trudy brings the same understanding plus knowledge of conditions necessary to work on 

various tasks. Suppose they decide to make a picture of three working in a yard. Laura 

might draw a picture of dad cutting grass, mom trimming shrubs, and Laura raking the 

lawn, If Laura were to draw herself in front of dad, Trudy would explain that Laura must 

be behind dad to rake up the grass left behind by dad’s cutting. During the interaction, 

Laura modifies her beliefs about working in the yard based on her current understanding 

and on the new knowledge she constructs. 

Despite the importance of the ZPD, the overarching emphasis it has received in Western 

cultures has served to distort its meaning and downplay the complexity of Vygotsky’s 

theory. As Tudge and Scrimsher (2003) explain: 

Moreover the concept itself has too often been viewed in a rather limited way that 
emphasized the interpersonal at the expense of the individual and cultural-
historical levels and treats the concepts in a unidirectional fashion. As if the 
concept were synonymous with “ Scaffolding” too many authors have focused on 
the role of the more competent other, particularly the teacher, whose role is to 
provide assistance just in advance of the child’s current thinking... the concept 
thus has become equated with what sensitive teachers might do with their children 
and has lost much of the complexity with which it was imbued by Vygotsky, 
missing both what the child brings to the interaction and the broader setting          
(cultural and historical) in which the interaction takes place. (p. 211) 
 

The influence of the cultural –historical setting is seen clearly when we consider that 

Vygotsky felt that schooling was important not because it was where children were 

scaffolded but, rather, because it allowed them to develop greater awareness of 

themselves, their language, and their role in the world order. Participating in the cultural 

world transforms mental functioning rather than simply accelerate processes that would 
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have developed anyway. Broadly speaking, therefore, the ZPD refers to new forms of 

awareness that occur as people interact with their societies’ social institutions. The 

culture affects the course of one’s mental development.  

2.4.2.3 Scaffolding  

Closely related to ZPD is the concept of Scaffolding (Santrock, 2001). A scaffold is a 

technique of changing the level of support. Over the course of teaching session, a more 

skilled person (teacher or the more advanced peer of the child) adjusts the amount of 

guidance to fit the student’s current performance level. When the task the student is 

learning is new, the more-skilled person might use direct instruction. As the student’s 

competence increases, less guidance is given (Coon & Mittere, 2007). 

When adults and other skilled individuals assist children in performing difficult tasks, 

they often use the technique of scaffolding to support the children in their efforts. An 

adult guiding a child through a new task may also provide an initial scaffold to support 

the child’s early efforts in that task. As children become more adept at performing tasks, 

adult guidance is gradually phased out, and the children are eventually performing those 

tasks on their own (Ormrod, 1998). 

Vygotsky’s ideas lend themselves to many educational applications (Karpov & 

Haywood, 1998; Moll, 2001). The field of self regulation has been strongly influenced by 

the theory.  

Helping students acquire cognitive mediators (e.g., signs, symbols) through the social 
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environment can be accomplished in many ways. A common application involves the 

concept of instructional scaffolding, which refers to the process of controlling task 

elements that are beyond the learners’ capabilities so that they can focus on and master 

those features of the task that they can grasp quickly ( Brunning et al., 2004; 

Puntambekar & Hubscher, 2005). To use an analogy of scaffolding employed in 

construction projects, instructional scaffolding has five major functions: 

1. Providing support 

2. Functioning as a tool 

3. Extending the range of the learner 

4. Permitting the attainment of tasks not otherwise possible 

5. Using selectively only as needed 

In a learning situation, a teacher initially might do most of the work, after which the 

teacher and the learners share responsibility. As learners become more competent, the 

teacher gradually withdraws the scaffolding so learners can perform independently 

(Campione et al., 1984). The key is to ensure that the scaffolding keeps learners in the 

ZPD, which is raised as they develop capabilities. Students are challenged to learn within 

the bounds of the ZPD .  

It is critical to understand that scaffolding is not a formal part of Vygotsky’s theory 

(Puntambekar & Hubscher, 2005). The term was coined by Wood, Bruner, and Ross 

(1976). It does, however, fit nicely within the ZPD. Scaffolding is part of Bandura’s 

(1986) participant modeling technique, in which a teacher initially models a skill, 

provides support, and gradually reduces as learners develop the skill. The notion also 
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bears some relation to shaping, as instructional supports are used to guide learners 

through various stages of skills acquisition. 

 

Scaffolding is appropriate when a teacher wants to provide students with some 

information or to complete parts of tasks for them so that they can concentrate on the part 

of the task they are attempting to master. Thus, if Kathy Stone were working with her 

third grade children on organizing sentences in a paragraph to express ideas in logical 

order, she might assist the students by initially giving them the sentences with word 

meanings and spellings so that these needs would not interfere with their primary task. As 

they became more competent in sequencing ideas, she might have students compose their 

own paragraphs while still assisting with word meaning and spellings. Eventually, 

students will assume responsibility for these functions. In short, the teacher creates a ZPD 

and provides the scaffolding for students to be successful (Moll, 2001). 

Scaffolding in Classroom  

A teacher may apply the following techniques in the classroom to assist their students in 

their ZPD in different situations. A teacher is required to; 

 Work with students to develop a plan for dealing with a new task 

 Demonstrate the proper performance of the task in a way that students can easily imitate  

 Divide a complex task into several smaller, simpler tasks 

 Provide structure or guidelines regarding how the task should be accomplished  

 Ask questions that get students thinking in appropriate ways about the task 
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 Keep students attention focused on the relevant aspects of the task 

 Keep students motivated to the task  

 Remind students what their goal is in performing the task 

As students develop in increasing competence, the support mechanism can gradually be 

withdrawn, eventually allowing students to perform the task independently. This is how 

the students are consequently allowed to stand independently on their own feet. 

Applications 

An application that reflects Vygotsky’s ideas is reciprocal teaching. Reciprocal teaching 

involves an interactive dialogue between a teacher and small group of students. Initially, 

the teacher models activities, after which teacher and students take turns being the 

teacher. If students are learning to ask questions during reading comprehension, the 

instructional sequence might include the teacher modeling a question-asking strategy to 

check on his or her own level of understanding. From a Vygotskian perspective, 

reciprocal teaching comprises social interaction and scaffolding as students gradually 

develop skills. 

An important area is peer collaboration, which reflects the notion of collective activity 

(Bruner; 1984; Ratner et al., 2002). When peers work on tasks cooperatively, the shared 

social interactions can serve an instructional function. Research shows that cooperative 

groups are most effective when each student has been assigned responsibilities and all 

must attain competence before they are allowed to progress ( Slavin, 1995). Peer groups 

are commonly used for learning in fields such as mathematics, science, and language arts 

(Cobb, 1994; Dipardo and Freedman, 1988; Geary, 1995; O’Donnell, 2006), which 
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attests to the recognized impact of the social environment during learning. 

Finally, an application relevant to Vygotsky’s theory and to the topic of situated 

cognition is the notion of social guidance through apprenticeships (Radziszewska and 

Rogoff, 1991; Rogoff, 1990). In apprenticeships, novices work closely with experts in 

joint work-related activities. Apprenticeships fit well with the ZPD because they occur in 

cultural institutions (e.g., schools, agencies) and thus help transform learners’ cognitive 

development. On the job, apprentices operate within a ZPD because they often work on 

tasks beyond their capabilities. By working with experts, novices develop a shared 

understanding of important processes and integrate this with their current understandings. 

Apprenticeships represent a type of dialectical constructivism that depends heavily on 

social interactions. 

A critical aspect of apprenticeships is that instruction is set within a particular cultural 

context. Apprenticeships are used in many areas of education. Student teachers work with 

cooperating teachers in schools and, once on the job, often are paired with experienced 

teachers for mentoring. Counselor trainees serve internships under the direct guidance of 

a supervisor. On-the-job training programs use the apprentice model as students acquire 

skills while in the actual work setting and interacting with others. There is much 

emphasis on expanding youth apprenticeships, especially for non-college-bound 

adolescents (Bailey, 1993). Future research should evaluate factors that influence the 

success of apprenticeships as a means of fostering skill acquisition in students of various 

ages. 
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2.4.2.3 Vygotsky’s view of Make- Believe Play 

In accordance with his emphasis on social experience and language as vital force in 

cognitive development, Vygotsky regarded make-believe play as a unique, broadly 

influential zone of proximal development in which children advance themselves as they 

try out a wide variety of challenging skills. In Vygotsky’s theory, make-believe is the 

central source of development during the preschool years leading development forward in 

two ways. First, as children create imaginary situations, they learn to act in accordance 

with internal ideas, not just in response to external stimuli. Children’s object substitutions 

are crucial in this process. While pretending, children continually use one object to stand 

for another. By making a stick represent a horse or a folded blanket represent a sleeping 

baby; they change an object’s usual meaning. Gradually they realize that thinking (or the 

meaning of the words) is separate from objects and the ideas can be used to guide 

behaviour. 

 

A second feature of make-believe play--- its rule-based nature--- also strengthens 

children’s capacity to think before they act. Pretended play, Vygotsky pointed out, 

constantly demands that children act against their impulses because they must follow the 

rules of the play scene (Duncan & Tarulli, 2003). For example, a child pretending to go 

to sleep obeys the rules of bedtime behaviour. Another child imagining himself to be a 

father and a doll to be a child conforms to the rules of parental behaviour. As children 

enact rules in make-believe play, they come to better understand social norms and 

expectations and strive to follow them. 
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Much evidence fits with Vygotsky’s conclusion that make-believe play serves as a zone 

of proximal development, supporting the emergence and refinement of many 

competencies. It promotes a different array of cognitive and social skills (Krafft & Berk, 

1998). Finally, Vygotsky took issue with Piaget’s view that make-believe arises 

spontaneously during second year of life. Vygotsky argued that, like other higher 

cognitive processes, the elaborate pretending of the preschool years has social origins. 

Research supports that children learn to pretend under the supportive guidance of experts. 

 

2.4.2.4 Vygotsky and Education 

Vygotsky’s theory offers new visions of teaching and learning ------one that emphasize 

the importance of social context and collaboration. Today educators are eager to use his 

ideas. Like Piagetian classrooms, Vygotskian classrooms provide opportunities for 

children’s active participation accepting their individual differences. Yet a Vygotskian 

classroom goes beyond independent discovery: It promotes assisted discovery.  

 

Vygotsky’s message for the preschool years is to provide socially rich, meaningful 

activities in children’s Zone of proximal development and a wealth of opportunities for 

make-believe play----- the ultimate means of fostering the self-discipline required for 

later academic learning. Once formal schooling begins, Vygotsky emphasized literacy 

activities (Scrimsher and Tudge, 2003). As children talk about literature, mathematics, 

science, and social studies, their teacher informs, corrects and asks them to explain. As a 
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result, children reflect on their thought processes and shift to a higher level of cognitive 

activity in which they think about how to symbolize ideas in socially useful ways. 

Gradually, they become proficient in manipulating and controlling the symbol systems of 

their culture. 

 

2.4.2.5 Vygotsky- based Educational Innovations 

a. Reciprocal Teaching  

This kind of teaching involves a teacher with minimum 2 to 4 students or a small group 

get interacted and lead towards a dialogue on the selected content from the text book. The 

dialogue consists of four strategies based on cognitive domain, such as questioning, 

clarifying, summarizing and predicting.  

 Students from elementary and  high school when exposed to reciprocal teaching 

performed better in reading comprehension in comparison to the students taught in other 

ways (Lederer, 2000; Rosenshine &Meister, 1994).  This kind of teaching creates a ZPD 

in which students with the time assume themselves more responsible for understanding 

text content. Students are greatly influenced when they are learning in a group 

environment and they start expecting for high-level grasping of the facts to get pace with 

their fellows. 

 

b. Cooperative Learning 

According to Vygotsky, more expert peers can also spur children’s development; as long 

as they adjust the help they provide to fit the less mature child’s Zone of proximal 
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development. Piaget, too, thought that peer interaction could contribute to cognitive 

change. In fact, he regarded discussion with age mates as more valuable than discussion 

with adults because a child might superficially accept an adult’s authority’s perspective 

without critically examining it. (Tudge & Winterhoff, 1993) 

 

Today, peer collaboration is used in many classrooms, but evidence is mounting that it 

promotes development only under certain conditions. A crucial factor is cooperative 

learning in which small groups of classmates work toward common goals. Conflicts and 

disagreements seem less important than the extent to which peers achieve inter 

subjectivity---by sorting out individual differences regarding opinion, responsibilities, 

and assisting another with sufficiently elaborate explanations to correct 

misunderstandings (Webb, Troper, & Fall, 1995).  In regard to Vygotsky’s theory, when 

the peer partner was an expert one, the students showed more improved planning and 

problem solving techniques at the said task (Azmitia, 1998). 

 

Moll (1994) describes Vygotsky’s view of the adult role in students’ learning. Cultural 

transmission theory of Vygotsky joins development and learning. Vygotsky viewed 

education not only as central to cognitive development but also the core sociocultural 

activity of humans. His work focused on the social origins and cultural basis of individual 

development. Vygotsky saw the cooperative relationship between adult and child as the 

main part of the educational process. 

 

For Vygotsky, developmentally appropriate instruction should include what the child can 
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learn with assistance. Teachers should provide activities just beyond the independent 

level but within the ZPD. A vital role for adults is gauging where to provide an 

appropriate level of challenge that is within the child’s current zone. The adult should use 

amplification appropriately to make best use of the ZPD. Amplification is not the same as 

acceleration, which is teaching something that is out of the child’s realm of his 

understanding. The major goal of schooling is to create social context (or zone of 

proximal development) for mastery of and conscious awareness in the use of these 

cultural tools. These cultural tools are our means of communication: reading, writing, and 

speech. 

 

Vygotsky viewed classroom learning as being intertwined with the relationship between 

thinking and social organization of classroom instruction. Learning is a joint experience 

between an adult and child, not just transmission of knowledge from an adult into the 

head of a child (Charles worth, 2004). 

 

2.4.2.6  Evaluation of Vygotsky Theory 

It is difficult to evaluate the contributions of Vygotsky’s theory to the fields of human 

development and learning (Tudge and Scrimsher, 2003). His works were not circulated 

for many years, and translations have only recently become available. Even so, only a 

small number of sources exist (Vygotsky, 1978, 1987). Researchers and practioners have 

tended to zero in on a single concept (the ZPD) without placing it in a larger theoretical 

context, which is centered on cultural influence.  
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Another issue is that when applications of Vygotsky’s theory are discussed, they often are 

not part of the theory but rather seem to fit with it. When Wood et al. (1976) introduced 

the term scaffolding, for example, they presented it as a way for teachers to structure 

learning environments. Therefore, it has little relation to the dynamic ZPD that Vygotsky 

wrote about. Although reciprocal teaching also is not a Vygotskian concept, the term 

captures much better this sense of dynamic, multidirectional interaction. 

Given these issues, there has been little debate on the adequacy of the theory. Debate that 

has ensured often has focused on “Piaget versus Vygotsky,” contrasting their presumably 

discrepant positions on the course of human development (Duncan, 1995; although on 

many points they do not differ). While such debates may illuminate differences and 

provide testable research hypotheses, they are not helpful to educational practioners 

seeking solid methods for improving children’s learning and development. 

 

Possibly, the most significant implications of Vygotsky’s theory for education are that the 

cultural-historical context is relevant to all forms of learning because learning does not 

occur in isolation. Student-teacher interactions are part of that context. Research has 

identified, for example, different interaction styles between Hawaiian, Anglo, and Navajo 

children (Tharp, 1989; Tharp and Gallimore, 1988). Whereas the Hawaiian culture 

encourages collaborative activity and more than one student talking at once, Navajo 

children are less acculturated to working in groups and more likely to wait to talk until 

the speaker is finished. Thus, the same instructional style would not be equally beneficial 

for all cultures. This point is especially noteworthy given that many schools are seeing a 

large influx of Asian and Hispanic American children. 
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 Vygotsky’s theory enables us to understand the cultural diversity in skills of cognitive 

domain. Unlike Piaget, who emphasized universal cognitive change, Vygotsky’s theory 

leads us to expect highly diverse paths of development. At the same time, Vygotsky’s 

theory underscores the vital role of teaching in cognitive development. According to 

Vygotsky, from communicating with more expert partners, children engage in 

“verbalized self-observation”; they start to reflect on, revise, and control their own 

thought processes. In this way, parents’ and teachers’ engagement with children prompts 

profound advances in the complexity of children thinking.  

 

Vygotsky theory has not gone unchallenged. Although he acknowledged the role of 

diverse symbol systems (such as pictures, maps, and mathematical expressions) in the 

development of higher cognitive processes, he elevated language to the highest 

importance. In focusing on social and cultural influences, Vygotsky said little about 

biological contributions to children’s cognition. It does not tell how problem solving 

capacity of the students enhances their social experiences leading towards advance 

cognition. Nor does it tell how children internalize social experiences to advance their 

mental functioning. (Berk & Winsler, 1995) Vygotsky theory is vague in its explanation 

of cognitive change.  
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2.4.3  THE INFORMATION PROCESSING APPROACH 

The information processing approach views the mind as a complex, symbol-manipulating 

system through which information flows, much like a computer. The computer analogy 

helps researchers analyze thinking into its components, each of which can be studied 

thoroughly to yield a detailed understanding of what children and adults do when faced 

with a task or problem. The store model assumes that we hold, or store information in 

three parts of the system, where mental strategies operate on it so that it can be retained 

and used efficiently and flexibly. The sensory register has unlimited capacity and 

working or short-term memory is limited in capacity. Within the working memory, the 

central executive directs the flow of information and the use of strategies, influencing the 

extent to which information is transferred to long-term memory, our limitless, permanent 

knowledge base.  The store model suggests that two broad aspects of the cognitive 

system increase with age: (1) the basic capacity of its stores, especially working memory, 

and (2) the extent and effectiveness of strategy use. Research on memory span supports 

both of these trends. Speed of processing increases rapidly in middle childhood, 

contributing to improved processing capacity. 

 

Connectionist, or artificial neural network, models use computer simulations to model the 

workings of neurons in the brain. Thousands of simple processing units, organized into 

layers, are programmed to change with experience. Researchers compare the network’s 

responses with those of children and adults. Findings reveal that gradual, internal learning 

often precedes changes in behaviour that appear stage like when viewed from outside the 
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system. Because just a few built-in-procedures get learning started, connectionists claim 

that the human cognitive system is a general processing device. However, artificial neural 

networks learn far more slowly than children and adults (Berk, 2007). Information   

processing perspective has been extended to account for development in many other 

domains including language acquisition, social skills, even personality development. 

2.5  THEORIES OF LEARNING 

Conventionally learning theories are grouped into four major categories: conditioning 

theories, social cognitive theories, cognitive information processing theories, and 

constructivist theories. 

2.5.1 Conditioning Theories 

Conditioning theories focus on environmental variables and claim that behavior is a 

function of its consequences. Learning is a change in behavior. To facilitate learning, 

teacher structures the environment so that students can respond correctly and reinforce 

those responses. Organization of material is critical because for students to respond 

correctly the learning must proceed in small steps. Although student’ thoughts and beliefs 

exist, they are not necessary to explain learning. 

2.5.2 Social Cognitive Theories 

Social cognitive theories assume that learning can occur by doing or by observing others. 

Models which explain and demonstrate skills and strategies can greatly facilitate the 

learning process. Learning can occur without reinforcement. Reinforcement, or feedback, 

is important to inform students about the accuracy of their work and to motivate them to 

continue to improve. Motivation helps to produce better learning. Critical personal 
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variables that facilitate learning include self-efficacy, outcome expectations, goals, 

values, and self-regulatory processes. 

 

2.5.3 Cognitive Information Processing Theories  

Cognitive information processing theories, as already explained, contend that learning 

involves the forming of networks in memory. Information is attended to, perceived, put in 

working memory, and related to information in long-term memory. Processes such as 

organization, elaboration, and rehearsal help to form memory networks. These theories 

are highly compatible with findings from brain research. The focus is on the acquisition, 

storage, and retrieval of information. Relatively less attention is given to motivational 

processes. 

2.5.4 Constructivist Theories 

Constructivist theories, like social cognitive and cognitive information processing 

theories, are cognitive in nature. Constructivism places greater emphasis on learners’ 

construction of knowledge and beliefs. Learning is the process whereby learners take in 

information from the environment and combine it with their present knowledge. 

Learners’ constructions are abided by instructional conditions that stress social 

interactions. 

 

Constructivism is a psychological and philosophical perspective contending that individuals 

form or construct much of what they learn and understand (Bruning et al., 2004). A major 

influence on the rise of constructivism has been theory and research in human development, 
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especially the theories of Piaget and Vygotsky. The emphasis that Vygotsky placed on the 

role of social mediation of knowledge construction is central to many forms of 

constructivism.  

In recent years, constructivism has been increasingly applied to learning theory which 

reveals a shift away from environmental influences and toward human factors as 

explanations for learning. This shift began with the advent of cognitive psychology, 

which disputed the claim of conditioning theories that stimuli, responses, and 

consequences were adequate to explain learning. Cognitive theories place great emphasis 

on learners’ information processing as a central cause of learning. Yet despite the 

elegance of cognitive learning theories, some researchers have felt that these theories fail 

to capture the complexity of human learning. This point is underscored by the fact that 

some cognitive perspectives use behavioural terminology such as the “automaticity” of 

performance and “forming connections” between items in memory.  

Today, a number of learning researchers have shifted even more toward a focus on 

learners. Rather than talk about how knowledge is acquired, they speak of how it is 

constructed. Although these researchers differ in their emphasis on factors that affect 

learning and learners’ cognitive processes, the theoretical perspectives they espouse may 

be loosely grouped and referred to as constructivism.  

Strictly speaking, constructivism is not a theory but rather an epistemology, or 

philosophical explanation about the nature of learning (Simpson, 2002). Theories allow 

for hypotheses to be generated and tested. Constructivism does not propound that 

learning principles exist and are to be discovered and tested, but rather that learners 

create their own learning ( Bredo, 1997).  
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Constructivist theorists reject the notion that scientific truths exist and await discovery 

and verification. They argue that no statement can be assumed as true but rather should 

be viewed with reasonable doubt. The world can be mentally constructed in many 

different ways, so no theory has a lock on the truth. This is true even for constructivism; 

there are many varieties, and no one version should be assumed to be more correct than 

any other (Derry, 1996; Simpson, 2002).  

Rather than viewing knowledge as truth, constructivists construe it as a working 

hypothesis. Knowledge is not imposed from outside people but rather formed inside 

them. A person’s constructions are true to that person but not necessarily to anyone else. 

This is because people produce knowledge based on their beliefs and experiences in 

situations (Cobb & Bowers, 1999), which differ from person to person. All knowledge, 

then, is subjective and personal and a product of our cognitions (Simpson, 2002). 

Learning is situated in contexts (Bredo, 2006). 

 

2.5.4.1 Constructivist Assumptions and Perspectives 

1 Assumptions 

Constructivist theory highlights the interaction of persons and situations in the acquisition 

and refinement of skills and knowledge (Cobb & Bowers, 1999). Constructivism 

contrasts with conditioning theories that stress the influence of the environment on the 

person; constructivist theory also contrasts with cognitive information processing theory 

that place the locus of learning within the mind with little attention to the context in 

which it occurs. It shares with social cognitive theory the assumptions that persons, 

behaviours, and environments interact in a reciprocal fashion ( Bandura, 1986, 1996).  
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A basic assumption of constructivism is that people are active learners and must construct 

knowledge for themselves (Geary, 1995). To understand material well, learners must 

discover the basic principles for themselves. Constructivists differ in the extent to which 

they ascribe this function entirely to learners. Some believe that mental structures come 

to reflect reality, whereas others (radical constructivists) believe that the individual’s 

mental world is the only reality. Constructivists also differ in how much they ascribe the 

construction of knowledge to social interactions with teachers, peers, parents, and others 

(Bredo, 1997). Thus, although constructivism seems to be a recent arrival on the learning 

scene, its basic premise that learners construct understandings underlies many learning 

principles. This is the epistemological aspect of constructivism. Some constructivist ideas 

are not as well developed as those of other theories, but constructivism has affected 

theory and research in learning and development. 

Constructivism has also influenced educational thinking about curriculum and 

instruction. It underlies the emphasis on the integrated curriculum in which students 

study a topic from multiple perspectives. For example, in studying hot-air balloons, 

students might read about them, write about them, learn new vocabulary words, visit one 

( hands on experience), study the scientific principles involved, draw pictures of them etc. 

Constructivist ideas are also found in many professional standards and affect the design 

of curriculum and instruction, such as the learner- centered principles developed by the 

APA. 

Another constructivist assumption is that teachers should not teach in the traditional sense 

of delivering instruction to a group of students. Rather, they should structure situations 

such that learners become actively involved with content through manipulation of 
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materials and social interactions. Activities include in such instruction are observing 

phenomena, collecting data, generating and testing hypotheses, and working 

collaboratively with others. Classes visit sites outside the classrooms. Teachers from 

different disciplines plan the curriculum together. Students are taught to be self-regulated 

and take an active role in their learning by setting goals, monitoring and evaluating 

progress, and going beyond basic requirements by exploring interests (Bruning et al., 

2004; Geary, 1995). 

 

2 Perspectives on Constructivism  

Perspectives Premises 

Exogenous  The acquisition of knowledge represents a reconstruction of the external 

world. The world influences beliefs through experiences, exposure to models, 

and teaching. Knowledge is accurate to the extent that it reflects external 

reality. 

Endogenous Knowledge derives from previously acquired knowledge and not directly from 

environmental interactions. Knowledge is not a mirror of the external world; 

rather, it develops through cognitive abstraction. 

Dialectical Knowledge derives from interactions between persons and their environments. 

Constructions are not invariably tied to the external world or wholly the 

workings of the mind. Rather, knowledge reflects the outcomes of mental 

contradictions that result from one’s interactions with the environment.  
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According to Bruning et al (2004), Moshman (1982) and Philiphs (1995),  constructivism 

is not a unified theory but rather has different perspectives. Exogenous constructivism 

refers to the idea that the acquisition of knowledge represents a reconstruction of 

structures that exist in the external world. This view posits a strong influence of the 

external world on knowledge construction, such as by experiences, teaching, and 

exposure to models. Knowledge is accurate to extent it reflects that reality. Contemporary 

information processing theories reflect this notion in concepts such as schemata, 

productions, and memory networks. 

In contrast, endogenous constructivism emphasizes the coordination of cognitive actions  

( Bruning et al 2004). Mental structures are created out of earlier structures, not directly 

from environmental information; therefore, knowledge is not a mirror of the external 

world acquired through experiences, teaching, or social interactions. Knowledge develops 

through the cognitive activity of abstraction and follows a generally predictable sequence. 

Piaget (1970) theory of cognitive development fits this frame work. 

Between these extremes lies dialectical constructivism, which holds that knowledge 

derives from interactions between persons and their environments. Constructivism is not 

invariably bound to the external world, nor is it they wholly the result of the workings of 

the mind; rather, it reflects the outcomes of mental contradictions  that result of the 

workings of the mind; rather they reflect the outcomes of mental contradictions that result 

from interactions with the environment. This perspective has become closely aligned with 

many contemporary theories. For example, it is compatible with Bandura’s (1986) social 

cognitive theory, with cognitive modeling, and with many motivation theories. It also is 

referred to as cognitive constructivism (Derry, 1996). The developmental theories of 
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Bruner and Vygotsky also emphasize the influence of social environment. 

Each of these perspectives has merit and is potentially useful for research and teaching. 

Exogenous views are appropriate when we are interested in determining how accurately 

learners perceive the structure of knowledge within a domain. The endogenous 

perspective is relevant to explore how learners develop from novices through greater 

levels of competence. The dialectical view is useful for designing interventions to 

challenge children’s thinking and for research aimed at exploring the effectiveness of 

social influences such as exposure to models and peer collaboration. 

 

2.5.4.2  Situated Cognition  

A core premise of constructivism is that cognitive processes ( including thinking and 

learning) are situated (located) in physical and social contexts (Anderson, Reder, & 

Simon, 1996; Cobb and Bowers, 1999; Greeno et al., 1998). Situated cognition ( or 

learning) involves relations between a person and a situation; cognitive processes do not 

reside solely in one’s mind (Greeno, 1989). 

The idea of person-situation interaction is not new. Most contemporary theories of 

learning and development assume that beliefs and knowledge are formed as people 

interact in situations. This emphasis contrasts with the classical information processing 

model that highlights the processing and movement of information through mental 

structures (e.g., sensory registers, working memory, long-term memory). Cognitive 

information processing downplays the importance of situations once environmental 

inputs are received. Research within a variety of disciplines—including cognitive 

psychology, social cognitive learning, and specific content domains (e.g., reading, 
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mathematics) shows this to be a limited view and that thinking involves an extended 

reciprocal relation with the context (Bandura, 1986; Cobb & Bowers, 1999; Derry, 1996; 

Greeno, 1989). 

 Research highlights the importance of exploring situated cognition as a means of 

understanding the development of competence in domains such as literacy, mathematics, 

and science ( Cobb, 1994; Cobb and Browers, 199; Driver, Asoko, Leach, Mortimer and 

Scott, 1994; Lampert, 1990; 1990). Situated cognition also is relevant to motivation. As 

with learning, motivation is not an entirely internal state, as posited by classical views, or 

wholly dependent on the environment, as predicted by reinforcement theories. Rather, 

motivation depends on cognitive activity in interaction with sociocultural and 

instructional and instructional factors, which include language and forms of assistance 

such as scaffolding of information (Sivan, 1986). 

Situated cognition addresses the intuitive notion that many processes interact to produce 

learning. Motivation and instruction are linked: Good instruction can raise motivation for 

learning, and motivated learners seek effective instructional environments (Schunk, 

1995). A further benefit of the situated cognition perspective is that it leads researchers to 

explore cognition in authentic learning contexts such as schools, workplaces, and homes, 

many of which involve mentoring or apprenticeships. 

The instructional implication is that teaching methods should reflect the outcomes we 

desire in learners. If we try to teach them inquiry skills, the instruction must incorporate 

inquiry activities. The method and the content must be properly situated. 
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2.5.4.3  Contributions and Applications 

Constructivist theory has only recently been applied to the field of learning; hence, 

research exploring constructivist assumptions about learning is in its infancy. Another 

factor that makes determining the contributions of constructivist theory difficult is that 

the approach is not a unified one that offers specific hypotheses to be tested. Bereiter 

(1994) accurately noted that the claim that “students construct their own knowledge” is 

not falsifiable but rather is true of all cognitive learning theories. Cognitive theories view 

the mind as a repository of beliefs, values, expectations (e.g., self-efficacy, outcome) and 

goals; these beliefs and cognitions do not arise from nowhere but rather are constructed 

by learners. 

Constructivism eventually must be evaluated not on whether any of its premises are true 

or false. Rather, it seems imperative to determine the process whereby students construct 

knowledge and how social, developmental, and instructional factors may influence that 

process. Research is also needed to explore when situational influences have greater 

effects on mental processes. A drawback of many forms of constructivism is the 

emphasis on relativism (Philips, 1995), or the idea that all forms of knowledge are 

justifiable because they are constructed by learners, especially if they reflect societal 

consensus. Educators cannot accept this premise in good conscience because education 

demands that we inculcate values such as honesty, fairness, and responsibility in our 

students regardless of whether societal constituencies deem them important. 

Furthermore, nature may constrain our thinking more than we wish to admit. For 

example, research suggests that some mathematical competencies--- such as one-to-one 

correspondence and being able to count --- are not constructed but rather largely 
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genetically driven (Geary, 1995; Gelman and Gallistel, 1978). Far from being relative, 

some forms of knowledge may be universally endogenous. Acquisition of other 

competencies (e.g., multiplying, word processing) requires environmental input. 

Constructivism --- with its emphasis on minimal instructional guidance --- may downplay 

the importance of human cognitive structures. Instructional methods that are mapped 

better onto this cognitive structure may actually produce better learning ( Kirschner, 

Sweller, and Clark, 2006). Research will help to establish the scope of constructivist 

processes change as a function of developmental level (Muller, Sokol, & Overton, 1998). 

Constructivist perspectives have important implications for instruction and curriculum 

design (Phillips, 1995). The most straight forward recommendations are to involve 

students actively in their learning and to provide experiences that challenge their thinking 

and force them to rearrange their beliefs. Constructivism also underlies the current 

emphasis on reflective teaching. Social constructivist views (e.g., Vygotsky’s) stress that 

social group learning and peer collaboration are useful ( Ratner, Foley, & Gimpert, 

2002). As students model for and observe each other, they not only teach skills but also 

experience higher self-efficacy for learning (Schunk, 1995).  

 

2.6 COMPARISON OF PIAGET, VYGOTSKY’S AND 

         INFORMATION PROCESSING THEORIES 

Awareness of Vygotsky’s theory came later than for Piaget's theory, so Vygotsky’s 

theory has not yet been evaluated thoroughly. However, it already has been embraced by 

many teachers and successfully applied to education (Doolittle, 1997). Vygotsky’s view 
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of importance of sociocultural influences on children’s development fits with the current 

belief that it is important to evaluate the contextual factors in learning. However, 

criticisms of his theory also have emerged. For example, some critics say he 

overemphasizes the role of language in thinking. 

 

Vygotsky  emphasizes  the importance of inner speech in cognitive development and 

Piaget has viewed that such speech is immature. Both Piaget’s and Vygotsky’s theories 

are constructivist, emphasizing that children actively construct knowledge and 

understanding rather than being passive receptacles. Although both theories are 

constructivist, Vygotsky’s is a social constructivist approach, which emphasizes the 

social contexts of learning and that knowledge is mutually built and constructed. But 

Piaget’s theory does not have this strong social emphasis. Moving from Piaget to 

Vygotsky, the conceptual shift is from the individual to collaboration, social interaction, 

and sociocultural activity. For Piaget, children construct Knowledge by transforming, 

organizing, and reorganizing previous knowledge. For Vygotsky, children construct 

knowledge through social interaction with others. The implications of Piaget’s theory 

provide support for teaching strategies that encourage children to explore their world and 

discover knowledge. The main implications of Vygotsky’s theory for teaching are that we 

should establish many opportunities for students to learn with the teacher and more 

skilled peers. In both Piaget’s and Vygotsky’s theories, teachers serve as facilitators and 

guides rather than directors and molders of learning (Santrock, 2006). 

 

However, information processing also has emerged as an important perspective in 
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understanding children’s cognitive development. It emphasizes how information enters 

the mind, how it is stored and transformed, and how it is retrieved to perform mental 

activities such as problem solving and reasoning. It also focuses on how automatically 

and quickly children process information (Santrock, 2006). 

 

At first glance, the three views of cognitive development seem very different. For 

example, Piaget’s theory portrays cognitive development as a sequence of relatively 

discrete stages, each with its own set of abilities and limitations. In contrast, information 

processing theorists describe cognitive development in terms of gradual changes in 

cognitive processes and metacognitive awareness. Vygotsky’s approach focuses more on 

the social conditions that facilitate cognitive development than on changes in children’s 

thinking per se. 

 

Despite such differences, several common themes run through at least two of the theories, 

and sometimes through all three. From these commonalities, some general principles of 

cognitive development are given below (Ormrod, 1996): 

 

1. Children actively construct their knowledge. 

2. Cognitive development involves relating new information to prior knowledge. 

3. Children’s knowledge and cognitive processes become increasingly better organized and 

integrated. 

4. Social interaction is essential for cognitive development. 

5. A child’s readiness for a particular task determines the extent to which that task promotes 
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cognitive development. 

6. Children often think in qualitatively different ways at different age levels. 

7. Cognitive development and linguistic development are closely intertwined. 

2.7 SOCIAL PROCESSES AND PRIVATE SPEECH 

A central premise of constructivism is that learning involves transforming and 

internalizing the social environment. Language plays a key role.  

2.7.1 Private Speech 

Private speech refers to the set of speech phenomena that has a self- regulatory function 

but is not socially communicative (Fuson, 1979). Various theories—including 

constructivism, cognitive developmental, and social cognitive establish a strong link 

between private speech and the development of self-regulation (Berk, 1986; Frauenglass 

and Diaz., 1985; Harris, 1982). 

The historical impetus derives in part from work by Pavlov (1927). Pavlov distinguished 

the first (perceptual) from the second (linguistic) signal systems. Pavlov realized that 

animal conditioning results do not completely generalize to humans; human conditioning 

often occurs quickly with one or a few pairings of conditioned stimulus and 

unconditioned stimulus, in contrast to the multiple pairings required with animals. Pavlov 

believed that conditioning differences between humans and animals are largely due to the 

human capacity for language and thought. Stimuli may not produce conditioning 

automatically; people interpret stimuli in light of their prior experience. Although Pavlov 

did not conduct research on the second signal system, subsequent investigations have 

validated his beliefs that human conditioning is complex and language plays a 
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meditational role. 

The Soviet psychologist Luria (1961) focused on the child’s transition from the first to 

the second signal system. Luria postulated three stages in the development of verbal 

control of motor behavior. Initially, the speech of others is primarily responsible for 

directing the child’s behavior (ages 1½ and 2½). During the second stage (ages 3-4), the 

child’s overt verbalizations initiate motor behaviours but do not necessarily inhibit them. 

In the third stage, (ages 4½ to 5½) the child’s private speech becomes capable of 

initiating, directing, and inhibiting motor behaviors. Luria believed that this private, self-

regulatory speech directs behaviour through neurophysiological mechanism. 

The meditational and self-directing role of the second signal system is embodied in 

Vygotsky’s theory. Vygotsky (1962) believed that private speech helps develop thought 

by organizing behaviour. Children employ private speech to understand situations and to 

surmount difficulties. Private speech occurs in conjunction with children’s interactions in 

the social environment. As children’s language facility develops, words spoken by others 

acquire meaning independent of their phonological and syntactical qualities. Children 

internalize word meanings and use them to direct their behaviours. 

 

Vygotsky hypothesized that private speech follows a curvilinear developmental pattern: 

Overt verbalization (thinking aloud) increases until ages 6 to 7, after which it declines 

and becomes primarily covert (internal) by ages 8 to 10. However, overt verbalization 

can occur at any age when people encounter problems or difficulties. Research shows that 

although the amount of private speech decreases from approximately ages 4 or 5 to 8, the 

proportion of private speech that is self- regulating increases with age (Fuson, 1979). In 
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many research investigations, the actual amount of private speech is small, and many 

children do not verbalize at all. Thus, the developmental pattern of private speech seems 

more complex than originally hypothesized by Vygotsky. 

2.8 VERBALIZATION AND ACHIEVEMENT 

Verbalization of rules, procedures, and strategies can improve students’ learning. 

Although Meichenbaum’s (1977, 1986) self-instructional training procedure is not rooted 

in constructivism, it recreates the overt-to-covert developmental progression of private 

speech. Types of statements modeled are problem definition (“ what is it I have to do?”), 

focusing of attention ( “ I need to pay attention to what I’m doing”), planning and 

response guidance  ( “ I need to work carefully”)’, self-reinforcement (‘ I am doing 

fine”), self-evaluation (“ Am I doing things in the right order?’), and coping (“ I need to 

try again when I don’t get it right”). Teachers can use self-instructional training to teach 

learners cognitive and motor skills, and it can create a positive task outlook and foster 

preservance in the face of difficulties (Meichenbaum and Asarnow, 1979). The procedure 

need not be scripted; learners can construct their own verbalizations. 

Verbalizations seems most beneficial for students who often experience difficulties and 

perform in a deficient manner (Denny, 1975; Denny and Turner, 1979). Teachers have 

obtained benefits with children who do not spontaneously rehearse material to be learned, 

impulsive learners, students with learning disabilities and mental retardation, and learners 

who require remedial experiences (Schunk, 1986). Verbalization helps students with 

learning problems work at tasks systematically (Hallahan et al., 1983). It forces students 

to attend to tasks and to rehearse material, both of which enhance learning. Verbalization 
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does not seem to facilitate learning when students can handle task demands adequately 

without verbalizing. Because verbalization constitutes an additional task, it might 

interfere with learning by distracting children from the task at hand. 

Verbalization is more likely to promote student’s achievement if it is relevant to the task 

and does not interfere with performance. Higher proportions of task-relevant statements 

produce better learning (Shunk & Gunn, 1986). Private speech follows an overt-to-covert 

developmental cycle and speech becomes internalized earlier in students with higher 

intelligence (Berk, 1986; Frauenglass & Diaz, 1985). Allowing students to construct their 

verbalizations--- possibly in conjunction with verbalizing steps in a transfer and 

maintenance, overt verbalization should eventually be faded to whispering or lip 

movements and then to a covert level. Internalization is a key feature of self-regulation 

(Schunk, 1999). 

The benefits of verbalization do not mean that all students ought to verbalize while 

learning. That practice would result in a loud classroom and distract many students. 

Rather, verbalization could be incorporated into instruction for students having 

difficulties in learning. To avoid disrupting the work of other class members, a teacher or 

classroom aide could work with such students individually or in groups. 

 

2.9 SOCIALLY MEDIATED LEARNING 

Many forms of constructivism and Vygotsky’s theory, in particular, stress the idea that 

learning is a socially mediated process. This focus is not unique to constructivism; many 

other learning theories emphasize social processes as having a significant impact on 
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learning. Bandura’s (1986,1997) social cognitive theory, for example, highlights the 

reciprocal relations among learners and social environmental influences, and much 

research has shown that social modeling has a powerful influence on learning (Rosenthal 

& Zimmerman,1978; Schunk,1987). In Vygotsky’s theory, however, social mediation of 

learning is the central construct (Karpov & Haywood, 1998; Moll, 2001; Tudge & 

Scrimsher, 2003). All learning is mediated by tools such as language, symbols, and signs. 

Children acquire these tools during their social interaction with others. They internalize 

these tools and then use them as mediators of more advanced learning (i.e., higher 

cognitive processes such as concept leaning and problem solving). 

The centrality of social mediation is apparent in self-regulation and constructivist 

learning environments. Young children acquire concepts spontaneously by observing 

their worlds and formulating hypotheses. For example, they hear the noise that cars make 

and the noise that trucks make, and they may believe that bigger objects make more 

noise. They have difficulty accommodating discrepant observations (e.g., a motorcycle is 

smaller than a car or truck but may make more noise that either). 

In the context of social interactions, children are taught concepts by others (e.g., teachers, 

parents, older siblings). This is often a direct process, such as when teachers teach 

children the difference between squares, rectangles, triangles, and circles. As cognitive 

psychologists might say, such concepts are internalized as declarative knowledge. Thus, 

children use the tools of language and symbols to internalize these concepts. 

It is, of course, possible to learn concepts on one’s own without social interactions with 

others. But even such independent learning is, in a constructivist sense, socially mediated, 

because it involves the tools (language, signs, and symbols) that have been acquired 
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through previous social interactions. Further, a certain amount of labeling is needed. 

Children may learn a concept but not have a name for it (“What do you call a thing that 

looks like--------?”). Such labeling involves language and will likely be supplied by 

another person. 

Tools are useful not only for learning but also for teaching. Children teach one another 

things they have learned. Vygotsky (1962, 1978) believed that by being used for social 

purposes, tools exerted powerful influences on others. 

These points have interesting implications for instruction. Once children have acquired 

basic concepts, they can engage in independent learning to “discover” more-advanced 

principles. This does not have to involve children working alone; rather, they can work 

collaboratively. But it does not suggest that students must be well prepared with the basic 

tools, and this teaching can be quite direct. There is no need for students to ‘discover” the 

obvious, or what they can be easily taught. Constructed discoveries are thus the result of 

basic learning, not their cause (Karpov & Haywood, 1998). 

 

2.10 MOTIVATION 

Constructivism is primarily a theory of human development that in recent years has been 

applied to learning. One who reads the constructivist literature will find little mention of 

motivation. Nonetheless, constructivist theory seems applicable to motivation, and some 

motivational principles explores by researchers in other theoretical traditions fir well 

(Sivan, 1986). Aspects of motivation especially relevant to constructivism include 

contextual factors, implicit theories, and teachers’ expectations. 



 72

2.10.1 Contextual Factors 

Organization and Structure. Constructivism stresses contextual specificity and notes 

the importance of taking the context of learning environments into account in attempting 

to explain behavior. A topic highly relevant to constructivism is organization and 

structure of learning environments—that is, how students are grouped for instruction, 

how time is scheduled. Many researchers and practitioners believe that learning 

environments are complex and that, to understand learning, we must take into account 

many factors and how they interact with one another (i.e., one factor might supplement or 

detract from the influence of another factor) ( Marshall & Weinstein, 1984). 

An important aspect of organization is dimensionality (Rosenholtz & Simpson, 1984). 

Unidimentional classrooms include a small number of activities that address a limited 

range of student abilities. Multidimensional classrooms have more activities and allow 

for greater diversity in student abilities and performances. Multidimensional classes are 

more compatible with constructivist tenets about learning. Classroom characteristics that 

indicate dimensionality include differentiation of task structure, student autonomy, 

grouping patterns, and salience of formal performance evaluations. Unidimensional 

classrooms have undifferentiated task structures. All students work on the same or similar 

tasks, and instruction employs a small number of materials and methods (Rosenholtz and 

Simpson, 1984). The more undifferentiated the structure, the more likely the daily 

activities will produce consistent performances from each student and the greater the 

probability that students will socially compare their work with that of others to determine 

relative standing. Structures become differentiated (and classrooms become 

multidimensional) when students work on different tasks at the same time. 
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Autonomy . It refers to the extent to which students have choices about what to do and 

when and how to do it. Classrooms are unidimensional when autonomy is low, which can 

hinder self-regulation and stifle motivation. Multidimensional classrooms offer students 

more choices, which can enhance intrinsic motivation. 

 

With respect to grouping patterns, social comparisons become more prominent when 

students work on whole-class activities or when students are grouped by ability. 

Comparisons are not as prevalent when students work individually or in mixed-ability 

groups. Grouping contributes to classroom multidimensionality and affects motivation 

and learning. Grouping has added influence over the long term if groups remain intact 

and students understand that they are bound to the groups regardless of how well they 

perform. 

Salience of formal performance evaluations refers to the public nature of grading. 

Unidimensional classrooms grade students on the same assignments, and grades are 

public; hence everyone knows the grade distribution. Those receiving low grades may not 

be motivated to improve. As grading becomes less public or as grades are assigned for 

different projects, grading can motivate a higher proportion of students, especially those 

who believe they are progressing and capable of further learning (Pintrich & Schunk, 

2002). 

 

Unidimensional classrooms have high visibility of performance (Rosenholz & 

Rosenholtz, 1981), which can motivate high achievers to learn, but often have a negative 
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effect on everyone else. Multidimensional classrooms are more likely to motivate all 

students because they feature more differentiation, greater autonomy, less ability 

grouping, and more flexibility in grading with less public evaluation. 

 

Target. Classrooms include other factors that can affect learners’ perceptions, 

motivation, and learning. Some of these can be summarized by the acronym TARGET; 

task design, distribution of authority, recognition of students, grouping arrangements, 

evaluation practices, and time allocation (Epstein, 1989). 

The task dimension involves the design of learning activities and assignments. By 

making learning interesting, using variety and challenge, assisting students to set realistic 

goals, and helping students develop organizational, management, and other strategic 

skills will help students to structure and to promote a mastery goal orientation in them. 

(Ames, 1992a, 1992b). Task structure is a distinguishing feature of dimensionality. In 

unidimensional classes, students use the same materials and have the same assignments, 

so variations in ability can translate into motivational differences.  In multidimensional 

classes, students may not all work on the same task and thereby have fewer opportunities 

for social comparisons. 

Authority. refers to whether students can assume leadership and develop independence 

and control over learning activities. Teachers foster authority by allowing students to 

participate in decisions, giving them choices and leadership roles, and teaching them 

skills that allow them to take responsibility for learning. Self-efficacy tends to be higher 

in classes that allow students some measure of authority (Ames, 1992a, 1992b). 
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Recognition. It  involves the formal and informal use of rewards, incentives, and praise, 

which have important consequences for motivated learning (Schunk, 1989). Ames 

(1992a, 1992b) recommends that teacher help students develop mastery over goal 

orientation by recognizing progress, accomplishments, effort, and self-directed strategy 

use; by providing opportunities for all learners to earn rewards; and by using private 

forms of recognition that avoid comparing students or emphasizing the difficulties of 

others. 

The grouping dimension focuses on students’ ability to work with others. Teachers 

should use heterogeneous cooperative groups and peer interaction, where possible, to 

ensure that differences in ability do not translate into differences in motivation and 

learning. Low achievers especially benefit from small-group work because contributing 

to the group’s success engenders feelings of self-efficacy. Group work also allows more 

students to share in the responsibility for learning, so that only a few students do not do 

all of the work. At the same time, individual work is important because it provides for 

clear indicators of learning progress. 

Evaluation involves methods for monitoring and assessing student learning; for example, 

evaluating students for individual progress and mastery, giving students opportunities to 

improve their work (e.g., revise work for a better grade), using different forms of 

evaluation, and conducting evaluation privately, though normative comparisons can 

lower self-efficacy among students who do not perform as well as their peers. 

Time. involves the appropriateness of workload, pace of instruction, and time allotted for 

completing work (Epstein, 1989). Effective strategies for enhancing motivation and 

learning are to adjust time or task requirements for those having difficulty and allowing 
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students to plan their schedules and timelines for making progress. Giving students 

greater control over their time helps allay anxiety about completing work and can 

promote use of self-regulatory strategies and self-efficacy for learning (Schunk & 

Zimmerman, 1994; Zimmermna et al., 1994). 

 

2.10.2  Implicit Theories 

Constructivist theories call attention to many facets of motivation, including the cognitive 

and the affective. A central premise of many contemporary theories of learning and 

motivation, and one that fits nicely with constructivist assumptions, is that people hold 

implicit theories about issues such as how they learn, what contributes to school 

achievement, and how motivation affects performance. Learning and thinking occur in 

the context of learners’ beliefs about cognition, which differ as a function of personal, 

social, and cultural factors (Greeno, 1989; Moll,2001). 

Research shows that implicit theories about such processes as learning, thinking, and 

ability influence how students engage in learning and their views about what leads to 

success in and outside of the classroom (Duda & Nicholls, Cobb, Wood, Yackel,  & 

Patashnick, 1990; Nicholls & Thorkildsen,1989). Motivation researchers have identified 

two distinct implicit theories about the role of ability in achievement; entity theory and 

incremental theory. Students may view their abilities as representing fixed traits over 

which they have little control (entity theory) (Dweck, 1999; Dweck & Leggett, 1988; 

Dweck & Molden, 2005). These perspectives influence motivational patterns and, 

ultimately, learning and achievement. Wood and Bandura(1989) found that adults who 

view managerial skills as capable of being developed use better strategies, hold higher 
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self-efficacy for success, and set more challenging goals than those who believe such 

skills are relatively fixed and not capable of being altered. 

Students who believed that abilities are relatively fixed are apt to be discouraged if they 

encounter difficulty in school because they think they can do little to alter their status. 

Such discouragement results in low self-efficacy, which can affect school learning 

adversely (Schunk, 1995; Schunk & Zimmerman, 2006). Conversely, students who 

believe they have control over their learning capabilities are less apt to give up when they 

encounter difficulty and instead alter their strategy, seek assistance, consult additional 

sources of information, or engage in other self-regulatory strategies (Zimmerman, 1994, 

1998; Zimmerman & Martinez-Pons, 1992). 

Evidence also shows that implicit theories can affect the way that learners process 

information (Graham & Golan, 1991). Students who believe that learning outcomes are 

under their control may expend greater mental effort, rehearse more, use organizational 

strategies, and employ other tactics to improve learning. In contrast, students who hold a 

fixed view may not expend the same type of effort. 

Students also differ in how they view kinds of classroom learning. Nicholls and 

Thorkildsen (1989) found that elementary school students perceived learning substantive 

matters (e.g., mathematical logic, facts about nature) as more important than learning 

intellectual conventions (e.g., spelling, methods of representing addition). Students also 

saw didactic teaching as more appropriate for teaching of conventions than for matters of 

logic and fact. Nicholls et al. (1985) found that high-school students held definite beliefs 

about what types of activities should lead to success. Task orientation, or a focus during 

learning on mastery of the task, was positively associated with student perceptions that 
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success in school depends on being interested in learning, working hard, trying to 

understand (as opposed to memorizing), and working collaboratively.  

 

Implicit theories undoubtedly are formed as children encounter a variety of socialization 

influences. Dweck and her colleagues have found evidence for implicit theories in 

children as young as 3½ years (Dweck, 1999). Early on, children are socialized by 

significant others about right and wrong, good and bad. Through what they are told and 

what they observe, they form early implicit theories about rightness, badness, and the 

like. At achievement tasks, praise and criticism from others serve as strong influences 

about what produced good and poor outcomes (e.g., “ You worked hard and got it right,” 

“You don’t have what it take to do this right”). As with other beliefs, these may be 

situated within contexts; teachers and parents may stress different causes of achievement 

(effort and ability). By the time children enter school, they hold a wide range of implicit 

theories that they have constructed and that cover most situations. 

 

Research findings have found implications for teaching and learning. The premise that 

learning requires providing students with information to build propositional networks is 

incomplete. Of greater importance may be how children refine, modify, combine, and 

elaborate their conceptual understandings as a function of experience. Those 

understandings will be situated in the context of a personal belief system and will include 

beliefs about the usefulness and importance of knowledge, how it relates to what else one 

knows, and in what situations it may be appropriate. Research continues into how 

students form implicit theories, how learners resolve inconsistencies (e.g., students who 



 79

believe ability is fixed but whose teachers provide feedback linking higher achievement 

with greater effort). 

 

2.10.3  Teacher’s Expectations 

A motivational topic that has attracted much research and applied attention and that 

integrates nicely with constructivism is teachers’ expectations. Theory and research 

suggest that teachers’ expectations for students relate to teacher actions and student 

achievement outcomes (Braun,1976; Cooper & Good, 1983; Cooper & Tom, 1984; 

Dusek, 1985; Rosenthal, 2002).  

The impetus for exploring expectations came from a study by Rosenthal and Jacobson 

(1968), who gave elementary school students a test of nonverbal intelligence at the start 

of the academic year. Teachers were told that this test predicted which students would 

bloom intellectually during the year. The researchers actually randomly identified 20% of 

the school population as bloomers and gave these names to the teachers. Teachers were 

not aware of the deception: The test did not predict intellectual blooming and names bore 

no relation to test scores. Teachers taught in their usual fashion and students were 

retested one semester, 1 year, and 2 year later. For the first two tests, students were in the 

classes of teachers given bloomers’ names; for the last test, students were in new classes 

with teachers who did not have these names. 

After the first year, significant differences in intelligence were seen between bloomers 

and control students (those not identified as bloomers); differences were greater among 

children in the first and second grades. During the subsequent year, these younger 

children lost their advantages, but bloomers in upgrades showed an increasing advantage 
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over control students. Differences were greater among average achievers than among 

high or low achievers. Similar findings were obtained for grades in reading. Overall, the 

differences between bloomers and control students were small, both in reading and on the 

intelligence test. 

Rosenthal and Jacobson (1968) concluded that teacher expectations can act as self-

fulfilling prophecies because student achievement comes to reflect the expectations. They 

suggested that results are stronger with young children because they have close contact 

with teachers. Older students may function better after they move to a new teacher. 

Once teachers form expectations, they may convey them to students through 

socioemotional climate, verbal input, verbal output, and feedback (Rosenthal, 1974). 

Socioemotional climate includes smiles, head nods, eye contact, and supportive and 

friendly actions. Teachers create a warmer climate for students for whom they hold high 

expectations than for those whom expectations are lower (Cooper & Tom, 1984). Verbal 

output refers to number and length of academic interactions. Teachers engage in more 

academic interchanges with high-than with low-expectation students ( Brophy & Good 

1974). They also are more persistent with high and get them to give answers by 

prompting or rephrasing questions.  Feedback refers to the use of praise and criticism. 

Teachers praise high-expectation students and criticize low expectation students more 

(Cooper & Tom, 1984). 

Although these factors are genuine, wide differences exist between teachers (Pintrich & 

Schunk, 2002). Some teachers consistently encourage lower achievers and treat them 

much like the patterns described above for high achievers (e.g., give more praise; get 

them to answer more questions). Teachers have expectations for students; the real issue is 
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whether these expectations become negatively self-fulfilling for some and how they do 

so. Appropriate expectations can improve learning. Tailoring difficulty of material and 

level of questioning to students based on their prior performances (which are correlated 

with teacher expectations) seems instructionally appropriate. Expecting all students to 

learn with requisite effort also seems reasonable. Greatly distorted expectations are not 

credible and typically have little effect on learning. Most teachers at the elementary level 

(when expectation effects may be strongest) hold positive expectations for students, 

provide for a lot of successes, and use praise often (Brophy & Good, 1974). 

The topic of teacher expectations fits with constructivist theory because it seems likely 

that students construct theories about what their achievement action is less predictable. 

Our beliefs about what others expect of us may motivate (“She thinks I can do it, so I’ll 

try”), demotivate (“She thinks I can’t dot it, so I’ll show her I can”). The best advice is to 

expect that all students can succeed and to provide support for them to do, which should 

help them construct appropriate expectations for themselves. 

 

2.11 LANGUAGE DEVELOPMENT 

Language  is a form of communication--- whether spoken, written, or signe--- that is 

based on a system of symbols. Language consists of the words used by a community and 

the rules for varying and combining them. We need language to speak with others, listen 

to others, read and write. Language enables us to describe past events in details and to 

plan for the future. Language enables us to pass down the information from one 

generation to the next and create a rich cultural heritage (Sanrock, 2006).  



 82

         The relationship between languages and cognition has been a controversial 

subject for many years, especially with respect to the issue of which activity 

precedes the other. Some psychologists like Vygotsky and anthropologists have 

argued that language shapes thinking, whereas others like Piaget contend that 

cognition paves the way for language (Bukatko & Daehler, 1995). 

 

Language plays a key role in the children’s cognitive development. The different 

perspectives on cognitive development acknowledge that the development of cognitive 

abilities and the development of language are closely intertwined. Cognitive development 

is critical for the development of language: children can only talk and write about things 

they can first think about. Yet language is equally critical for children’s cognitive 

development: it promotes their social interaction, provides a set of symbols through 

which they can mentally represent their world, helps them make associations among 

various pieces of information, and enable them to internalize the problem-solving 

strategies that adults verbalize (Ormrod, 1998).Language is highly ordered and 

organized. The organization involves five systems of rules; phonology, morphology, 

syntax, semantics, and pragmatics. It means that language is orderly and the rules 

describe the way language works (Santrock, 2006). 

2.11.1 Properties of Human Language 

Human language, suggests Roger Brown (1973), is set off from the communication 

systems of animals by three important properties: semanticity, productivity, and 

displacement. These properties are found in every human language, be it English, 

Russian, Chinese, or Urdu. 
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Semanticity refers to a language‘s meaningfulness—the fact that the symbols of the 

language represent an enormous variety of people, objects, events, and ideas. A mynah 

bird may mimic human speech perfectly, but it does not use these sounds in any 

meaningful way, so it cannot be said to possess language and although the dance of the 

honeybee communicates meaning, the number of things that bees can “talk” about is 

quite small. 

Productivity, the second property of language, is the ability to combine a finite number of 

words into an unlimited number of sentences. Except for common clichés, such as “How 

are you?” and “Have a nice day” almost every sentence we hear or speak is brand new 

(Chomsky, 1972). The productivity of language means that its speakers can communicate 

any kind of information about any topic in the world. Productivity appears to be limited 

to human beings. Although some chimpanzees have learned to use symbols to answer 

questions or ask for treats, none can pass such a test of their ability to communicate.  

Displacement, the last essential property of language, is the ability to communicate 

information about objects in another place or another time. Displacement is present in the 

child’s language from the time he or she can ask for a cookie that is in the kitchen or for 

father, who is at the office. Displacement is the property that allows us to transmit 

information from one generation to another so that we do not have to rediscover all 

knowledge every thirty years or so.  

 

2.11.2 The Cognitive Foundation of Language 

A child’s understanding of the world lays the basis for development of the ability to 

understand and to speak a language. It is obvious that a child who remained at the 
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intellectual level of the neonatal period, when actions are primarily reflexive, would 

never learn to speak, and that a child who regarded the world as an extension of him-or 

herself would have little to talk about. Before children can use word meaningfully, they 

must have some notion that there is a world of enduring objects. These notions develop 

during the first year of life.  

Imitation is also a good predictor of the baby’s use of language. Before they celebrate 

their second birthdays, most babies are imitating events long after they have occurred. 

Jean Piaget (1951) reported many instances of such imitations among his own children. 

For example, when his daughter Jaqueline was sixteen months old, she was impressed by 

an eighteen-month old boy’s tantrum. 

A child’s first words also emerge about the same time that he or she begins to use 

symbolic gestures and to engage in make-believe play. Later, when youngsters are about 

twenty months old, language and symbolic play again show a close kinship.  

Tool use, imitation, and both symbolic and manipulative play are related to the 

emergence of language. There is some evidence that when these capacities are absent, 

babies do not acquire language (Bates, 1979). Apparently, the same underlying 

intellectual capacities are necessary for any of this complex behavior to develop. 

 

2.12  THEORIES OF LANGUAGE DEVELOPMENT 

According to the behaviouristic perspective, language is learned through operant 

conditioning and imitation. Behaviourism has difficulty accounting for the speed of 

language progress and for children’s novel, rule-based utterances. 
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Chomsky’s nativist perspective proposes a language acquisition device (LAD)) 

containing a universal grammar, or storehouse of rules that apply to all language. The 

LAD permits children, as soon as they have sufficient vocabulary, to speak 

grammatically and comprehend sentences in any language to which they are exposed. 

Consistent with Chomsky’s ideas, chimpanzees’ comprehension of grammar is limited to 

that of a human 2-year-old; a complex language system is unique to humans. The roles of 

Broca’s area in grammatical processing and language production and Wernick’s area in 

comprehending word meaning are more complicated than previously assumed. But the 

broad association of language functions, especially grammatical competence, with left-

hemispheric regions of the cerebral cortex is consistent with Chomsky’s notion of a brain 

prepared to process language. Evidence for a sensitive period for language development 

also supports the nativist view that language has unique biological properties (Berk, 

2007). 

 

According to the interactionist perspective, language development results from exchanges 

between inner predispositions and environmental influences. The most influentional 

information-processing accounts are connectionist, or artificial neural network models, 

which show that powerful, general cognitive capacities are sufficient to detect certain 

linguist patterns. Other evidence confirms that babies are extraordinary statistical 

analyzers of the sound stream who identify basic patterns of language with the same 

strategies they use to make sense of nonlinguistic experiences. Social interactionist 

theorists believe that children’s social skills and language experiences combine with 
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native capacity to profoundly affect language development. But debate continues over 

whether students’ general cognitive capacities enable them to make sense about their 

language or capacities specially tuned to language (Berk, 2007). 

 

2.13  HOW LANGUAGE DEVELOPS? 

Language acquisition advances past a number of milestones (Edward, 2004). 

Babbling begins at about three to six months. Infants usually utter their first word at 

about ten to thirteen months. By eighteen to twenty-four months, infants usually have 

begun to string two words together. In this two-words stage, they quickly grasp the 

importance of language in communication, creating phrases such as “Book there,” “My 

candy,” Mama walk,” and “Give papa”. 

 

As children go through the early childhood years, their grasp of the rule systems that 

govern language increase. These rule systems include phonology (the sound system), 

morphology (the rules for combining minimal units of meaning), syntax (rules for 

making sentences), semantics (the meaning system), and pragmatics    (the rules for use 

in different contexts). Children become increasingly capable of producing all the sounds 

of their language. They can even produce complex consonant clusters (Santrock, 2007). 

 

By the time children move beyond two-word utterances, they demonstrate knowledge of 

morphology rules. Children begin using the plural and possessive forms of nouns (such as 

dogs and dog’s). They put appropriate endings on verbs    (such as –s when the subject is 
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third person singular and –ed for the past tense). They use prepositions (such as in and 

on), articles (such as a and the), and various forms of the verb to be (such as “I was going 

to the store”). Children also make advances in phonology, syntax, semantics, and 

pragmatics. By the end of elementary education, most children can apply appropriate 

rules of grammar. In adolescence, vocabulary increases with the addition of more abstract 

words. In late adolescence, individuals can better appreciate adult literacy works. 

 

2.14 SELF- REGULATION  

Constructivist researchers have written about self-regulation, which seems natural given 

that a central assumption is that learners construct not only knowledge but also ways for 

acquiring and applying it. There are various sources for constructivist accounts of self-

regulation, including cognitive-developmental theory, precursors of contemporary 

cognitive theories (e.g., Gestalt psychology, memory), and Vygotsky’s theory (Paris & 

Byrnes, 1989). Regardless of the source, constructivist views of self-regulation rest on 

certain assumptions. Two key points underlying these assumptions are that sociocultural 

influences are critical and that people form implicit theories about themselves, others, and 

how to best manage demands.  

 

2.14.1 Sociocultural Influences 

Vygotsky’s constructivist theory of human development lends itself well to self-

regulation. Vygotsky believed that people and their cultural environments constitute an 

interacting social system. Through their communications and actions, people in children’s 
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environments taught children the tools (e.g., language, symbols, signs) they needed to 

acquire competence. Using these tools within the system, learners develop higher-level 

cognitive functions such as concept acquisition and problem solving. When Vygotsky 

used the term higher mental functions, he meant a consciously directed thought process. 

In this sense, self-regulation may be thought of as a higher mental function (Henderson & 

Cunningham, 1994). 

In the Vygotskian view, self-regulation includes the coordination of such mental 

processes as memory, planning, synthesis, and evaluation (Henderson & Cunningham, 

1994). These coordinated processes do not operate independently of the context in which 

they are formed. Indeed, the self-regulatory processes of an individual reflect those that 

are valued and taught within the person’s culture. 

Vygotsky believed that people came to control their own deliberate actions (i.e., learned 

to self-regulate). The primary mechanisms affecting self-regulation are language and the 

ZPD. Kopp (1982) provided a useful framework for understanding the development of 

the self-regulatory function of speech. In her view, self-regulation involves a transition 

from responding to the commands of others to the use of speech and other cognitive tools 

to plan, monitor, and direct one’s activities. 

Self-regulation also depends on learners being aware of socially approved behaviours 

(Henderson & Cunningham, 1994). The meaning of actions depends on both the context 

and the tools (language, signs, and symbols) used to describe the actions. Through 

interactions with adults in the ZPD, children make the transition from behaviours 

regulated by others to behaviours regulated by themselves (self-regulation). 

Wertsch (1979) described four stages of inter subjectivity that correspond to the degrees 
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of responsibility held by parties in a social context. Initially, the child does not 

understand the adult’s words or gestures, so there is no inter-subjectivity. With 

maturation of the child and greater sensitivity of the adult to the child’s situation, a shared 

understanding of the situation develops, although responsibility for regulating behavior 

still lies with the adult. In the third phase, the child learns the relation between speech and 

activity and takes responsibility for the task. During the third phase, private speech is 

commonly used to self-regulate behavior. As this speech is internalized to self-directed 

thought, inter subjectivity becomes complete and self-regulation occurs independently. 

Internalization becomes the key to use of self-regulatory processes (Schunk, 1999). 

It is noteworthy that even after the teacher is no longer present, the child’s self-regulatory 

activity may heavily reflect the teacher’s influence. Although the action is self-directed, it 

is the internalized regulation of the other’s influence. Often the child may repeat the same 

words used by the adult. In time, the child will construct his or her self-regulatory activity 

and it will become idiosyncratic. 

2.14.2 Implicit Theories of Self-regulation 

Implicit theories are an inherent feature of constructivist accounts of learning, cognition, 

and motivation, as described earlier students also construct theories about self-regulated 

learning. These theories exist along with theories about others and their worlds; hence, 

self-regulated learning theories are highly contextualized (Paris, Byrnes, & Paris, 2001). 

A major type of implicit theory involves children’s beliefs about their academic abilities. 

Children who experience learning problems and who believe that these problems reflect 

poor ability are apt to demonstrate low motivation to succeed. The beliefs that effort 

leads to success and that learning produces higher ability are positively related to 
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effective self-regulation. 

Children also develop theories about their competence relative to their peers. Through 

social comparisons with similar others, they formulate perceptions of ability and their 

relative standing within their class. They also begin to differentiate their perceptions by 

subject area and to ascertain how smart they are in subjects such as reading and 

mathematics. 

In line with these beliefs, children formulate theories about what contributes to success in 

different domains. Self-regulatory strategies may be general in nature, such as taking 

notes and rehearsing information to be learned, or they may be idiosyncratic to a 

particular area. Whether these strategies truly are useful is not the point. Because they are 

constructed, they may be misleading. 

Learners also develop theories about agency and control that they have on academic 

situation. For example, they may feel self-efficacious and believe that they are capable of 

learning what is being taught in school. Conversely, they may entertain serious doubts 

about their learning capabilities. Again, these beliefs may not accurately capture reality. 

Research has shown, for example, that children often feel highly self-efficacious about 

successfully solving mathematical problems even after being given feedback showing 

that they had failed most or all of the problems they attempted to solve (Bandura & 

Schunk, 1981). The correspondence between self-efficacy judgments and actual 

performance can be affected by many factors (Bandura, 1997). 

Another class of theories involves schooling and academic tasks (Paris et al., 2001). 

These theories contain information about the content and skills taught in school and what 

is required to learn the content and skills. The goals that students formulate for schooling 
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may not be consistent with those of teachers and parents.  For example, teachers and 

parents may want students to perform well, but students’ goals might be to make friends 

and stay out of trouble. For a subject area (e.g., reading), students may have a goal of 

understanding the text or simply verbalizing the words on page. A goal of writing may be 

to fill the lines on a page or create a short story. 

Self-regulation, therefore, involves individuals constructing theories about themselves 

(e.g., abilities, capabilities, and typical effort), others, and their environments. These 

theories are constructed partly through direct instruction from others (e.g., teachers’ 

peers, and parents) but also largely through their personal reflections on their 

performances, environmental effects, and responses from others. Theories are constructed 

using masses, environmental effects, and responses from others. Theories are constructed 

using the tools (language, signs, and symbols) and, in social contexts, often through 

instruction in the ZPD. 

The goal is for students to construct a self-identity as students. Their beliefs are 

influenced by parents, teachers, and peers and may include stereotypes associated with 

gender, culture, and ethnic background. Paris et al. (2001) contended that the separation 

of identity development and self-regulated learning is impossible because achievement 

behaviours are indicators of who students believe they are or who they want to become. 

Strategies cannot be taught independently of goals, roles, and identities of students. In 

other words, self-regulation is intimately linked with personal development. 

Children are intrinsically motivated to construct explanatory framework and understand 

their educational experiences (Paris et al., 2001). When they are successful, they 

construct theories of competence, tasks, and themselves that aid learning and usage of 
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adaptive learning strategies. But when they are not successful, they may construct 

inappropriate goals and strategies. To use terminology from cognitive psychology, 

implicit theories include declarative and conditional knowledge that underlie procedural 

knowledge. In short, self-regulation is heavily dependent on how children perceive 

themselves and achievement tasks. 

 

2.15 CONSTRUCTIVIST LEARNING ENVIRONMENTS 

Learning environments created to reflect constructivist principles look quite different 

from traditional classrooms (Brooks & Brooks, 1999). The following paragraphs will 

discuss some critical features of constructivist learning environments pertaining to 

learning and teaching. 

 

2.15.1 Key Features 

Learning in a constructivist setting does not allow students to do whatever they want. 

Rather, constructivist environments should create rich experiences that encourage 

students to learn. 

Some of the ways that constructivist classrooms differ from traditional classrooms are as 

follows (Brooks & Brooks, 1999). In traditional classes, basic skills are emphasized. 

Curriculum, which is presented in small parts, uses textbooks and workbooks. Teachers 

generally disseminate information to students didactically and seek correct answers to 

questions. Assessment of student learning is distinct from teaching and is usually done 

through testing. Students often work alone. 
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In constructivist classrooms, the curriculum focuses on big concepts. Activities typically 

involve primary sources of data and manipulative materials. Teachers generally interact 

with students by seeking their questions and points of view. Assessment is authentic; it is 

interwoven with teaching and includes teacher observations and student portfolios. 

Students often work in groups. The key is to structure the learning environment such that 

students can effectively construct new knowledge and skills (Schuh, 2003).  

One principle of constructivist learning environments is that teachers should pose 

problems of emerging relevance to students, where relevance is pre existing or emerges 

through teacher mediation.  Thus, a teacher might structure a lesson around questions that 

challenge students’ preconceptions. This takes time, which means that other critical 

content may not be covered. Relevance is not established by threatening to test students 

but, rather, by stimulating their interest and helping them discover how the problem 

affects their lives. 

A second principle is that learning should be structured around primary concepts. This 

means that teachers design activities around conceptual clusters of questions and 

problems so that ideas are presented holistically rather than in isolated fashion (Brooks & 

Brooks, 1999). Being able to see the whole helps understand the parts. 

Holistic teaching does not necessarily require sacrificing content, but it does involve 

structuring content differently. A piecemeal approach to teaching history is to present 

information chronologically as a series of events. In contrast, a holistic method involves 

presenting themes that recur in history (e.g., economic hardship, disputes over territory) 

and then structuring content so that students can discover these themes in different eras. 

Students then can see that although environmental features change over time (e.g., 
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armies—air forces; framing—technology), the themes remain the same. 

Holistic teaching also can be done across subjects. In the middle-school curriculum, for 

example, the theme of “courage” can be explored in social studies (e.g., courage of 

people to stand up and act based on their beliefs when these conflicted with 

governments), language arts (e.g., characters in literature who displayed courage), and 

science (e.g., courage of scientists who disputed prevailing theories). An integrated 

curriculum which teachers plan units together reflects this holism. 

Third, it is important to seek and value students’ points of view. Understanding students’ 

perspectives is essential for planning activities that are challenging and interesting. This 

requires that teachers ask questions, stimulate discussions, and listen to what students 

say. Teachers who make little effort to understand what students think fail to capitalize 

on the role of their experiences in learning. This is not to suggest that teachers should 

analyze every student utterance; that is not necessary, nor is there time to do it. Rather, 

teachers should try to learn students’ conceptions of topic. 

With the current emphasis on achievement test scores, it is easy to focus only on 

students’ correct answers. Constructivist education, however, requires that where 

feasible—we go beyond the answers and learn how the students arrived at that answer. 

Teachers do this by asking students to elaborate on their answers. Thus, they might ask a 

student, “How did you arrive at that answer?” or “Why do you think that” It is possible 

for a student to arrive at a correct answer through faulty reasoning and, conversely, to 

answer incorrectly but engage in sound thinking. Students’ perspectives on a situation or 

theories about a phenomenon help teachers in curriculum planning. 

Fourth, we should adapt curriculum to address students’ suppositions. This means that 
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curricular demands on students should align with the beliefs they bring to the classroom. 

When there is a gross mismatch, lessons will lack meaning for students. This does not 

mean that alignment must be perfect. In fact, demands that are slightly above students’ 

present capabilities (i.e., within the ZPD) produce challenge and learning.  

When students’ suppositions are incorrect, the typical response is to inform them of such. 

Instead, constructivist teaching challenges students to discover the information (Brooks 

& Brooks, 1999).  

Finally, constructivist education requires that we assess students learning in the context 

of teaching. This point runs counter to the typical situation in classrooms where most 

assessments of student learning occur disconnected from teaching--- for example, end-of-

grade tests, end-of-unit exams, pop quizzes. Although the content of these assessments 

may align well with learning objectives addressed during instruction, the assessment 

occasions are separate from teaching. 

In a constructivist environment, assessment occurs continuously during teaching and is an 

assessment of both students and teacher. Of course, assessment methods must reflect the 

type of learning. Constructivist environments are best designed for meaningful, deep-

structure learning, not for superficial understanding. True-false and multiple-choice tests 

may be inappropriate to assess learning outcomes. Authentic forms of assessment may 

require students to write reflective pieces, discussing what they learned and why this 

knowledge is useful in the world or to demonstrate and apply skills they have acquired. 

Constructivist assessment is less concerned about right and wrong answers than about 

next steps after students answer. This type of authentic assessment, which occurs during 

teaching and learning, guides instructional decisions. Authentic assessment is difficult, 
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because it forces teachers to design activities to get students’ feedback and alter 

instruction as needed. It is much easier to design and score a multiple-choice test, but 

encouraging teachers to teach constructively and then assess separately in a traditional 

manner sends a mixed message. Given the present emphasis on accountability, we may 

never move completely to authentic assessment facilities, curricular planning and provide 

for more-interesting lessons than drilling students to pass tests. 

 

2.16 APA LEARNER-CENTERED PRINCIPLES 

The APA developed a set of learner-centered psychological principles (American 

Psychological Association Work Group of the Board of Educational Affairs, 1997). 

These principles which reflect a constructivist learning approach were developed as 

guidelines for school design and reform. 

The principles are grouped into four major categories: cognitive and metacognitive 

factors, motivational and affective factors, developmental and social factors, and 

individual differences. Cognitive and metacognitive factors involve the nature of the 

learning process, learning goals, construction of knowledge, strategic thinking, thinking 

about thinking, and content of learning. Motivational and affective factors reflect 

motivational and emotional influences on learning, the intrinsic motivation to learn, and 

the effects of motivation on effort. Developmental and social factors include 

developmental and social influences on learning. Individual differences comprise 

individual differences comprise individual difference variables, learning and diversity, 

and standards and assessment. 
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2.16.1 Cognitive and Metacognitive Factors 

1. Nature of the learning process. The learning of complex subject is most effective when it 

is an intentional process of constructing meaning from information and experience. 

2. Goals of the learning process. The successful learner, over time and with support and 

instructional guidance, can create meaningful, coherent representations of knowledge. 

3. Construction of knowledge. The successful learner can link new information with 

existing knowledge in meaningful ways. 

4. Strategic thinking. The successful learner can create and use a repertoire of thinking and 

reasoning strategies to achieve complex learning goals. 

5. Thinking about thinking. Higher-order strategies for selecting and monitoring mental 

operations facilities creative and critical thinking. 

6. Context of learning. Learning is influenced by environmental factors, including culture, 

technology, and instructional practices. 

2.16.2 Motivational and Affective Factors 

7. Motivational and emotional influences on learning. What and how much is learned is 

influenced by the learner’s motivation. Motivation to learn, in turn, is influenced by the 

individual’s emotional states, beliefs, interests and goals, and habits of thinking. 

8. Intrinsic motivation to learn. The learner’s creativity, higher-order thinking, and natural 

curiosity all contribute to motivation to learn. Intrinsic motivation is stimulated by tasks 

of optimal novelty and difficulty, tasks that are relevant to personal interests and tasks 
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that provide for personal choice and control. 

9. Effects of motivation on effort. Acquisition of complex knowledge and skills requires 

extended learner effort and guided practice. Without learners’ motivation to learn, the 

willingness to exert this effort is unlikely without coercion. 

2.16.3    Development and Social Factors 

10. Developmental influences on learning. As individuals develop, there are different 

opportunities and constraints for learning. Learning is most effective when differential 

development within and across physical, intellectual, emotional, and social domains is 

taken into account. 

11. Social influences on learning. Learning is influenced by social interactions, interpersonal 

relations, and communication with others. 

 

2.16.4 Individual Differences Factors  

12. Individual differences in learning. Learners have different strategies, approaches, and 

capabilities for learning that are a function of prior experience and heredity. 

13. Learning and diversity. Learning is most effective when differences in learners’ 

linguistic, cultural, and social backgrounds are taken into account. 

14. Standards and assessment. Setting appropriately high and challenging standards and 

assessing the learner as well as learning progress--- including diagnostic, process, and 

outcome assessment--- are integral parts of the learning process. 
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2.17 PEERS 

Strictly speaking, the term peer refers to a companion who is approximately the same age 

and developmental level. Parent-child interactions are characterized by a distinct 

dominant-subordinate hierarchy that facilitates the child’s socialization as parents use 

their authority to transmit information about social rules and behaviours. Peers, however, 

usually function as equals, and it is primarily among equals that children can forge such 

social skills as compromising, competing, and cooperating. Thus, experiences with peers 

afford the child unique opportunities to construct social understanding and to develop 

social skills (Bukatko & Daehler, 1995). 

In recent years, observers have begun to recognize the importance of individuals outside 

the family in the socialization process. With the rise in maternal employment and the 

increase in the availability of preschool education, the roles of peers and teachers have 

been brought into sharp focus. 

Peer plays a special role in children’s development. Although children’s relationship with 

their parents is more intense and enduring than relations with peers, interactions among 

age-mates are more free and egalitarian. The greater fluidity of peer relationships offers 

children the opportunity for a new kind of interpersonal experimentation and exploration. 

In particular, it stimulates a new sensitivity that forms a cornerstone for the development 

of social competence, a sense of social justice, and the capacity to form relationships with 

others outside the family. 
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Social learning theorists believe that peers exert a heavy influence on the child’s 

socialization by means of modeling and reinforcement. Piaget and  Vygotsky have 

discussed the ways in which peer contact alter the child’s cognitions, which can, in turn, 

direct social behaviour. Piaget contends that peer interactions prompt the child to 

consider the others, broadening his/her social perspective-taking ability and diminishing 

his/her egocentrism. The result is the greater capacity for social exchange. Vygotsky 

maintains that contact with peers, especially those who are more skilled in a given 

domain, stretch the child’s intellectual and social capacities. As a result of experiences 

with peers, the child internalizes new modes of thinking and social interaction and then 

produces them independently (Bukatko & Daehler, 1995). 

 

The number of studies examining peer relations in childhood and adolescence has 

skyrocketed in the last few decade, due in part to recognition of prevalence of peer 

experiences in children’s lives and the undoubted power of peers as socialization agents. 

Researchers have specially focused on changes in peer relation with age, the dynamics of 

peer groups, and the factors that are related to social competence with peers. Because 

humans are “social” beings, it is not surprising that childhood experiences in social 

groups play such a large part in making what is and what will (Bukatko & Daehler, 

1995). 

 

Relationships with peers also contribute to the child’s developing sense of self. Peers 

provide the child with direct feedback (verbal and sometimes nonverbal) about how well 
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he/she is doing in the academic, social, and emotional realms, information that can 

significantly influence the child’s self–esteem. Peers also provide a natural comparison 

against which the child can gauge his own accomplishments. “Am I really a good 

athlete?” “How am I doing as a student?” A child can answer questions like these by 

comparing his own abilities to those of his peers (Bukatko & Daehler, 1995). 

 

The way in which children relate to their peers undergoes significant developmental 

changes. At first, peers are simply interesting (or, at times, annoying) companions in 

play, but eventually they assume a larger and more crucial part in the child’s social and 

emotional life. Children’s peer networks start out small. But as children enter day care 

and school, and as their cognitive, language, and social skills develop, their peer network 

expands in size, and their relationships with a subset of those peers grow in intensity. 

 

Peer groups are formulated on the basis of children’s shared interests, backgrounds, or 

activities. Children associate with other members of their classroom, their soccer team, or 

other members of the school. Other variables, like socioeconomic status or ethnic and 

racial group membership, can also be a factor. Youngsters often join with others of 

similar social class or ethnic/racial background (Bukatko & Daehler, 1995). 

 

One of the most widely accepted beliefs about peer groups is that they control the 

behavior of children, sometimes more than parents and other adults. In fact, peer pressure 

is a very real phenomenon. The children feel pressure from peers to excel and to 

complete their educational tasks. 
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2.17.1  Peers as Agents of Socialization 

Like parents, teachers, and the media, peers are the child’s source of information about 

the “do’s and dont’s” of the social world. Because children have such extensive social 

relations with their peers, there are few better sources of feedback on acceptable and 

unacceptable behaviours. Peers socialize their age mates in two main ways—as models 

and as reinforcers. In their behaviours, peers also reflect the values of the larger society 

(Bukatko & Daehler, 1995). 

 

2.17.2  Peers as Models   

According to social learning theory, the greater the similarity between a model and 

observer, the more likely it is that the observer will imitate the model’s behaviour. Peers, 

therefore, are prime candidates for prompting imitation in children. Although peer 

imitation declines by middle childhood, it occurs quite frequently in the early years. 

 

A powerful variable influencing imitation is the model’s competence as perceived by the 

observer child, especially when new skills or behaviours are involved. Children prefer 

older, friendly models who are similar to themselves in background and interest, 

especially in the realm of social behaviours. Children may imitate competent peer models 

because they see the behaviours selected by peers as more appropriate for themselves 

(Bukatko & Daehler, 1995).   
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2.17.3  Peers as Reinforcers 

Peers not only model certain behaviours, they also actively reinforce their friends’ 

behaviours. Peers communicate clear signals about the social behaviours they prefer and 

those they won’t tolerate, messages that may either maintain or inhibit the child’s 

behaviours. The frequency of other social behaviours such as aggression can be regulated 

by peer reactions. Thus, peers powerfully affect one another by means of their positive 

and negative reactions (Bukatko & Daehler, 1995). 

 

2.17.4  Peer Statuses  

Developementalists have pin- pointed five types of peer status: popular children, average 

children, neglected children, rejected children, and controversial children (Wentzel and 

Battle, 2001). Many children worry about whether or not they are popular. Popular 

children are frequently nominated as a best friend and are rarely disliked by their peers. 

Popular children give out reinforcement, listen carefully, maintain open lines of 

communication with peers, are happy, act like themselves, show enthusiasm and concern 

for others, and are self-confident without being conceited. Neglected children are 

infrequently nominated as a best friend but are not disliked by their peers. Rejected 

children are infrequently nominated as someone’s best friend and are often actively 

disliked by their peers. Controversial children are frequently nominated both as 

someone’s best friends and as being disliked (Santrock, 2006). 
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Rejected children have more serious adjustment problems than do neglected children. 

The most important factor in predicting whether rejected children would engage in 

delinquent behaviour or drop out of secondary school was aggression toward peers in 

elementary school. Aggression, impulsiveness, and disruptiveness characterize the 

majority of rejected children, although 10 to 20 percent of rejected are actually shy. Not 

all rejected children are aggressive (Sandstron and Zakriski, 2004). Although aggression 

and related characteristics of impulsiveness and disruptiveness underlie rejection about 

half the time, approximately 10 to 20 percent of rejected children are shy. 

 

2.17.5    Peers and the Development of the Self 

 

Peers may play an important role in helping a child develop a self-image and self-esteem, 

through serving as standards against which children evaluate themselves. Because there 

are few objective ways in which children can rate their own characteristics, values, and 

abilities, they turn to other people, particularly to peers. Through social comparison, they 

use others as a yardstick with which to measure themselves. Research has shown that in 

the early elementary school years, children display a marked increase in their use of 

social comparison, with the peer group as a means of self-evaluation (Harter, 1990, 1998; 

Ruble, 1987; Zarbatany, Hartmann, & Rankin, 1990). The child’s self-image and self-

acceptance are closely associated with how he is received by peers. 
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2.17.6    Peers as Guides and Instructors 

Peers provide opportunities for socializing and developing relationships and a sense of 

belongingness (Zabatany et al., 1990). These functions increase in importance as the 

child begins increasingly to spend more time with peers than family (Larson & Richards, 

1994). Peers also offer a context for instruction and learning (Zarbatany et al., 1990). 

This is evident in Western cultures, where children acquire skills in games and sports 

with peers or in a tutorial relationships in schools; it is even more dramatic in some other 

cultures, such as India and many countries of Africa,  where older siblings and peers care 

for and instruct young children (Whiting & Edwards, 1988). 

 

2.17.7   Play, Peers and Pathology 

Peer interactions provide a critical opportunity for children to acquire certain social 

competencies. They also play an important role in the child’s development of social 

competencies. They also play an important role in the child’s development of self-control 

and in his ability to work through or modify problem behavior (Berndt & Ladd, 1989; 

Rubin et al., 1998).  

Imaginativeness in play is associated not only with self-control, low impulsivity, and low 

aggression, but also with sharing, cooperativeness, independence, and social maturity 

(Rubin et al., 1983). In addition, children who show spontaneous imaginativeness in play 

are likely to show a broader range of emotions and more positive emotions than less 

imaginative children. They are more likely to smile, to be curious and interested in new 

experiences, and to express joy in play and in peer relations (Singer & Singer, 1980). 



 106

2.17.8    Peer Group Serving as Reference Group 

Every person wants to look good in the eyes of certain other people and does not care 

what impression he or she makes on still other groups for which there is no respect or 

interest. The groups to which he or she wants to be favourably known and seen are called 

reference groups. She sees herself through their eyes; she judges himself as they would 

judge him; she learns from them her attitudes and aspirations. 

Most people have several reference groups. Their family is generally the first and most 

important when they are quite young. Then come their friends, their teachers, their peers, 

their neighbours, and their fellow citizens. Their peer group is generally quiet important 

as they move into adolescence, reaching its greatest effectiveness as a reference group 

when they are fifteen to twenty years old. 

The peer group helps the adolescent become independent of adults especially of parents. 

It appears that the adolescent peer group acts as a kind of shock absorber in the relations 

between adolescents and adults. It defends youth from too stringent demands for 

scholarly behavior or for adult- like behavior, but it also presses youth to become more 

mature in their behavior. The peer group also reflects the social-status structure of the 

wider society. Social-class differences not only operate in the adult society but operate 

also in the society of children and adolescents. 

 

2.17.9   The Peer Group and the School 

The school is expected to help the child bridge the gap between the child’s world and the 

adult world. This is one sense, the expressed function of the school as a socializing 
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agency. Even though this is also a function of the family, the important difference 

between school and family in this respect is that the school deals with children and moves 

them along toward adulthood, not as individuals, but as groups. Consequently, the 

influence of the school on the individual child is always mediated in the setting of the 

peer group. It is from this point of view that school and the peer groups are inextricably 

bound together in their influences on the child. 

 

2.17.10 Parents as Peer Promoters 

Parents influence their children’s peer relationships in a variety of ways. First, they serve 

as partners with whom the child may acquire skills that help her to interact successfully 

with other children. In addition, the way parents are currently interacting with their 

children is related to the children’s social behavior with peers.  

A second way in which parents influence their children’s peer relationships is through 

their roles as coaches or educators (Bhavanagri & Parke, 1991; Lollis & Ross, 1992; Petti 

& Mize, 1993). They can give advice, support, and directions about the most helpful 

strategies their children can use in interactions with their peers.  

A third way in which parents influence their children’s peer relationship is through their 

role as providers of opportunities for peer interaction. Parents play an important role in 

promoting children’s peer relations, but children’s peer relations may influence parents as 

well. For example, the parents of a child’s playmates may become friends with the child’s 

parents, too. As in most domains of development, bidirectional influences are common. 
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2.18 IMPORTANCE OF PEER RELATIONSHIPS 

 

Students’ social development is affected not only by their parents and teachers but also 

by their peers---their friends and classmate. But classroom is very much a “social” place, 

a place where students interact regularly with one another. In fact, for many students, 

socializing with their friends is more important than accomplishing classroom 

assignments. Students in the early elementary grades view their age-mates primarily as a 

source of entertainment; thus, their relationships with peers are relatively superficial. 

When student reach the later elementary school years, friendships take on an element of 

trust; friends tend to believe that they can depend on one another. Adolescents develop 

increasingly more intimate friendships as they start to share their inner most dreams and 

secrets with one another (Ormrod, 1998). 

 

Peers become more influential as children grow and gain greater independence from 

home and family. Peer relationships provide at least three things important for a child’s 

development: 

 Emotional support 

 Information about acceptable behaviours and values 

 An arena for developing social skills 
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2.18.1   Emotional Support 

Students frequently turn to their peers for emotional support in times of trouble and 

confusion. At the secondary school level especially, peers also provide a sense of 

community for students—a sense that they “belong” to a group. Furthermore, close 

friendships foster self-esteem and helps student develop a better understanding of others. 

By sharing their thoughts and feelings with one another, students may discover that they 

are not as unique as they once thought (Ormrod, 1998). 

 

2.18.2   Information about Acceptable Behaviours and Values 

 

Most students want to be accepted by their class mates. They look to their friends for 

approval and alter their behaviours in order to fit in. Students’ peers tend to encourage 

some behaviours and discourage others. Fortunately, peer groups often encourage such 

desirable qualities as truthfulness, fairness, cooperation, and a sense of humor. But they 

may also encourage students to engage in gender-stereotypical behaviour. 

 

2.18.3    An Arena for Developing Social Skills 

 This equality provides a situation in which a child can begin to develop cooperative 

behaviours, a sense of reciprocity, and strategies for resolving conflicts. When student 

routinely offend or alienate others, their peers seldom give them the kind of constructive 

feedback that allows them to improve their behaviours on future occasions (Ormrod, 

1998).  
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2.19 PEER TUTORING 

Tutoring is basically a cognitive apprenticeship between an expert and a novice. Tutoring 

can take place between an adult and a child or between more-skilled child and a less-

skilled child. Individual tutoring is an effective strategy that benefits many students, 

especially those who are not doing well in a subject. It is frustrating to find that some 

students need more individual help than a teacher can give them. Class aide, volunteers, 

and mentors can help to reduce some of this frustration (Shamir and Tzuriel, 2004). 

 

In peer tutoring, one student teaches another. In cross-age peer tutoring, the peer is older. 

In same-age peer tutoring, the peer is classmate. Cross-age peer tutoring usually work 

better than same-age peer tutoring. An older peer is more likely to be skilled than a same 

age peer, and being tutored by a same-age classmate is more likely embarrass a student 

and lead to negative social comparison. Researchers have found that peer tutoring often 

benefits students’ achievement. In some instances, the tutoring benefits the tutor as well 

as the tutee, especially when the older tutor is a low-achieving student. Teaching 

something to someone else is one of the best ways to learn (Santrock, 2006). 

  

Academic concerns are the most common reason students are referred for special services 

in schools (Lloyd, Kauffman, Landrum, & Roe, 1991). This creates the necessity for 

schools to have secondary prevention services to address the needs of students who are 

struggling. One possible solution is the use of peer-mediated interventions. Peer-mediated 

interventions enable a student to conduct the intervention, leaving the teacher to 
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supervise rather participate in the intervention. There are many peer-mediated academic 

interventions available that can be successful in increasing students’ academic 

functioning. One of these interventions is:  

 

2.19.1 Cross-Age Tutoring 

Peer tutoring and cross-age tutoring offer many advantages over the traditional teacher-

centered model of education. Students can spend much more time actively engaged with 

the subject matter by working in pairs. They may find motivation to learn in helping 

others and gain a sense of responsibility for their learning. Various peer tutoring and 

cross-age tutoring schemes have shown to boost academic performance, improve self-

concept, and decrease the likelihood of dropping out. These methods have proven 

successful with students with learning disabilities and low academic achievement. 

Studies show that: 

 Level of engagement influences student motivation to achieve classroom goals. 

 Peer tutoring is an economically and educationally effective intervention for persons 

with disabilities that can benefit both the tutor and tutee, socially and educationally by 

motivating them to learn. 

 Peer tutoring interventions were more effective or showed greater gains for (a) students 

in grades -3; (b) urban settings; (c) low socioeconomic areas; (d) minority students; (e) 

school-wide prevention programs; and (f) when students control tutoring sessions. 
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2.20 TYPES OF PEER TUTORING 

It is important to note the differences between three types of tutoring. They are peer 

tutoring, cross-age tutoring, and parent/adult volunteer tutoring. Peer tutoring can be 

defined as a one-on-one teaching process in which the tutor is of the same general age, 

grade, or academic status as the tutee (Gaustad, 1992).When the tutor is an older student, 

cross-age tutoring is the appropriate term to use. (It is important to note that some 

publications make no distinctions between peer and cross-age tutoring. Instead, they use 

peer tutoring as an umbrella term encompassing both.) The third type of tutoring is 

parent/volunteer tutoring, where adults outside the school tutor students. Each type of 

tutoring has attributes specific to it. These include: 

 

 a. Peer Tutoring which 

 Avoids disruptions in schedules that other forms cannot avoid. It is contained within 

one class with one group of children. 

 Provides tutors and tutees with a similar language. They are closer in knowledge and 

status than are students and teachers. Generally both children feel freer to express their 

opinions and take risks. 

 Is cost effective 
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b. Cross-Age Tutoring Which 

 Takes advantage of the higher status inherent in the age difference, while still retaining 

many of the benefits of peer tutoring. 

 Can increase tutee’s self-esteem as a result of having an older, higher-status friend. 

 Prevents feelings of inferiority that children may experience if they are the tutee of a 

same-age peer. 

c. Parent/Volunteer Tutoring Which 

 Puts parents and other community members in touch with the school. 

 Creates advocates for the school and the tutoring process in general. 

 Reduces distractions—adult-student pairs generally do not get as  

distracted as student-student pairs, thus creating less of a need for teacher 

supervision. 

 

2.21 Approaches to Peer Tutoring 

Following are the approaches to peer tutoring, 

 

a. Cross-Age Tutoring 

Cross-Age Tutoring is a peer tutoring approach that joins students of different ages, with 

older students assuming the role of tutor and younger students assuming the role of tutee. 

Student pairings may include a variety of combinations such as elementary students with 
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high school students or older students with disabilities with younger students with 

disabilities. There are no stringent tutoring procedures established for Cross-Age 

Tutoring, however most tutors do engage in some type of training. These training 

sessions vary in range; some are scripted, others have few pre-set guidelines. Training 

sessions tend to include a discussion of goals, problem solving strategies (academically 

and behaviorally), and appropriate feedback and reinforcement strategies (Barbetta & 

Miller, 1999).Tutors become models of appropriate behavior, organizing work, asking 

questions, demonstrating self-management, encouraging social interaction, and 

facilitating better study habits . 

Cross-Age Tutoring actively engages both tutors and tutees with disabilities in their 

education and gives them a feeling of control over academic outcomes. Cross-Age 

Tutoring has been applied with students with varying disabilities. By involving students 

with disabilities in their education and giving them self-management tools, students can 

generalize motivation into other areas. Students can use their skills to participate in 

Individualized Education Plans (IEPs), thereby taking an active role in their future. 

Students can practice appropriate social skills while being academically engaged. 

b. Peer Assisted Learning Strategies (PALS) 
 
Unlike Cross-Age Tutoring, PALS is a structured peer tutoring program. PALS was 

developed in 1989 by Dr. Lynn Fuchs and Dr. Doug Fuchs (2001) in conjunction with Dr. 

Deborah Simmons. The strategies were derived from the Fuchs’ interest in developing a 

peer-mediated instructional strategy that incorporated elements of other research-based 
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methods including Class-Wide Peer Tutoring (CWPT), Classroom-Based Measurement 

(CBM), Cooperative Integrated Reading and Composition (CIRC), and Reciprocal 

Teaching. Developers used these methods to enable a wider range of students to 

participate and increase success in school. 

PALS offers specific programs in math and reading. Reading PALS is available for 

preschool through 6th grade and for 9th grade through 12th grade, with variations 

available for some grade levels. Math PALS is available for kindergarten through 6th 

grade. In both content areas, the PAL strategies are designed to complement and not 

replace existing classroom reading and math curricula and instructional methods. In this 

structured peer tutoring program students pair off into player and coach roles to 

promote an equitable exchange; students exchange roles of player and coach during 

tutoring sessions. 

The pairing of higher- and lower-achieving students is intended so students gain 

knowledge from each other through practice and reinforcement (students are still within 

the same skill level, there is not a huge discrepancy between ability levels).Teachers 

must carefully describe how the PALS strategies are done and how they relate to a 

particular lesson; they must closely monitor the roles taken on by each student, and 

interject when instruction is needed. PALS provides students with disabilities access to 

the general education curriculum and integrates them into the classroom without using a 

disproportionate amount of instructional resources. 
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PALS enables teachers to integrate more strategic instruction during tutoring sessions 

because teachers can meet the individual needs of students with peer tutoring. PALS 

utilizes the inherent ability differences of students in various skill levels within the 

classroom setting. “An important advantage is that various groups of children in the 

same classroom can operate on different levels. Teachers, in effect, can implement 

many ‘lessons’ simultaneously and can address the needs of many students with learning 

disabilities” (Fuchs, Fuchs, & Burish, 2000).PALS learning strategy not only 

strengthens students’ academic skills, it gives many students the opportunity to practice 

their social skills with peers in a natural setting (Fuchs & Fuchs, 2001; & Rivera, 

1996). Teachers can create and simultaneously implement different lessons to address a 

greater range of learning needs (Fuchs et al., 2000). 

 

c. Reciprocal Peer Tutoring (RPT) 

 
“Reciprocal Peer Tutoring is an intervention strategy combining self-management 

methods, group interdependent reward contingencies, and reciprocal peer teaching to  

promote academic and social competency” (Fantuzzo & Rohrbeck, 1992). RPT is a 

collaborative learning strategy in which students alternate between the role of tutor 

and tutee. Unlike the previous peer tutoring strategies discussed, RPT may involve 

more than a one-to-one relationship. Students alternate roles while in pairs or groups. 

RPT has a structured format where “students prompt, teach, monitor, evaluate and 

encourage each other” (Fantuzzo, King, & Heller, 1992,) Students are part of the 
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educational process and are able to prepare instructional materials and receive 

feedback from peers. The alternating structure is designed to utilize group reward and 

interdependence to maximize learning and motivation. Group rewards are earned as 

all individuals in a group make progress. Students can select their rewards and goals 

from a list of teacher-prepared choices. Furthermore, students are accountable for 

monitoring and evaluating peer performance (Fantuzzo, et al., 1992; Pigott, Fantuzzo, 

& Clement, 1986).The idea is to “increase student choice and participation in the 

management of their own group interdependent reward contingencies and reciprocal 

peer teaching methods” (Fantuzzo & Rohrbeck, 1992, p.3). 

 

RPT gives students the opportunity to make choices throughout the learning process. 

By making choices, students enhance their self-management skills, and enhance control 

over learning and cooperation with others (Fantuzzo, et al., 1995; Fantuzzo, & 

Rohrbeck, 1992). Reciprocal tutoring and rewards motivate students for their teams’ 

achievement. Rewards can be used as positive reinforcement to shape appropriate 

behaviors academically and socially within the classroom (Fantuzzo, et al., 1992).They 

can also motivate learners to participate and achieve in difficult content areas. 
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The above approaches can be summarized as tabulated on next page : 

Table:  2.21 Approaches to peer tutoring 

Approach: Cross-Age Tutoring PALS RPT 

Content Area 
Multiple content 
areas Math & Reading 

Multiple content
areas 

Number of Students 2 2 2 or more 

Role of Student Tutor or Tutee Tutor & Tutee Tutor & Tutee 

Type of Interaction Expert/Cooperative Cooperative/Competi
tive Cooperative 

Type of Reward Social ReinforcementSocial Reinforcement
& 
Earn Points 

Social Reinforcement
& 
Earn Points 

 

2.22 PIAGETIAN COGNITIVE CONFLICT PEER LEARNING 
 

Piaget's theories of collaborative learning stem from the theories of equilibration. In his 

learning model, there has to be reconciliation between prior and newly experienced be-

liefs. The new belief needs to be close enough to the existing belief that the learner can 

relate it to previous learning. Peer learning is productive so long as beliefs differ and 

tasks are structured to draw out the conflict between the existing/new belief (Foot & Howe, 

1998). This leads to the existing cognitive structure being displaced and a new structure 

taking its place. The role of peer interaction in this instance would be to instruct, tutor 

and lead learners towards internal cognitive development 
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2.23 SIMILARITIES AND DIFFERENCES BETWEEN PIAGETIAN 

AND VYGOTSKIAN PEER TUTORING 

Aspect Piagetian Vygotskian 
Organization Takes place with same age, 

cross ability children. 
Tutors get access to the 
`problem' they will work on 
with their tutee prior to the
lesson and are allowed prepa-
ration time. 

Takes place with same age, cross 
ability children. 
Tutors get access to the 
`problem' they will work on 
with their tutee at the same 
time as the tutee and there- 
fore, there is no prior prepa- 
ration time. 

Cognitive development Takes place for the tutor during
pre-interactive preparation. 
Takes place for the tutee as a
result of post-interactive 
reflections. 

Takes place for the tutor during the 
tutoring process. 
Takes place for both the tutor 
and the tutee as a result of 
Coconstruction during the interactive 
process. 

Expected elements of
discourse expected Questioning and disagreement. Giving of explanations and slicing 

together of ideas. 
Meta-cognitive 
developments Takes place for the tutor during

pre-interactive preparation. 
Takes place for the tutee as a 
result of post-interactive 
reflections. 

Takes place for the tutor during the 
tutoring process. 
Takes place for both the tutor 
and the tutee as a result of 
co construction during the interactive 
process. 

Affective development 

Takes place prior to interaction
as a result of being assigned to a
tutoring role. 
Takes place for the tutor during
pre-interactive preparation. 
Takes place for the tutee as a 
result of post interactive
reflections. 

Takes place prior to interaction as a 
result of being assigned to a tutoring 
role. 
Takes place for both the tutor and the 
tutee as a result of tutoring process. 

Characteristic elements of 
talk by pupils during peer 
tutoring 

Exemplifying 
Questioning 
Evaluating 
Disagreeing 

Exemplifying 
Splicing/co-constructing 
Hinting 
Leading 



 120

 

Influences on student learning in an academic environment can be numerous and 

contradictory. Determining the accuracy and relevance of information from teachers, 

friends, and classroom materials can be overwhelming. Which classroom features an 

individual student attends to depends, in part, on what that student values and prioritizes.  

The interactions among peers in the classroom are a normal and essential part of the 

learning process that influences the lifelong learning habits of students. The potential 

effects of peer relationships are reciprocal: Some students are more receptive than others. 

On one extreme, for example, is the student who values and seeks peer input on every 

decision; on the other is the social isolate who avoids interaction in and out of the 

classroom.  

2.24 INSTRUCTIONAL METHODS 

The educational literature is replete with examples of instructional methods that reflect 

constructivist principles. Some of the better-known methods are summarized in this 

section. Several commonalities are evident in these methods. One is that the teacher is not 

always the centre of instruction. Rather, environments are designed so that students have 

an active role in learning—mentally, physically, socially, and emotionally. 

Another common feature is diverse instructional formats--- small groups, activity centers, 

peer collaboration, reciprocal teaching, cooperative learning, scaffolding, and 

apprenticeships. Students are expected to take responsibility for their learning and 

contribute to the instruction and conversations. Differentiated classrooms structure means 
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that not all students may be working on the same task at the same time. In a class, some 

students might be in a small group, others at the media centre, and still others in a reading 

group with the teacher. 

 

A third common feature is that learning tasks involve real-world problems rather than the 

artificial ones found in textbooks. For examples, in a science class, students may be given 

the assignment of devising a plan to save energy in their community. In history, students 

could develop World War II scenarios if the Normandy invasion had been successful. 

Fourth, the environment should provide multiple representations of content. Assignments 

may require students to discuss material, read books, search the web, make graphs and 

charts, develop a PowerPoint© demonstration, and so forth. Such planning is difficult; it is 

much easier to design a lesson and present it to the class as a whole. In a constructivist 

environment, the teacher designs multiple activities for students to engage in and ensures 

that each student is exposed to different activities. 

Constructivism does not absolve the teacher of responsibility. In some ways, it places 

greater demands on the teacher. Even in situations in which students largely work on 

their own without direct teacher intervention (e.g., guided discovery), the teacher must 

ensure that students are properly prepared with the skills they will need and that 

necessary materials are available. 

The task facing teachers who attempt to implement constructivist principles can be 

challenging. Many teachers are unprepared to teach in a constructivist fashion (Elkind, 

2004), especially if their teacher preparation programs have not stressed constructivist 

teaching. There also are factors associated with schools and school systems that work 
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against constructivism (Windschitl, 2002). For example, school administration and 

teachers are held accountable for students’ scores on standardized tests. These tests 

typically emphasize lower-level, basic skills and downgrade the importance of deeper 

conceptual understanding. School cultures also may work against constructivism, 

especially if teachers have been teaching in the same fashion for many years and have 

standard curricula and lessons. Parents, too, may not be fully supportive of teachers using 

less direction in the classroom in favour of time for students to mentally explore concepts 

and construct their understandings. Despite these potential problems, however, this 

section suggests some ways that teachers can incorporate constructivist teaching into 

their regular instruction and especially for topics that lend themselves well to it (e.g., 

discussion issues where there is no clearly correct answer).  

2.24.1 Class Discussion 

 Class discussions are useful when the objective is to acquire greater conceptual 

understanding or multiple sides of a topic. The topic being discussed is one for which 

there is no clear right answer but rather involves complex or controversial issues. 

Students enter the discussion with some knowledge of the topic and are expected to gain 

understanding as a result of the discussion. 

Discussions lend themselves to various disciplines, such as history, literature, science, 

and economics. Regardless of the topic, it is critical that a class environment be created 

that is conducive to free discussion. Students will have to be given rules for the 

discussions (e.g., do not interrupt someone who is speaking, keep arguments to the topic 

under discussion, then he or she must support multiple viewpoints, encourage students to 

share, and remind students of the rules when they are violated. Teachers also can ask 
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students to elaborate on their opinions (e.g. do not personally attack other students. If the 

teacher is the facilitator of the discussion, then he or she must support multiple 

viewpoints, encourage students to share, and remind students of the rules when they are 

violated. Teachers also can ask students to elaborate on their opinions ( e.g., ‘ Tell us why 

you think that.’) 

When class size is large,  small—group discussions may be preferable to whole-class 

ones. Students reluctant to speak in a large group may feel less inhibited in a smaller one. 

Teachers can train students to be facilitator of small—group discussions. 

A variety of the discussion is the debate, in which students selectively argue sides of an 

issue. This requires preparation by the groups and, likely, some practice if they will be 

giving short presentations on their sides. Teachers enforce rules of the debate and ensure 

that all team members participate. A larger discussion with the class can follow, which 

allows for points to be reinforced or new points to be brought up. 

 

2.24.2 Peer Tutoring 

Peer tutoring occurs when a student who has learned a skill or concept teaches it to one 

who has not. Peer tutoring provides an alternative to traditional teaching. Peer tutoring 

captures many of the principles of constructive teaching. It ensures that students are 

active in the learning process. Both tutor and tutee freely participate. There is some 

evidence that peer tutoring can lead to greater achievement gains than traditional 

instruction (Fuchs, Fuchs, Mathes, & Simmons, 1997). The one-to-one context may 

encourage tutees to ask questions that they might be reluctant to ask in a large class. 

Peer tutoring also encourages cooperation among students and helps diversify the class 
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structure. A teacher might split the class into small groups and tutoring groups while 

continuing to work with a different group. The content of the tutoring is tailored to the 

specific needs of the tutee. 

Teachers likely will need to instruct peer tutors to ensure that they possess the requisite 

academic and tutoring skills. It also should be clear what the tutoring session is expected 

to accomplish. A specific goal is preferable to a general one--- thus, “Work with Mike to 

help him understand to regroup from the 10s column,” rather than “Work with Mike to 

help him get better in subtraction.” 

 

2.24.3 Cooperative Learning 

Cooperative learning is frequently used in classrooms (Salvin, 1994, 1995). 

Unfortunately, when it is not properly structured, the cooperative groups can lead to 

poorer learning compared with whole-class instruction. 

In cooperative learning, the objective is to develop, in students, the ability to work 

collaboratively with others. The task should be one that is too extensive for a single 

student to complete in a timely fashion. The task also should lend itself well to a group, 

such as by having components that can be completed by individual students who then 

merge their individual work into a final product. 

There are certain principles that when followed help cooperative groups to be successful. 

One is to form groups with students who are likely to work together well and who can 

develop and practice cooperative skills. This does not necessarily mean allowing students 

to choose groups, because they may select their friends and some students may be left 

without a group. It also does not necessarily mean heterogeneous grouping, where 
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different ability levels are represented. Although that strategy often is recommended, 

research shows that high-achieving peers do not always benefit from being grouped with 

lower achievers (Hogan & Tudge,1999), and the self-efficacy of lower achievers will not 

necessarily improve by watching higher achievers succeed (Schunk,1995). Whatever the 

means of grouping, teachers should ensure that each group can succeed with reasonable 

effort. 

Groups also need guidance on what they are to accomplish--- what is the expected 

product—as well as the expected mode of behavior. The task should be one that requires 

interdependence; no group member should be able to accomplish most of the entire task 

single-handedly. Ideally, the task also will allow for different approaches. For example, 

to address the topic of “Pirates in America,” a group of middle-school students might 

give a presentation, use posters, conduct a skit, and involve class members in a treasure 

hunt. 

Finally, it is important to ensure that each group member is accountable. If grades are 

given, it is necessary for group members to document what their overall contributions 

were to the group. A group in which only two of six members do most of the work but 

everyone receives an “A” is likely to breed resentment. 

Two well-known variations of cooperative learning are the jigsaw method and STAD 

(students-teams-achievement division). In the jigsaw method, teams work on material 

that is subdivided into parts. After each team studies the material, each team member 

takes responsibility for one part. The team members from each group meet to discuss 

their part, after which they return to their teams to help other team members learn more 

about their part (Salvin, 1994). This jigsaw method (and there are other variations) 
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combines many desirable features of cooperative learning, including group work, 

individual responsibility, and clear goals. 

STAD group study material after it has been presented by the teacher (Salvin, 1994). 

Group members practice and study together but are tested individually. Each member’s 

score contributes to the overall group score, but because scores are based on 

improvement, each group member is motivated to improve because individual 

improvements raise overall group score. Although STAD is a form of cooperative 

learning, it seems best suited for material with well-defined objectives or problems with 

clear answers – for example, mathematical computations and social studies facts. Given 

its emphasis on improvement, STAD will not work as well where conceptual 

understanding is involved because student gains may not occur quickly. 

 

2.25 REFLECTIVE TEACHING 

Reflective teaching is based on thoughtful decision making that takes into account 

knowledge about oneself. Although reflective teaching is not part of any constructivist 

perspective on learning, its premises are based on the assumptions of constructivism 

(Armstrong & Savage, 2002). 

2.25.1 Components. Reflective teaching stands in stark contrast to traditional 

conceptions of teaching in which a teacher prepares a lesson, presents it to a class, gives 

students assignments and feedback, and evaluates their learning. Reflective teaching 

assumes that teaching cannot be reduced to one method to apply to all students. Each 

teacher brings a unique set of personal experiences to teaching. How teacher interpret 
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situations will differ depending on their experiences and perceptions of the situation. 

Professional development requires that teachers reflect on their beliefs and theories about 

students, content, context, and learning and check the validity of these beliefs and 

theories against reality. 

Henderson (1996) lists four components of reflective teaching that involve decision 

making. Teaching decisions must be sensitive to the context. The context includes the 

school, content, students’ backgrounds, time of the year, educational expectations, and 

the like. Fluid planning means that instructional plans must be flexible and change as 

conditions warrant. When students do not understand a lesson, it makes little sense to 

teach it again it in the same way. Rather, the plan must be modified to aid students’ 

understanding. 

Henderson’s model puts emphasis on teacher’s personal knowledge. Teachers should be 

aware of why they do what they do and be keen observers of situations. They must reflect 

on and process a wide variety of information about situations. Teachers must have 

reasons for what they do. 

Finally, decisions are strengthened by professional growth opportunities. Teachers must 

have a strong knowledge base from which to draw to engage in flexible planning and 

tailor lessons to student and contextual differences. There is no substitute for strong 

professional development among teachers. 

Reflective teachers are characterized as active persons who seek solutions to problems 

rather than wait for others to tell them what to do. They persist until they find the best 

solution rather than settle for one that is less than satisfactory. They are ethical and put 

students’ needs above their own; they ask what is best for students rather than what is 
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best for them. Reflective teachers also thoughtfully consider evidence by mentally 

reviewing classroom events and revising their practices to better serve students’ needs 

(Armstrong & Savage, 2002). 

In summary, reflective teachers (Armstrong & Savage, 2002): 

 Use context considerations 

 Use personal knowledge 

 Use professional knowledge to make fluid plan 

 Commit to formal and informal professional growth opportunities. 

Assumptions of constructivism can be seen that underlies these points. Constructivism 

places heavy emphasis on the context of learning because learning is situated. People 

construct knowledge about themselves (e.g., their capabilities, interests, attitudes) and 

proceeds immutably once a lesson is designed. And finally, there is no “graduation” from 

teaching. Conditions always are changing, and teachers must say at the forefront in terms 

of content, psychological knowledge of learning and motivation, and student individual 

differences. 

 

2.26 MODELS OF INSTRUCTION  

Over the years, a large number of instructional models have been formulated.  These vary 

in precision, theoretical orientation, critical components.  Following discussion will 

elaborate how instructional principles link to learning. 

a. Learning Time 

Carroll (1963, 1965) formulated a model of school learning that places primary emphasis 
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on the instructional variable of time spent on learning.  Carroll assumed that learning task 

can be specified clearly and that reliable means exist for determining whether students 

have learned the tasks.   

The central premise is that students successfully learned to the extent that they spent the 

amount of time they need to learn.  Time means academically engaged time, or time 

spent paying attention and trying to learn.  This is a cognitive definition because it goes 

beyond a simple behavioural indicator of clock time.  Within this frame work, Carroll 

postulated factors that influence how much time learning requires and how much time is 

actually spent on learning.   

b. Time Needed for Learning 

One influence on this factor is aptitude for learning the task.  Learning aptitude depends 

on the amount of prior task-relevant learning and on personal characteristics such as 

ability and attitudes.  A second, related factor is ability to understand instruction.  This 

variable interacts with instructional method; some learners comprehend verbal instruction 

well, whereas others benefit more from visual presentation.   

c. Time Spent in Learning 

A lot of time for learning is one influence on this factor.  The school curriculum includes 

so much content that time allotted for a particular type of learning is less than optimal for 

some students.  When teachers present material to the entire class at once, some learners 

are more likely to experience difficulty grasping it and require additional instruction.  

When students are ability grouped, the amount of time devoted to different content varies 

depending on the ease with which students learn.   

A second influence is time the learner is willing to spend on learning.  Even when 
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learners are given ample time to learn, they may not spend that time working 

productively.  Whether due to low interest, high perceived task difficulty, or other factor, 

student may not be motivated to persist at a task for the amount of time they require to 

learn.   

2.26.1     Mastery Learning 

Carroll’s  model predicts that if students vary in aptitude for learning a subject and if all 

receive the same amount and type of instruction, their achievement will differ.  It the 

amount and type of instruction vary depending on individual differences  among learners, 

then each student has the potential to demonstrate mastery; the positive relation between 

aptitude and achievement will disappear because all students will demonstrate equal 

achievement regardless of aptitudes.   

These ideas form the basis of mastery learning (Anderson, 2003; Bloon, 1976; Bloon, 

Hastings, and Madaus, 1971).  Mastery learning incorporates Carroll’s ideas into a 

systematic instructional plan that includes defining mastery, planning for mastery, 

teaching for mastery, and grading for mastery (Block and Burns, 1977).  Mastery learning 

contains cognitive elements, although its formulation seems quite basic compared with 

many current cognitive theories.   

To define mastery, teachers prepare a set of objectives and a final exam.  Level of 

mastery is established (e.g., where A students typically performed under traditional 

instruction).  Teacher break the course into the learning units mapped against course 

objectives.  Students participating in mastery instruction often spend more time in 

learning compared with learners in traditional classes (Block and Burns, 1977).  Given 
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that time is premium in schools, much mastery work—especially remedial efforts—must 

be accomplished outside of regular school hours. 

An important premise of mastery learning is that individual differences in students’ 

learning decrease over time.  Anderson (1976) found that when remedial students gained 

experience with mastery instruction, they gradually required less extra time to attain 

mastery because there entry-level skills improved.  These results imply cumulative 

benefits of mastery learning.  There remains, however, the question how much practice is 

enough (Peladeau et al., 2003).  Too much repetitive practice might negatively affect 

motivation, which will not promote learning.   

2.26.2     Inquiry Teaching 

Unlike expository teaching that is direct in its instructional approach, inquiry teaching is 

a minimally guided method. Inquiry methods often are referred to by other names such as 

problem-based, experiential, and constructivist learning. Inquiry is a form of discovery 

learning, although it can be structured to have greater teacher direction. 

Several years ago, Collins (1977; Collins & Stevens, 983) formulated a theory of 

instruction based on the Socratic teaching method. The goals are to have students reason, 

derive general principles, and apply them to new situations. 

Appropriate learning outcomes include formulating and testing hypotheses, 

differentiating necessary from sufficient conditions, making predictions, and determining 

when making predictions requires more information. 

In implementing the model, the teacher repeatedly questions the student. Questions are 

guided by rules such as “Ask about a known case,’ “Pick a counter example for an 
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insufficient factor,’ “Pose a misleading question,’ and “ Question a prediction made 

without enough information” (Collins, 1977). Rule-generated questions help students 

formulate general principles and apply them to specific problems. 

Although this instructional approach was designed for one-to-one tutoring, with some 

modifications, it seems appropriate with small groups of students. One issue is that 

persons who serve as tutors require extensive training to pose appropriate questions in 

response to a student’s level of thinking. Also, good content-area knowledge is a 

prerequisite for problem-solving skills. Students who lack a decent understanding of 

basic knowledge are not likely to function well under an inquiry system designed to teach 

reasoning and application of principles. Other student characteristics (e.g., age, abilities) 

also may predict success under this model. 

2.26.3 Instruction with Worked Examples 

An instructional focus of many cognitive researchers is the role of worked examples. 

Worked examples typically present problem solutions in step-by-step fashion and often 

include accompanying diagrams. They portray an expert’s problem-solving model for 

learners to study before they begin to emulate it.  

There is, of course, nothing new about using worked examples in teaching. From a 

motivational perspective, worked examples may help instill self-efficacy in learners for 

succeeding when they believe they understand the model and can apply the strategy 

themselves (Schunk, 1991). Worked examples also figure prominently in theories of 

concept acquisition (Bruner et al., 1956). 

What is new is the link of worked examples to cognitive learning principles, especially 

for complex forms of learning, such as algebra, physics, and geometry (Atkinson et al., 
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200, 2003). Practice alone is less effective in promoting skills than is practice coupled 

with worked examples (Atkinson et al, 2000). 

From an instructional perspective, certain issues are critical. One is how to integrate the 

components of an example, such as diagram, text, aural information, and sub goals. A 

second issue concerns how examples should be sequenced during an instructional unit. 

Research supports the conclusions that two examples are superior to a single one, that 

varied examples are better than two of the same type, and that intermixing examples and 

practice is more effective than a lesson that presents examples followed by practice 

problems (Atkinson et al., 2000). 

There are several features that when incorporated with worked examples help learners 

create cognitive schemes to facilitate subsequent achievement. These instructional 

strategies are best employed during the early stages of skill learning. Through practice, 

these initial cognitive representations should evolve into the refined schemas that experts 

employ. 

2.26.4  Cognitive Load 

In the light of Information Processing theory, one can recall that the human information 

processing system only can handle so much processing at once, for example, if too many 

stimuli impinge simultaneously, observers will miss many of them because of their 

limited attentional capacity. The storage capacity of WM is limited. Because of 

information processing takes time and involves multiple cognitive processes, at any given 

time only a limited amount of information can be held in WM, transferred to LTM, 

rehearsed, and so forth.  

Cognitive load theory takes these information processing limitations into account in the 
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design of instruction (Sweller, Van Merrienboer, & Pass, 1998). Cognitive load, or the 

demands on the information processing system, can be of two types: intrinsic cognitive 

load, or the demands on the information processing system, can be of two types: intrinsic 

cognitive load and extrinsic cognitive load. Intrinsic cognitive load depends on the 

unalterable properties of the information to be learned and is eased only when learners 

acquire an effective cognitive schema to deal with the information. Extrinsic cognitive 

load is caused by the manner in which the material is presented or the activities required 

of the learner (Bruning et al., 2004). Teachers who give clear presentations help minimize 

extrinsic cognitive load, whereas those who explain these concepts poorly increase 

extrinsic load. 

A key idea of cognitive load theory is that instructional methods decrease extraneous 

cognitive load so that existing resources are devoted to learning (Van Merrienboer & 

Sweller, 2005). The use of scaffolding should be beneficial (Van Merrien Boer, 

Kirschner, & Kester, 2003). Initially, the scaffold helps learners acquire skills that they 

would be unlikely to acquire without the assistance. The scaffolding helps minimize the 

extrinsic load, so learners can focus their resources on the intrinsic demands of the 

learning. As learners develop a schema to work with the information, the scaffold 

assistance can be phased out. 

 

2.26.5     Peer-Assisted Learning 

Peer assisted learning has received increased attention in recent years because it links 

firmly with constructivism especially those models that stress social interaction. 

Vygotsky’s theory (1978, 1987) emphasizes the role of the social environment--- 
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including peers--- in the construction of understanding. In addition to the learning 

benefits, peer-assisted learning also can foster academic and social motivation for 

learning (Rohrbeck et al., 2003). Peers who stress academic learning convey its 

importance, which then can motivate others in the social environment. 

Peer-assisted learning has been shown to promote achievement. In their review of the 

literature, Rohrbeck et al. (2003) found that peer-assisted learning was most effective 

with younger (first through third graders), urban, low-income, and minority children. 

These are promising results, given the risk to academic achievement associated with 

urban, low income, and minority students. Rohrbeck et al., (2003) did not find significant 

differences due to content area (e.g., reading, mathematics). 

As with other instructional models, teaches need to consider the desired learning 

outcomes in determining whether peer-assisted learning should be used. Some types of 

lessons (e.g., those emphasizing inquiry skills) would seem to be ideally suited for this 

approach, especially if the development of social outcomes also in an objective.   

 

 
2.27 CURRENT PLACE OF PEDAGOGY  IN PAKISTAN 
 

Expository teaching is one of the best known and most commonly applied teaching in 

Pakistani education system. This method involves the transmission of information in a 

single direction from a source to learners. The source may take a variety of forms (books, 

television, persons), although it is commonly a teacher in a classroom. Learners are 

essentially passive receivers of information in this strategy. Common examples of 
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expository teaching are lectures, demonstrations, set reading and audio-visual 

presentations. 

Efficiency and effectiveness of resources are hallmarks of expository teaching. A single 

source, a lecturer, for example, could provide the necessary information to groups of 

several hundred/thousand students simultaneously. The space available and the level of 

technology would be the controlling factors.  

It is quite possible that the person delivering the lecture, giving the demonstration or 

providing the audio-visual presentation, is the most knowledgeable person available on 

that subject. In one- or two hour presentation, a student could acquire material that would 

take many hours of searching and reading in the library and hence this is very efficient 

for the learner as well for the curriculum provider. 

Finally, through the use of expository teaching, instructors may feel confident that they 

have covered the course. When they are in control of the dissemination of content, they 

know that at least in terms of information dissemination, the curriculum’s objective have 

been met and students have been exposed to the curriculum’s intent. The final 

effectiveness of the learning, of course, rests with the learner.  

However, expository teaching does have many limitations as well. These methods 

emphasize passive learning behavior on the part of students. Psychological studies 

suggest that passive learning methods may be relatively ineffective as the students may 

lack close association with the material to be learnt. Similarly, psychological experiments 

have also demonstrated that the retention rate of information from these sources, 

particularly lectures, tends to be low over periods of time. And where the information is 

presented poorly, expository teaching suffers greatly in terms of learning effectiveness. 
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Finally, students receive minimal immediate feedback and hence are not aware of the 

accuracy of their learning. Students who participate in forms of distance education have 

shown they prefer those forms of external study that provide opportunities for quicker 

feedback and interaction with teachers. Overall, expository teaching is very efficient in 

terms of the use of teaching resources and addressing the curriculum, but generally less 

effective in terms of student learning. 

 

 

2.28 RELATED RESEARCH 

There has been much research concerning the cognitive, social, and emotional benefits 

that children gain through joint problem solving. When working collaboratively with 

peers, children explore ideas, reflect and reorganize information, and take responsibility 

for their learning, all of which contribute to academic gains in knowledge relating to 

content as well as skills.  

Stephen Houghton and Alan Bain (1992) explored peer tutoring with ESL and below-

average readers. A multiple baseline research design across subjects (pairs) was used to 

examine the effectiveness of a peer tutoring reading intervention which involved the 

systematic use of delayed attention, prompting and praise. Eight, fourteen year old, below 

average readers were trained to tutor eight students of similar age for whom English was 

a Second Language (ESL). Continuous data collection indicated that peers were effective 

in their use of the tutoring behaviors while both peer tutors and ESL readers made 
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statistically significant gains in reading accuracy and comprehension over the course of 

the intervention. 

Krauss and Lisbeth (1995) investigated Vygotsky's concept of the zone of proximal 

development using peer social dialogue integrated with teacher support to develop 

children's reading, writing, and abstract thinking in story reflection and sense of audience.  

The students showed improvement in word recognition, in fluency, and in evaluating 

their own reading progress.  

Cesar (2002), examined interactions in math’s classes: a bridge between ideals and 

practices of inclusive schooling, the role of social interactions in knowledge appropriation 

and in the mobilization of competences. Data showed that peer interactions are an efficient 

way of promoting more positive attitudes towards mathematics, pupils' socialization, 

their socio-cognitive development and their academic achievement. The analysis of some 

peer interactions illustrated their contributions to the knowledge appropriation process as 

well as to pupils’ development. Collaborative work was also a powerful way of achieving 

the ideals of inclusive schooling. 

Johnson and Valerie (2002) explored peer tutoring and enhancement in the complexity of 

children's thinking. Children effectively assisted their peers in a variety of contexts, 

including elementary and middle school classrooms.  The purpose of this exploratory 

study was to determine if preschool-aged experts (with task experience) would 

spontaneously assist novices (without task experience) when working in pairs on 

constructing a house with blocks. Participants (3 to 5 years) included 28 pairs of children. 
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It was analyzed whether experts (N = 28) provided aid to novices and the forms of 

tutoring they provided. Experts tutored novices in a variety of ways without instruction to 

deliver assistance. Experts were more likely to provide nonverbal assistance than verbal 

assistance, with modeling how to combine blocks being most frequent. Verbal cues 

provided by experts differed; with the most frequent prompting novices to look at some 

part of the house. Verbal directives were most likely to be encouraging than 

discouraging. A variety of tutorial abilities were evident in preschoolers as young as 3 

years of age. These results underscored the importance of providing instructional 

environments that allow spontaneous tutoring to take place in preschool classrooms.  

 

Esteve (2005) conducted a study on reciprocal peer tutoring and treatment integrity of 

elementary school students. The purpose of this study was to use the well established 

procedures of reciprocal peer tutoring and class wide peer tutoring to develop an effective 

peer tutoring process that can be implemented with an absolute minimum of teacher 

involvement. Students were responsible for initiating the tutoring sessions, collecting 

data, evaluating their performances, and administering rewards. Students’ work was 

evaluated and monitored by the consultant rather than the teacher. The results 

demonstrated that the students implemented the reciprocal peer tutoring procedures with 

high accuracy and integrity. As a result, the students showed increases in their sight word 

acquisition.  
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Shannon (2005) examined the effects of peer tutoring and self-monitoring interventions on 

the oral reading performance of students. A multiple baseline across participants design 

was used to evaluate the effectiveness of the peer tutoring and self-monitoring 

interventions with four second grade students who were tutored by fourth grade students. 

Results indicated that the median number of words read correct per minute as measured 

by curriculum-based measurement reading probes increased from baseline to intervention 

phases for three of the four tutee participants. In addition, the median number of errors 

from baseline to intervention phases decreased for three of the four participants. 

However, data were highly variable for three of the four participants. In addition, the 

percentage of intervention data points that overlapped baseline data was higher than the 

percentage of non-overlapping data points. Consumer satisfaction was rated positively by 

tutee and teacher participants. All tutee participants rated peer tutoring as a fair 

intervention and agreed that this intervention would help them do better in school. In 

addition, teacher ratings indicated that peer tutoring was an acceptable and beneficial 

intervention for students. The teachers reported that they liked the procedures used in this 

intervention. Teacher ratings also indicated that these teachers would recommend this 

intervention to other teachers and would implement this intervention with other students. 

These teachers also strongly agreed that this intervention would be appropriate for a 

variety of students.  

Razzaq and Heffernan (2006) evaluated what level of tutor interaction is best? 

The study showed that scaffolding compared to hints on demand in an intelligent 

tutoring system could lead to higher averages on middle school mathematics post-test. 
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There were significant differences in performance by condition on individual items. 

For an item that proved to be difficult for all of the students on the pretest, an 

ANOVA showed that scaffolding helped significantly (p < 0.01). It was speculated 

that the scaffolding had a greater positive effect on learning for this item because it 

was much more difficult for the students than the other items. The results warranted a 

closer look at the link between the difficulty of an item and the effectiveness of 

scaffolding.  

Campbell, M. A. (2008) conducted a pilot study utilizing cross-age peer tutoring as a 

method of intervention for anxious adolescents. Anxiety disorders are the most common 

psychopathology experienced by young people, with up to 18% of adolescents 

developing an anxiety disorder. This study reported on a small pilot study using the 

“Worrybusters” program and a cross-age peer tutoring method to engage the anxious 

adolescents. These anxious secondary school students planned activities for teacher-

referred anxious primary school students for a term in the high school setting and then 

delivered those activities to the younger students weekly in the next term in the primary 

school. Although the secondary school students decreased their scores on anxiety self-

report measures, there were no significant differences for primary school students’ self-

reports. However, the primary school parent reports indicated a significant decrease in 

their child’s anxiety. 

 

Parkinson and Michael (2009) explore the effect of peer assisted learning support (PALS) 

on performance in mathematical supplemental instruction has a long history of effective 

use in third level education in the United States. However, there were few rigorously 
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controlled studies in which the potentially confounding effects of student aptitude and 

experience and of "volunteer effects" have been controlled. Prior to tutoring, the tutored 

and non-tutored groups were very evenly matched. However, after one semester of 

tutoring, there were substantial and significant differences between the tutored and non-

tutored students. The tutored students progressively increased their performance at in-

house tests in calculus compared to the untutored students, their examination marks in 

chemistry and calculus substantially improved (greater than 13%) and failure rates were 

cut dramatically. Student progression was substantially improved. 

Yi-Chia Cheng and Heng-Yu Ku (2009) investigated the effects of reciprocal peer 

tutoring on student achievement, motivation, and attitudes. Four sections of an 

educational technology course were randomly assigned to one RPT and one non-RPT 

group. Participants in the RPT group were then randomly assigned to groups to tutor and 

support each other while participants in the non-RPT group worked individually. The 

results suggested that the RPT and non-RPT groups did not differ on student achievement 

and motivation. Findings concerning student attitudes revealed that what students liked 

about RPT were helpful group members, opportunities to work in groups, feedback from 

groups, the comfort that RPT provided, and knowledge sharing. What students disliked 

about RPT were the unnecessary work and lack of interaction.  

It is clear from review of the research that designing and implementing successful peer 

and cross-age tutoring programs takes time and careful planning but peer learning has an 

important role to play in students’ learning because education is not just an activity that 

takes place in a group, but is a group activity. Peer tutoring offers many advantages over 
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the traditional teacher-centered models of education. Students can spend much more time 

actively engaged with the subject matter by working in pairs. They may find motivation 

to learn in helping others, and gain a sense of responsibility for their learning. Various 

peer tutoring and cross-age tutoring schemes have shown to boost academic performance, 

improve self-concept, and decrease the likelihood of dropping out. These methods have 

proven successful with students with learning disabilities and low academic achievement. 
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CHAPTER 3 

METHOD AND PROCEDURE  

 
The study aimed at looking into the effect of peer tutoring on student achievement in the 

subject of English at Secondary Level in the light of Vygotsky’s theory. This chapter 

deals with method and procedure used to carry out this experimental study.  

 

3.1 Population 

The population of the study consisted of 4086 girl students of class IX (Age range14-15 

years) studying English as a compulsory subject in the 12 Federal Secondary Girls 

Schools of Wah Cantt . These students belonged to different backgrounds and social 

setups, possessing different ability and motivation levels. Majority of the students’ 

parents were working in the Pakistan Ordinance Factories (POF)  on different posts. 

Some parents were working on permanent jobs getting reasonable pay and other living 

facilities while other parents were working on a contract job on contract basis with low 

pay and fewer facilities.   

3.2 Sample 

 One Federal Govt High School, namely, Federal Girls High School No 8, was randomly 

chosen from the above mentioned 12 Federal Girls High Schools. Three sections of 9th 

class (Sections B,D,E,) out of six sections (A,B,C,D,E,F) were randomly selected. The 

total strength of the six sections was 267 students. No section had more than 30 students. 
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A pre –test consisting of 34 items was administered to 90 students of these three sections 

and to the 30 students of 10th class. On the basis of pre- test results and with the 

willingness of the students to participate in the study, 30 students from 9th class sections 

B and E were assigned to the experimental group to be treated through peer tutoring.  

Section D of 30 girls students was assigned to control group. The sample size thus 

consisted of 60  girls’ students of 9th class, 30 assigned to the experimental and 30 to the 

control group. Thirty peer tutors were selected from 10th class on the basis of their 

pretest result and their willingness to serve as peer tutors. The sample procedure used in 

the study was 2-stage cluster sampling. 

3.3 Instrument of the Study 

As mentioned above, a self -prepared achievement test of 34 items was used as a pretest 

and a posttest . These items were prepared from the first three lessons of the English text 

book of 9th class. The reason for selecting these three lessons was that only 6 weeks had 

passed the new academic year and students of 9th class were reading lesson 5 of the 

English text book at that time. The  same test was  administered to the sample after the 

experiment in order to determine the effect of the peer tutoring intervention on student 

academic achievement. The test was planned by preparing the table of specifications as 

given on the next page : 
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Table : 3.1 Table of Specification  

Area Objectives  

Knowledge Comprehension Application Total 

Greatest 

Reformer 

(S.A.W) 

7 3 5 15 

Hazrat Khalid 

bin 

Waleed(R.A) 

3 2 5 10 

Evening 

(Poem) 

6 1 2 9 

Total  16 6 12 34 

 

The table was prepared after consultation with  English teachers of the 9th class and under 

the guidance of the research advisor. The test items were then written. Out of  34 items 

included in the test, 16 items tested  knowledge, 6 items tested comprehension and 12 

items tested application. The designed test was shown to the relevant English teachers 

who judged it to be valid achievement test for 9th class students of the school. 
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3.4 Reliability 

The reliability of the achievement test was determined through test –retest method. 

Twenty students  from 9th class (Section E) of the F.G. Model High School for boys, who 

were given the test and their scores were obtained .  After a duration of 15 days, the same 

test was re-administered to them. Reliability of the test was calculated, which  was found 

to be 0.72, that  indicates a satisfactory level of  test reliability for an achievement test. 

 

3.5 Design and Procedure 

One of the quasi-experimental designs known as “Pretest-Posttest Nonequivalent Groups 

Design” was used to test whether or not peer tutorials made a difference in students’ 

academic achievement in English. This design is schematically described as: 

 E O1 T O2 

 C O3 - O4     

In the above design, O1 is the first observation (pretesting) of experimental group before 

treatment. E represents the experimental group. O2 is the second observation (post 

testing) of experimental group after treatment by administering posttest. O3 is the first 

observation of the control group by administering pretest. C represents the control group 

exposed to the routine teaching. O4 is the second observation (post testing) of the control 

group. 

The above quasi-experimental design was selected because it was not possible for the 
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researcher to use true experimental design through random selection for experimental and 

control groups as this would have involved splitting intact classes, disturbing class 

schedule and the anticipated difficulty in assembling scattered subjects at one place. The 

cooperating school administration did not allow this.  

Pretest-Posttest nonequivalent groups design makes use of intact groups. A random 

assignments of students to experimental and control treatments is not applied in this 

design, the equivalence of the groups is not assured. However, treatment is assigned 

randomly to the groups. The internal validity of the experimental results therefore 

appears to be inferior to pretest-posttest control group design. In this design Analysis of 

Covariance is used to equate the groups if they are not equal on pretest performance. 

(Gay, 2000) 

3.6 Teaching Contents 

The experimenter selected the following three lessons out of the five lessons of the 

prescribed textbook in English already read by the students who participated in the study  

to be taught through peer tutoring and conventional teaching . 

1. Lesson 1 Prose ( Hazrat Muhammad S.A.W The Greattest Reformer) 

2. Lesson 2 Prose (Hazrat Khalid Bin Waleed  R.A) 

3. Lesson 3 (Evening)   
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3.7 Procedure of the Study 

The following procedure was used for conduction of the study: 

1. The study was conducted in the natural settings of the school. The study consisted 

of two groups: namely, the experimental group and the control group. 

 

2. Three sections of class IX ( B, D, E) out of six sections (A, B,C,D,E,F) were 

randomly selected.   

3. Pre -test was administered to the students of these sections before the conducting 

of the experiment in their respective classes. The students were given one hour to 

complete their test. The test consisted of 34 items having 50 marks, falling in the 

of knowledge level, comprehension level and application level objectives of the 

cognitive domain. 

4. Pretest was also administered to the 10th class students (Section A and B) who 

showed their willingness and also scored good marks in the test. 

 
5. The criterion for selecting 9th class students for the experimental group were 

pretest  scores falling between 25-35 marks out of maximum score of 50. This 

criterion was set as the students scoring within this range were moderate ability 

and achievement. On the basis of pre- test results and their willingness to 

participate in the study, 30 students out of 60 students from sections B and E  

scoring between 25 and 35 were assigned to the experimental group.  
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6. The remaining students of these two sections which could not be assigned to the 

experimental group were adjusted in the remaining sections that did not 

participate in the study. 

 

7. The section (D) of 9th class consisting of 30 students was assigned to control 

group. 

8.  For the purpose of arranging peer tutors, those students of 10th class were 

identified through the same pretest who scored above 40 marks out of maximum 

50 and who were  also interested  to become tutors in English.   

9.  After their selection, the selected peer tutors were given training for one week 

(one hour each day) on how to teach in the light of the Vygotsky’s concepts of 

ZPD and scaffolding. Training tutors effectively as desired by  the objectives of 

the study was crucial for the experiment. During the training, the students were 

told how to behave with their weak partners. They were taught how to help their 

peers in understanding the difficult words and ideas. Use of such material/ 

exercises  like flash cards, charts, making sentences, examples from real life, 

translating text in own mother tongue were taught to them. They  were taught how 

to engage in dialogue with their tutees that is qualitatively different from 

conventional classroom dialogue. Particular importance was attached to 

collaboratively improve the understanding of the student’s  by encouraging 

hinting, telling, showing, doing, splicing (interrupting students to insert correct 

information), explaining, and summarizing.  
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10. Then the pairs were formed, each 9th student of the experimental group was paired 

with a student of 10th class. Their class teachers helped to form pairs by deciding 

which tutee will be comfortable with which tutor. A meeting was arranged in 

school premises for the paired students to become aware of each other. The 

purpose of this  meeting was to ensure that students could remove their shyness 

with their pair before the actual peer interaction started. 

 

11. Initially, it was planned that tutoring session would be held after the school hours. 

But neither administration nor parents of the students agreed to it due to security 

hazards in Wah Cantt and transport problems. Therefore, keeping in view the 

feasibility, allocation of one period of 45 minutes was decided during school 

hours with the school authorities. The first period  was scheduled in the time table 

of the school was from 7:45a.m to 8:30a.m which was provided by the school 

which authorities for the tutoring purposes. During the tutorial session, the 

researcher remained present there to guide the peer tutors and to supervise the 

situation if some help was required. The control group comprising section ‘D’ of 

9th class was taught through conventional method in the first period. 

 

12. The duration of experiment was consisted of 4 weeks. The content to be taught 

was 2 prose lessons and 1 poem. Approximately 5 to 6 days were assigned to 

complete one topic in both the comparison groups. Daily planning for the 

teaching was described to the tutors in the training period. The tutors were asked 
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to keep the record of daily proceedings, how their pair’s response was, and in 

what areas they were weak and wanted to improve (reading, writing, 

pronunciation or recalling). At first, the tutors introduced the topic then read the 

decided paragraphs explaining meanings of the difficult words on the particular 

day. Then the tutees were asked to read that paragraph in same manner and 

wherever the tutee felt difficulty, the tutor was supposed to assist and scaffold her 

in her ZPD. The lessons plans were used to teach both groups are given in 

Appendix (A) and Appendix (B). 

13. The room allocated for the experimental group was the library as the strength of 

30 pairs of students was not possible to adjust in the actual classroom. But the 

control group was taught in their own class room. All other conditions were kept 

as constant as possible  such as: time of teaching, contents of teaching, and the 

classroom climate except the method. 

14. After exposing the experimental group to the peer tutoring and the control group 

to the traditional teaching, the posttest was administered to both groups to 

measure the effect of peer tutoring and routine teaching. 

 

15. It is undeniable that personal values, experiences, and biases of researcher  

influence research. The researcher attempted to minimize the effects, that her 

presence might have caused in this study.  
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3.8 Data Analysis 

Data were scored and analyzed the obtained score were organized  by using the 

following statistical techniques: 

1. Pretest raw scores of experimental and control groups were arranged and 

classified into frequency distribution. 

2. Mean, Median and SD and Coefficient of variation were calculated to compare 

the groups on the pretest scores. 

 
 

3. To determine whether  mean  and SD scores of the groups on the pretest were 

equal or unequal, t-test was applied. 

 

4. Posttest scores of the Experimental and control groups were also arranged and 

classified into frequency distributions. 

5. Mean, median, SD, and coefficient of variation were calculated to compare the 

groups on the posttest scores. 

 

6. As the control group and the experimental group differed on their pretest scores, 

analysis of co-variance technique was applied  in order to equate them on pretest 

scores.To see the significance of difference between mean posttest achievement 

scores of control group and experimental group after adjusting their posttest 

scores  

7. The level of significance to test null hypotheses was.05. 
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CHAPTER 4 

ANALYSIS AND INTERPRETATION OF DATA 

 

This chapter deals the analysis and interpretation of data obtained during the 

experiment. The tabulated data are presented and interpreted below: 

 

4.1 Pretest (Administration and Interpretation) 

The pretest in the subject of English was administered to the 90 students of 9th 

class, consisting of three sections. On the basis of their pretest scores and willingness to 

participate in the study, the students were assigned into two nonequivalent groups named 

as the experimental and the control group. 
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Table 4.1: Frequency Distribution of pretest scores of the control group and  

 the experimental group  

 

 

 

 

 

 

 

 

 

 

 

 

Entries in table 4.1 above show that pretest scores of control group and experimental 

group are almost normally distributed because mean score and median score  of both 

groups is very close to each other. The difference between mean score of control group 

student and average experimental group student on pretest was 3.8 points in favour of the 

experimental group. Pretest scores of control and experimental group fell in the range of 

15 to 44 and 24 to 35 respectively. The pretest scores of both the groups’ members are 

given at appendices. The above scores are also shown in graphic form in figure 1 and 2 

on the following pages. 

 
Class Intervals 

Frequencies 
Control Group 

Frequencies 
Experimental 
group 

42-44 1 0 
39-41 1 0 
36-38 3 0 
33-35 2 7 
30-32 0 17 
27-29 6 3 
24-26 9 3 
21-23 3 0 
18-20 3 0 
15-17 2 0 
 
Total  

 
30 

 
30 

Mean Score 26.93 30.73 

Median Score 25.83 31.08 
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Fig 4.1: Frequency distribution of pretest scores of control group 
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Fig 4.2: Frequency distribution of pretest scores of experimental group 
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Table 4.2 : Comparison of the control and the experimental groups on pretest  

scores 

Group  N Mean Median SD Q1 Q3 

Control 30 26.93 25.83 7.05 23 29.25 

Experimental 30 

 

30.73 

 

31.08 2.39 

 

29.76 32.41 

 
 
 

Table 4.2 shows that mean pretest score of the experimental group was 3.8 points higher 

than that of  the control group. The median of the experimental group was 5.25 points 

higher than the control group. Middle 50 percent of the pretest scores of experimental 

group ranged from about 30 to32 points while that of control group from about 23 to 30 

points out of maximum scores of 50. The middle 68 percent of the experimental group 

scored from about 28 to 33 points and that of control group from about 20 to 34 points. 

Thus the experimental group was found to be superior in academic achievement than that 

of the control group. 

 

 

 

 



 159

 

 

Table  4.3: Comparison of mean, standard deviation scores and coefficients of 

variation of the control and experimental Groups on Pretest 

achievement Scores 

Group  N Mean SD V 

Control 30 26.93 7.05 26.17 

Experimental 30 

 

30.73 

 

2.39 

 

7.77 

 

Entries in Table 3 above show that mean  pretest score of the experimental group was 

higher than the control group by 3.8 points, while coefficient of variation of individual 

scores around the mean (V) was much higher in the control group. The experimental 

group was about 30 percent as variable as the control group. This means that the 

experimental group was not only better than control group on average pretest 

performance but contained less individual variation on the pretest performance than that 

of control group. 
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Ho 1: There is no significant difference between mean pretest scores of control 

group and experimental group. 

Table 4.4: Significance of difference between mean pretest scores of control 

group and experimental group 

          df = 58                                                                                         Table value at .05 = 2.00 

 

The actual difference of 3.8 points in the pretest performance of control group and 

experimental group was found to be significant because t-value of 2.81 is higher than the 

critical t value of 2.00. Hence the above null hypothesis was rejected and it was 

concluded that both the comparison groups were different in their pretest performance in 

the subject of English, the experimental group being on the average superior in their prior 

knowledge in the subject of English to the control group. 

 

 

 

 

Group N Mean SD SED 
 

t-value p 

Control 30 26.93 7.05  

1.35 

 

2.81 

 

<.05 
Experimental 30 

 

30.73 

 

2.39 
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 4.2             Posttest ( Administration and Interpretation) 

 

After group formation, the control group was taught through traditional teaching 

and experimental group was taught through peer tutoring based upon Vygotsky’s 

Concept of Zone of Proximal Development complemented by scaffolding technique. 

Both the groups were taught for 4 weeks. After the experiment was over, both groups 

were post tested. 

 

Table 4.5: Frequency Distribution of control group and experimental  

 group on posttest 

 

 

 

 

 

 

 

 

 

 

Entries in table 4.5 above show that posttest scores of control group and experimental 

group were almost normally distributed. The difference between average posttest score 

 
Class Intervals 

Control Group 
Frequencies 

Experimental 
group Frequencies 

42-44 0 1 
39-41 2 10 
36-38 3 12 
33-35 3 7 
30-32 3 0 
27-29 6 0 
24-26 4 0 
21-23 6 0 
18-20 3 0 
 
Total  

 
30 

 
30 

Mean Score 28.06 37.7 

Median Score 27.49 37.48 
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control group student and average experimental group student was about 10 points in 

favour of the experimental group. Posttest scores of control and experimental group fell 

in the range of 18 to 41 and 33 to 44 respectively. The posttest raw scores of both the 

groups are given at appendices.  The above distributions of scores are also shown in 

graphic form in figure 1 on the following pages. 

 

 
 

Fig 4.3: Frequency distribution of posttest scores of control group 
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Fig 4.4: Frequency distribution of  posttest scores of experimental group 
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Table 4.6: Comparison of the control and the experimental groups on posttest 

achievement scores 

 

Group  N Mean Median SD Q1 Q3 

Control 30 28.06 27.49 6.12 22.75 32.98 

Experimental 30 

 

37.7 37.48 2.45 35.62 39.55 

 

 

Table 4.6 shows that mean posttest scores of the experimental group was 9.64 point 

higher than that of the control group. The median of the experimental group was also 

9.99 point higher than the control group. Middle 50 percent of the posttest scores of 

experimental group ranged from about 36 to 40 points while that of control group from 

about  23 to 33 points. The middle 68 percent students of the experimental group scored 

from 35.25 to 40.15  points and those of control group from about 21.94 to 34.18 points. 

The experimental group appears to be much ahead of control group in posttest academic 

achievement.  
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Table 4.7: Comparison of mean and standard deviation scores of Control group 

and experimental group on posttest achievement scores 

 

 

 

 

 

 

Entries in Table 4.7 above show that mean  posttest score of the experimental group was 

higher than the control group by 9.64 points, while coefficient of variation of individual 

scores around the mean (V) was much higher in the control group. The experimental 

group was about 27 percent as variable as the control group. This means that the 

experimental group was not only better than control group on average posttest 

performance but contained less individual variation in the posttest performance than the 

control group. 

 

 

 

Group  N Mean SD V 

Control 30 28.06 6.12 21.81 

Experimental 30 

 

37.7 2.45 6.49 
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Ho 2: There is no significant difference between mean posttest scores of control 

group and experimental group. 

 

Table 4.8: Significance of difference between mean posttest achievement scores of 

control group and experimental group as tested through analysis of co variance. 

 

 

Source SS df MS F Sig. 

Corrected Model 2345.288a 2 1172.644 216.386 <.001 

Intercept 235.693 1 235.693 43.492 <.001 

Group 623.938 1 623.938 115.134 <.001 

Pretest 953.271 1 953.271 175.906 <.001 

Error 308.895 57 5.419   

Total 67533.000 60    

Corrected Total 2654.183 59    

a. R Squared =.884 (Adjusted R Squared = .880)  

 

As table 4.8 above indicates, the main effect of group membership (Control and 

Experimental) is highly significant (F (1,57) = 115.134; p<.001) indicating that the 

experimental group showed clear improvement in their academic in the subject of English 

achievement as a result of their exposure to peer tutoring, when their posttest scores were 

adjusted in the light of their unequal pretest performance.  
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CHAPTER 5 

 
SUMMARY, FINDINGS, CONCLUSIONS, 

DISCUSSION AND RECOMMENDATIONS 

This chapter deals with summary, findings, conclusions, discussion and recommendations 

of this experimental study. 

 

5.1 Summary  

 

The study was aimed at investigating the effect of peer tutoring in the light of Vygotsky’s 

theory on student achievement in the subject of English at secondary level. The present 

study was, therefore, conducted to explore the effectiveness of peer tutoring in 

comparison to conventional method of teaching English in Pakistan. 

 

The objectives of the study were to measure the achievement of the students in the 

subject of English before the experiment, to obtain the willingness of the students to 

participate in the experiment, to provide the experience of peer tutoring to the 

experimental group, to explore the difference in the achievement of students participating 

in peer tutorials and students who did not participate in peer tutoring but were taught as 

usual through conditional teaching. It was hypothesized that there would be no significant 

difference between mean achievement scores of the students taught through peer tutoring 

in the light of Vygotsky’s concept of ZPD and those taught through traditional teaching. 
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The population of the study  consisted of the 4086 students of class IX studying English 

as a subject in the Federal Secondary  Girls Schools of Wah Cantt. One school of Girls 

from 12 Federal Girls secondary schools was randomly selected to conduct the 

experiment.  There were six sections of 9th class in the school out of which three sections 

were used to conduct the study.   The design of the study was “Pretest-Posttest 

Nonequivalent Groups Design”.  

   

90 students from three randomly chosen sections were pretested through a self developed 

achievement test. On the basis of pre- test results and with the willingness of the students, 

30 students from two sections B and E were assigned to the experimental group to be 

treated through peer tutoring. The remaining students were adjusted in the rest of three 

sections which were not included in the experimental group or control group of the study. 

One section (D) was assigned to control group. Thirty peer tutors were selected from 10th 

class on the basis of the pretest result and their willingness was also obtained to 

participate in the study. 30 students of experimental group were paired with the 30 

students of the 10th class. Mutual consent of the pairs to work together was also obtained. 

The senior member of the pair had higher pretest scores than junior member of the pair. 

The duration of the study was six weeks. To determine the significance of the tutoring 

intervention and to compare pre- and post-test performance, descriptive statistics of 

mean, median, SD, coefficient of variation, t-test and ANCOVA were used. The level of 

significance to test the hypotheses was preset as .05. 
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5.2 Findings 

 

Following were the findings of the study: 

 

1. The frequency distribution of pretest scores of control group and experimental 

group tended to be approximately normal. (table 1 ) 

 

2.  The difference between average control group student score and average 

experimental group student score on pretest was 3.8 points in favour of the 

experimental group. Pretest scores of control and experimental group fell in the 

range of 15 to 44 and 24 to 35 respectively out of the maximum score of 50. The 

median of the experimental group was 5.25 point higher than the control group. 

Middle 50 percent students of the experimental group pretest scores ranged 

between 30 to 32 points while that of control group from about 23-30 points. The 

middle 68 percent students of the experimental group scored from about 28 to 33 

points and that of control group from about 20 to 34 points. (table, 1,2 ) 

 

 
3. The mean pretest score of the experimental group was higher than the control 

group by 3.8 points, while coefficient variation of individual scores around the 

mean (V) was much higher in the control group. The experimental group was 

about thus 30 percent as variable as the control group. This means that the 

experimental group was not only better than control group on average pretest 
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performance but contained less individual variation in the pretest performance 

than control group. (table, 3) 

 
 

4. Calculated value of t indicates that difference between the mean pretest scores of 

the control group and experimental group was 2.81 which was significant even at 

.01 level and was in favour of experimental group. Therefore the null hypothesis 

No 1 was rejected. This means that the experimental group was well above the 

control group in its pretest performance (table, 4) 

 

5. The frequency distribution of posttest scores of control group and experimental 

group also tended to be approximately normal.  (table 5) 

 

6.  The difference between average control group student and average experimental 

group student on the posttest was about 10 points in favour of the experimental 

group. Posttest scores of control and experimental group fell in the range of 18 to 

41 and 33 to 44 respectively. The mean posttest scores of the experimental group 

was 9.64 point higher than that of the control group. The median of the 

experimental group was also 9.99 point higher than the control group. Middle 50 

percent students of experimental group ranged from 36 to 40 points while that of 

control group from about 23-33 points. The middle 68 percent of the 

experimental group scored from 35 to 40 points and those of control group from 

21.94 to 34.18 points. (table 5,6) 
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7. The mean posttest score of the experimental group was higher than the control 

group by 9.64 points, while coefficient of variation of individual scores around 

the mean (V) was much higher in the control group. The experimental group was 

about 27 percent as variable as the control group. This means that the 

experimental group was not only better than control group on average posttest 

performance but contained less individual variation in the posttest performance 

than control group. (table, 7) 

 

8. The main effect of group membership (Control or Experimental) was highly 

significant (F (1,57) = 115.134; P<.001) indicating that the experimental group 

showed clear superiority in their English achievement as a result of their 

exposure to peer tutoring, when their posttest scores were adjusted due to their 

unequal pretest performance. (table, 9) 

 

5.3 Conclusions 

Following conclusions were drawn from the above findings: 

 

1. The students taught through peer tutoring based on Vygotsky’s  concept of 

ZPD and Scaffolding did better than the students taught through 

conventional method of teaching English, when both the experimental 

group and control group were statistically equated on their academic 

achievement before the experiment. 



 172

 

2. Peer tutoring complemented by ZPD and scaffolded teaching appeared to 

be superior method than teaching through conventional method.  

 
 

3. Individual variations in student academic achievement were however 

found both in control and experimental groups but experimental group was 

homogeneous in their academic achievement after being taught English 

through peer tutoring. Therefore, on the whole the experimental group 

showed visible improvement in their academic achievement after the 

treatment of peer tutoring. 

 

5.4 Discussion 

The study sought to investigate the effects of peer tutoring in the light of 

Vygotsky’s theory on student achievement in the subject of English at secondary 

level. The present study was thus conducted to explore the effectiveness of peer 

tutoring in comparison to conventional method of teaching English in Pakistan. 

 

Both Piaget’s and Vygotsky’s theories are the contstructivist exploration of 

learning, emphasizing that children actively construct knowledge and 

understanding rather than being passive receptacles of information. The study was 

based primarily on Vygotsky’ theory which proposed that opportunities be given 

to the students to learn along with more competent peers who interact socially 
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with less competent peers by assisting them in learning tasks that are within their 

zone of proximal development. Vygotsky has given more importance to peers 

influence in cognitive development than Piaget. 

A number of studies have been conducted using peer tutoring, strategy to  

examine its effect on the learning and academic achievement of the students, such 

as Mehra & Mondal, (2005); Topping, (2003); Mastropieri, Scruggs, Spencer, & 

Fontana, (2003);  Gabriele & Montecinos, (2001); Matthews, (2001) which have 

found that peer tutoring helped in engaging students in their own learning process. 

Tinto (1997) found that in peer tutoring, both the peer-teacher and the peer-

student reap the benefits as more time is spent on the task. Shapiro and Levine 

(1999) are of the view that educational outcomes very much relate to the students 

achievement by interactions with their skilled fellows on a task. , Greenwood, 

Carta, and Hall (1988) concluded that  peer tutoring address different aspects of a 

student like performance, achievement and also discipline. A great wealth of 

research  supports that tutoring leads and enhances students’ self-esteem and 

confidence. Kalkowski ( 1995); Gaustad, (1992) viewed peer tutoring as a tool for 

promotion promotion of social skills. (Miller, et al, 1993; Kalkowshi, 1995). 

Additionally, peer tutoring provides emotional support and positive role models 

(Martino, 1993). The present study was limited to investigate the academic 

achievement effects of peer tutoring. The results of this study thus support the 

above mentioned research in respect of the effects of peer tutoring on the 

academic achievement of the students. 

The number of studies examining peer relations in childhood and adolescence has 
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skyrocketed in the last few decades, due in part to recognition of prevalence of peer 

experiences in children’s lives and the undoubted power of peers as a socialization agent. 

Researchers have specially focused on changes in peer relation with age, the dynamics of 

peer groups, and the factors that are related to social competence with peers. Because 

humans are “social” beings, it is not surprising that childhood experiences in social 

groups play such a large part in making the child what is and what he will (Bukatko & 

Daehler, 1995). 

Stephen Houghton and Alan Bain (1992) explored peer tutoring with ESL and below-

average readers. A multiple baseline research design across subjects (pairs) was used to 

examine the effectiveness of a peer tutoring reading intervention which involved the 

systematic use of delayed attention, prompting and praise. Data indicated peers were 

effective in their use of the tutoring behaviors while both peer tutors and ESL readers 

made statistically significant gains in reading accuracy and comprehension over the 

course of the intervention. 

Krauss and Lisbeth (1995) investigated Vygotsky's concept of the zone of proximal 

development using peer social dialogue integrated with teacher support to develop 

children's reading, writing, and abstract thinking in story reflection and sense of audience.  

The students showed improvement in word recognition, in fluency, and in evaluating 

their own reading progress.  

Cesar (2002), examined interactions in math’s classes: a bridge between ideals and 

practices of inclusive schooling, the role of social interactions in knowledge appropriation 
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and in the mobilization of competences. Data showed that peer interactions are an efficient 

way of promoting more positive attitudes towards mathematics, pupils' socialization, 

their socio-cognitive development and their academic achievement. The analysis of some 

peer interactions illustrated their contributions to the knowledge appropriation process as 

well as to pupils’ development. Collaborative work was also a powerful way of achieving 

the ideals of inclusive schooling. 

Johnson and Valerie (2002) explored peer tutoring and enhancement in the complexity of 

children's thinking. Children effectively assisted their peers in a variety of contexts, 

including elementary and middle school classrooms.  The purpose of this exploratory 

study was to determine if preschool-aged experts (with task experience) would 

spontaneously assist novices (without task experience) when working in pairs on 

constructing a house with blocks. A variety of tutorial abilities were evident in 

preschoolers as young as 3 years of age. These results underscored the importance of 

providing instructional environments that allow spontaneous tutoring to take place in 

preschool classrooms.  

 

Esteve (2005) conducted a study on reciprocal peer tutoring and treatment integrity of 

elementary school students. The purpose of this study was to use the well established 

procedures of reciprocal peer tutoring and class wide peer tutoring to develop an effective 

peer tutoring process that can be implemented with an absolute minimum of teacher 

involvement. Students were responsible for initiating the tutoring sessions, collecting 

data, evaluating their performances, and administering rewards. Students’ work was 



 176

evaluated and monitored by the consultant rather than the teacher. The results 

demonstrated that the students implemented the reciprocal peer tutoring procedures with 

high accuracy and integrity. As a result, the students showed increases in their sight word 

acquisition.  

 

Shannon (2005) examined the effects of peer tutoring and self-monitoring interventions on 

the oral reading performance of students. Results indicated that the median number of 

words read correct per minute as measured by curriculum-based measurement reading 

probes increased from baseline to intervention phases for three of the four tutee 

participants. In addition, the median number of errors from baseline to intervention 

phases decreased for three of the four participants. However, data were highly variable 

for three of the four participants.  

Razzaq and Heffernan (2006) evaluated what level of tutor interaction is best? 

The study showed that scaffolding compared to hints on demand in an intelligent 

tutoring system could lead to higher averages on middle school mathematics post-test. 

There were significant differences in performance by condition on individual items. 

For an item that proved to be difficult for all of the students on the pretest, an 

ANOVA showed that scaffolding helped significantly (p < 0.01). It was speculated 

that the scaffolding had a greater positive effect on learning for this item because it 

was much more difficult for the students than the other items. The results warranted a 

closer look at the link between the difficulty of an item and the effectiveness of 
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scaffolding.  

 

Parkinson and Michael (2009) explore the effect of peer assisted learning support (PALS) 

on performance in mathematical supplemental instruction has a long history of effective 

use in third level education in the United States. The tutored students progressively 

increased their performance at in-house tests in calculus compared to the untutored 

students, their examination marks in chemistry and calculus substantially improved 

(greater than 13%) and failure rates were cut dramatically. Student progression was 

substantially improved. 

Yi-Chia Cheng and Heng-Yu Ku (2009) investigated the effects of reciprocal peer 

tutoring on student achievement, motivation, and attitudes. The results suggested that the 

RPT and non-RPT groups did not differ on student achievement and motivation. Findings 

concerning student attitudes revealed that what students liked about RPT were helpful 

group members, opportunities to work in groups, feedback from groups, the comfort that 

RPT provided, and knowledge sharing. What students disliked about RPT were the 

unnecessary work and lack of interaction.  

 

 

On the whole, the study shows that in contrast to the conventional method of teaching, 

peer tutoring strategy was more useful in affecting the academic achievement of the 

students who used visible achievement gains. 
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Though the study obtained  the expected results, it remains a dream for researchers 

especially in social sciences to overcome the drawbacks of the study to make its  results 

reliable. 

 

Besides  efforts made by the researcher, some shortcomings need critical examination 

and analysis. The original idea to pursue the study was to conduct it after school timings. 

But the administration of the schools and parents of students, who were all girls, hesitated 

to permit conducting the tutorial sessions after schools hours due to security and 

transportation problems. The researcher had therefore to conduct it within school hours. 

This decision resulted in allocation only 45 minutes period for the experiment.  The study 

was assumed to prolong for at least 8 weeks. But only 4 weeks out of 6 weeks were 

available for instruction,  2 weeks were spent for pretesting and selection and training of 

the peer tutors and peer tutees as well as for the pairing of the experimental group. The 

administration of the school did not allow continuing for more than 4 weeks for they had 

to take the examination of the 9th class before the onset summer vacation. The results 

would have led more authentic result had the experiment been conducted for longer 

duration of the time, as originally planned.  

 

Another limitation of the study was that only student of average achievement were 

included in the tutees in experimental group. The reason was that the science students and 

majority of the students showing willingness to participate in the experiment were within 

the range of academic achievement. Those students who were really week in the subject 

of English were too shy to participate in the tutoring sessions. If weakest and shining  
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students were paired in the study, the results obtained may have been more reliable. 

Moreover, the sample of the study consisted of  students from a single girls school. If 

other schools might have been included in the sample the results could be conveniently  

generalized.  It was initially decided that one boy school would also be included in the 

sample to ensure that both genders were represented but as the researcher wanted to 

remain present during the experiment,  it was difficult to visit both schools at the same 

time. Though these drawbacks remained in the conduction and completion of the study, 

the results of this study may be  helpful for bringing changes in the traditional system of 

education in Pakistan that will open new horizons in the teaching techniques. 

 

Peer tutoring has shown to improve student achievement in a number of educational 

settings. In our transient society, families are constantly relocating to new school 

zones .Consequently, students grades are adversely affected by the inconsistent 

instruction provided for them. Home environments are changing and necessary 

support may be lacking. It is not anticipated that peer tutoring will solve all of the 

problems that exist in education within today’s society, however, it is an 

intervention that might prove effective in helping students and teachers. 
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5.5 Recommendations 

1. As the students taught through peer tutoring based on Vygotsky’s  concept 

of ZPD and Scaffolding did better than the students taught through 

conventional method of teaching English, the existing methodology  used 

in teaching English at the  secondary level may be reviewed to incorporate 

the new methodology (peer tutoring) based on the Vygotsky’s concept of 

ZPD and scaffolding to  complement  it.  

 

2. As peer tutoring complemented by ZPD and scaffolded teaching appeared 

to be a superior method than teaching through conventional method, 

teacher education institutions may provide training to the prospective 

English language teachers in the use of Vygotskian ZPD and scaffolding.  

They also be trained how to train their more teaching competent students 

to be tutor their weaker class fellows. 

 
 

3. In the existing system of education in Pakistan, a single teacher is 

considered responsible for teaching the whole class. With the help of peer 

tutoring, English language teachers can delegate and share their teaching 

responsibilities with the help of capable students of their class. In this way 

he/she can reduce the overburden of teaching tasks and get better results. 
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4. Peer tutoring as an individual method of teaching may be useful to 

complement routine methods with peer tutoring in the skill-oriented 

subjects. 

 

5. In Pakistan, a series of studies may be launched to determine the 

effectiveness of peer tutoring in other subjects and at other levels of 

education. These studies may be conducted with researcher as an integral 

part of the peer tutoring, in the capacity of observer, mentor and guide. 

 
6. As this study was delimited to the effects of peer tutoring on academic 

achievement in English, other studies may be conducted to examine  the 

effects of peer tutoring not only on academic achievement but also on the 

development of social skills, self-esteem, confidence and emotional 

development. 

 

7. Vygotskys theory addresses individual differences among learners because 

ZPD varies from student and from topic to topic. Therefore, use of Single 

Subject experimental designs would be more beneficial not only on ethical 

grounds, having no control group which is deprived of a useful 

intervention, but will have clinical therapeutic impact. Future researchers 

may use single weak students of different grades to tutor them in different 

subject areas in order to generalize the results to the population to 

overcome a major criticism against Single Subject experiments. 

 



 182

8. A wealth of research is needed to be conducted to explore such new 

strategies of teaching to help in building  system of education in Pakistan 

which is presently far behind as compared to other progressive countries 

that have acclaimed development by using versatile systems of education 

accommodating the needs of the students.  

9. As the present study was conducted on a small sample of girl students, 

more studies be conducted with big and diverse samples to obtained more 

reliable results in the field of teaching and learning.  

10. As this study was delimited to the study of effects of peer tutoring on 

academic achievement in English. Other studies be conducted on the 

effects of peer tutoring on development of social skills, self-esteem, 

confidence and emotional development. 
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Appendix (A) 

 
 

PRETEST AND POSTTEST 
For 9th class 

 
NAME------------------------ Father’s Name--------------------Class------------------- 
Subject------------------------Section---------------------Date---------------------------- 
 
Total Marks: 50      Time Allowed: 1 Hour 
 

(Section- A 15 Marks) 
 

Q 1:     Tick the correct answer:       10 
 

i. Hazrat Muhammad( S.A.W) was the greatest reformer of  
 

a) a city             b) a country                   c) the world 
0 

ii. Who was married to Hazrat Zainab(R.A) ? 
 

a) Hazrat Bilal (R.A) 
b) Hazrat Zaid Bin Haris (R.A) 
c) Hazrat Imam Hassan Basri (R.A) 
 

iii. The prisioners of the battle of Badar were asked to: 
 

            a) Do business     b) Construct buildings 
      c) Teach the children of Muslim     d) Grind the Grains 
 

iv. The Muslims acquired knowledge as an obligation: 
 

a) Social        b) Moral       c) Religious        d) Common 
 

v. Hazrat Khalid bin Waleed (R.A) promised to devote his life in the service of: 
 

a) Arabs     b)Islam     c) Savages d) Christians 
 
vi. As a Muslim, Hazrat Khalid bin Waleed (R.A) took part in more than: 

 
a)   15 battles      b) 20  battles            c) 25 battles                    d) 29 battles 
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vii. Hazrat Khalid bin Waleed (R.A) realized that Hazrat Muhammad(S.A.W) 

preached the religion of: 
 
a) Ethics         b) Morality        c) Humanity          d) Truthfulness 
 
 

 
viii. All the big oceans are made of  little: 
 

  a) Drops                  b) Sands         c) Particles                 d) Moleccules 
 
 

ix. Every history starts from: 
   a) Aword           b) Amoment               c) Adrop                 d) Asentence 

 
x. Sins lead to: 

 
      a) Happiness 
      b) Amusing 
      c) Stay 

            d) Stray 
 
 
Q 2: Match part of the sentences in column “A” with the relevant part of the          
sentences of column “B” to make a complete sentence    05 
 
 
Column A Column B 
A universal Law  is Love 
The Teachings  was a slave 
First Caliph was prevent hunting and killing of animals and 

birds 
God Hazrat Bilal (R.A) 
Hazrat Salman Farsi  Hazrat Abu Baker(R.A) 
 of Holy Prophet(S.A.W) inspires us 
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(Section- B 35 Marks) 
 
3.  Answer any five of the following questions:  
 Each part carries 3 marks.       10 
 

1. What was the result of Hazrat Muhammad (S.A.W) teachings on the people of 
Arabia? 

2. What conditions were imposed on the prisoners of the battle of Badar? 
3. What was the condition of women before the advent of Islam? 
4. What do you know about Hazrat Khalid bin Waleed(R.A). Write Five Sentences 

about him? 
5. When was Hazrat Khalid bin Waleed (R.A) succeeded? 
6. How did Hazrat Khalid bin Waleed die and what was his age? 

 
 

Q 4:  Read the following stanza carefully and answer the questions given in the  
            end:          06 
  

And the little moments, 
Humble though they be, 
Make the mighty ages 
of eternity 

Questions: 
I. Why the poetess is saying the little moments as humble? 

II. What does mighty ages mean? 
III. How little moments make the eternity? 

 
Q5:   Paraphrase any one of the following:     04 

 
a. For He Who rules the stars and sea, 
      Who makes the grass and trees to grow, 
      Will look on a poor child like me, 
       When on my knees I to Him bow. 

 
b. He holds all things in His right hand, 

  The rich, the poor, the great, the small; 
   When we sleep, or sit, or stand, 
   He is with us for the loves us all. 

 
 

Q6:  Punctuate and capitalize the following Para:    05 
 
 it were these reforms which brought an Islamic revolution in the life of the arabs 
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Q 7. Rearrange the following words to make meaningful sentences:  05 

 
1. he a famous belonged to family of warriors 

 
2. had learnt warfare he also other of skills 

 
3. in ways  various animals us serve 

 
4. promote to  took steps he literacy 

 
5. emphasized Islam the  of equality right 

 
 

Q8:  Use any five of the following word into your own sentences          05 
 
 Battle, Advice, Preach, Brave, Humble, Moment, Rule 
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Appendix (B) 
 
 

Specimen of the lesson plan for peer tutoring in the light of ZPD 
 
 

 
Title:  Hazrat Muhammmad (S.A.W) The Greatest Reformer 
 
Technique: Vygotsky’s Concept of Zone of Proximal Development 
 
Strategy:  Scaffolding (Peer Scaffolding) 
 
Time:   45min 
 

1. Assessing previous knowledge (05 min) 

2. Teaching new Lesson (15 min) 

3. Working on scaffolded problems (25 min) 

Goals of the Lesson 

  The students will learn the process of translating the paragraphs into Urdu. 

They will also learn to differentiate among verbs, adverbs, adjectives in the light of 

Vygotsky’s concept of Zone of Proximal Development, under peer scaffolding. 

 

Teaching Aids 

Text Book, Dictionary, Charts, Cards, Activities (Making sentences, finding alternate 

words, Pronunciation) 

Scaffolded Problem 

1. Translating text into Urdu 

2. Correct Pronunciation 
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3. Understanding Tenses 

 

Instructional Objectives 

After learning this lesson, the students will be able to translate and understand the 

meanings efficiently and independently. 

 

Introduction 

A. Actual level of development  

The students can work efficiently and independently on the following tasks: 

a) They can translate easy sentences 

b) They can read easy word in paragraphs 

c) They can differentiate verbs used in sentences 

B. Potential level of development 

After peer scaffolding, the students will be able to master process of translating 

English into Urdu efficiently and independently. 

 

Procedure  

The tutor will first read out first paragraph. The steps are as under: 

1. Reading of Paragraph 

2. Translating into Urdu 

3. Underlining the difficult words 

4. Meanings of the difficult words 
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5. Pronunciation of the difficult words 

6. Making sentences 

7. Charts will be used to repeat Word Meanings 

8. Activities 

 

Actual Lesson Presentation 

Previous Knowledge Testing 

The tutor will ask following questions to the tutees to test their actual level of 

development: 

1. Who is the last messenger of Allah (S.W.T) 

2. Why Allah (S.W.T) send his Prophets to the world? 

 

Teaching Lesson 

Hazrat Muhammad (S.A.W) The Greatest Reformer 

 

1. The tutor will read the paragraph first and will ask the students to underline 

the words which they feel difficult to understand: 

 

A reformer is the one who brings about reforms in a society. Hazrat Muhammad (S.A.W) 

was not only a preacher of religion but also the greatest reformer of the world. Without 

him the world would not have been improved. He (S.A.W) was sent to reform the whole 

of mankind. When he started preaching God’s message, the idol worshippers of Arabia 

became civilized people. 
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3. Then she will explain the difficult words’ meanings in mother tongue and 

similar meanings in English 

 

4. After explaining the paragraph, the tutor will ask the tutee to pronounce the 

difficult words. 

5. To make tutee more independent and efficient in his grip over the taught 

para, the tutor will ask them to make the sentences of two to three words  

Practice 

For a few minutes, the tutor will let the tutee  practice the paragraph. The tutor 

will remain present to guide and scaffold the tutee till she herself can practice 

independently and efficiently. 

Assessment 

The tutor will show flash card to the tutee on which an activity in form of using a 

few words into sentences will be given. The tutee will complete the activity and 

return it to the tutor to be assessed. The tutor will assess the tutee in her 

presence. If the tutor feels a need for further scaffolding, that will be provided to 

strengthen his knowledge. 

Home Work 

To give more practice to the students, the tutee will be given an activity to do at 

home related to the taught lesson. 
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Appendix (C) 

 
Specimen of the lesson plan for traditional method of teaching 

 
 

Subject : English 
 
Class :  9th 
 
Topic:  Hazrat Muhammmad (S.A.W) The Greatest Reformer 
 
Time:   45min 
 
 
 
Instructional Objectives 
 
 
After completing this lesson, the students will be able to: 
 

1. Translate the paragraph into Urdu 

2. Give meanings to difficult words 

3. Make sentences in their own words 

 

Teaching Aids 

Black board, Chalk, Duster, Textbook etc. 

 

Teaching Methodology 

Traditional method of telling, asking and explaining 
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Previous Knowledge Testing 

 

In order to test previous knowledge and to motivate the students toward the new lesson, 

following questions will be asked. 

1. Who is last prophet of Allah(S.W.T)? 

2. What was his purpose in the world? 

3. What is meant by reform? 

4. Who is a reformer? 

 

Announcement of the Topic 

After asking some introductory questions, the new topic will be announced in these 

words, “Dear students! You have already learnt about the personality of beloved Prophet 

(S.A.W), today we shall learn about Hazrat Muhammad (S.A.W) as the greatest 

reformer” .The topic will be written on the blackboard. 

 

Presentation  

 Presentation of the lesson will be based on the following steps: 

1. Model reading by the teacher 

2. Reading by the student 

 

Model reading by the teacher 

The teacher will read the paragraph before the class and will translate each sentence into 

Urdu. 
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A reformer is the one who brings about reforms in a society. Hazrat Muhammad (S.A.W) 

was not only a preacher of religion but also the greatest reformer of the world. Without 

him the world would not have been improved. He (S.A.W) was sent to reform the whole 

of mankind. When he started preaching God’s message, the idol worshippers of Arabia 

became civilized people. 

 

Black Board Summary 

After reading and translation of the paragraph, the teacher will write the difficult words 

with their meanings on the blackboard 

 

Words Meanings in 
English 

Meanings in Urdu 

Reformer A person who 
work for social 
change 

 

Preacher A person who 
speaks to people on 

morals 

 

Improved To make 
something better 

 

Civilized Advanceed level of 
human 
development 

 

 

 

Partial Recapitulation 

After the completion of first paragraph, the teacher will recapitulate the knowledge of the 

students by asking some questions as well as to alert them for next step of the 
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presentation. 

Reading by the student 

The teacher will ask any student to read the next paragraph to motivate the other students 

of the class to be the next one and to give the confidence to the students. The teacher will 

help the student too translate the paragraph and to tell the meanings of difficult words. 

 

Before the advent of Islam, there were very few people who could read and write. He 

advised the Muslims to get themselves educated and increase their knowledge. He made 

education compulsory not only for men but also for women. They set themselves to 

acquire knowledge as a religious obligation. He took steps to promote literacy and love of 

learning. In the battle of Badr, the Muslims caught some enemies as prisoners of war. 

Hazrat Muhammad (S.A.W) asked the educated non-Muslim prisoners to teach the 

children of the Muslims to read and write. On this condition they would get freedom. It 

shows his love for education and learning. 

 

Final Recapitulation 

At the end of the lesson, the teacher will ask few questions to summarize the whole 

lesson as well to test the students in the knowledge of their read lesson. 

 

Home Work 

The teacher will give some home task in shape of some exercise or any activity at 

home to give student practice in the lesson. 
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Appendix (D) 
 
 

Specimen of the lesson plan for peer tutoring in the light of ZPD 
 
 

 
Title:  Evening (Poem) 
 
Technique: Vygotsky’s Concept of Zone of Proximal Development 
 
Strategy:  Scaffolding (Peer Scaffolding) 
 
Time:   45min 
 

4. Assessing previous knowledge (05 min) 

5. Teaching new Lesson (15 min) 

6. Working on scaffolded problems (25 min) 

Goals of the Lesson 

  The students will learn the process of translating the stanza into Urdu with 

reference to the context. They will also learn to explain the different terms in the light of 

Vygotsky’s concept of Zone of Proximal Development, under peer scaffolding. 

 

Teaching Aids 

Text Book, Dictionary, Charts, Cards, Activities (Making sentences, finding alternate 

words, Pronunciation) 

Scaffolded Problem 

4. Explain text into Urdu 

5. Correct Pronunciation 
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6. Understanding Tenses 

 

Instructional Objectives 

After learning this poem, the students will be able to translate and understand the 

meanings efficiently and independently. 

 

Introduction 

C. Actual level of development  

The students can work efficiently and independently on the following tasks: 

a) They can translate easy verses  

b) They can read easy word in stanzas 

c) They can differentiate verbs used in sentences 

D. Potential level of development 

After peer scaffolding, the students will be able to master process of translating 

verses into Urdu efficiently and independently. 

 

Procedure  

The tutor will first read out first stanza. The steps are as under: 

9. Reading of stanza 

10. Translating into Urdu 

11. Underlining the difficult words 

12. Meanings of the difficult words 
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13. Pronunciation of the difficult words 

14. Making sentences 

15. Charts will be used to repeat Word Meanings 

16. Activities 

 

Actual Lesson Presentation 

Previous Knowledge Testing 

The tutor will ask following questions to the tutees to test their actual level of 

development: 

6. Do you like poetry? 

7. Which is your favourite poem? 

Teaching Lesson 

Evening (Poem) 

1. The tutor will read the Stanza first and will ask the students to underline the 

words which they feel difficult to understand: 

 

The day is past, the sun is set, 

And the white stars are in the sky, 

While the long grass with dew is wet, 

 And through the air the bats now fly. 

 

 

8. Then she will explain the reference to the context and difficult words’ 
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meanings in mother tongue and similar meanings in English 

 

9. After explaining the stanza, the tutor will ask the tutee to pronounce the 

difficult words. 

10. To make tutee more independent and efficient in his grip over the taught 

stanza, the tutor will ask them to make the sentences of two to three words  

Practice 

For a few minutes, the tutor will let the tutee practice the stanza. The tutor will 

remain present to guide and scaffold the tutee till she herself can practice 

independently and efficiently. 

Assessment 

The tutor will show flash card to the tutee on which an activity in form of 

explaining the verses. The tutee will complete the activity and return it to the 

tutor to be assessed. The tutor will assess the tutee in her presence. If the tutor 

feels a need for further scaffolding, that will be provided to strengthen his 

knowledge. 

Home Work 

To give more practice to the students, the tutee will be given an activity to do at 

home related to the taught poem. 
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Appendix (E) 

 
Specimen of the lesson plan for traditional method of teaching 

 
 

Subject : English 
 
Class :  9th 
 
Topic:  Evening (Poem) 
 
Time:   45min 
 
 
 
Instructional Objectives 
 
 
After completing this lesson, the students will be able to: 
 

4. Explain the stanza into Urdu 

5. Give meanings to difficult words 

6. Make sentences in their own words 

 

Teaching Aids 

Black board, Chalk, Duster, Textbook etc. 

 

Teaching Methodology 

Traditional method of asking and explaining 
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Previous Knowledge Testing 

 

In order to test previous knowledge and to motivate the students toward the new lesson, 

following questions will be asked. 

5. Do you like poetry? 

6. Who is your favourite poet? 

 

Announcement of the Topic 

After asking some introductory questions, the new topic will be announced in these 

words, “Dear students! today we shall learn the Poem Evening .The topic will be written 

on the blackboard. 

 

Presentation  

 Presentation of the lesson will be based on the following steps: 

3. Model reading by the teacher 

4. Reading by the student 

 

Model reading by the teacher 

The teacher will read the stanza before the class and will translate and explain each 

sentence into Urdu. 

The day is past, the sun is set, 

And the white stars are in the sky, 
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While the long grass with dew is wet, 

 And through the air the bats now fly. 

 

Black Board Summary 

After reading and translation of the stanza, the teacher will write the difficult words with 

their meanings on the blackboard 

 

Partial Recapitulation 

After the completion of first stanza, the teacher will recapitulate the knowledge of the 

students by asking some questions as well as to alert them for next step of the 

presentation. 

Reading by the student 

The teacher will ask any student to read the next stanza to motivate the other students of 

the class to be the next one and to give the confidence to the students. The teacher will 

help the student too translate the stanza and to tell the meanings of difficult words. 

 

The lambs have now lain down to sleep, 

 The birds have long since sought their nests 

The air is still, and dark, and deep 

 On the hill side the old wood rests 
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Final Recapitulation 

At the end of the lesson, the teacher will ask few questions to summarize the whole 

lesson as well to test the students in the knowledge of their read lesson. 

 

Home Work 

The teacher will give some home task in shape of some exercise or any activity at 

home to give student practice in the lesson. 
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Appendix ( F )  

Pretest and posttest scores of the experimental group 

Experimental Group 

Sr #   Names 

 

Scores Sr 

# 

  Names 

 

Scores 

Pretest 

(50) 

Posttest 

(50) 

Pretest 

(50) 

Posttest 

(50) 

1 Rabia Shahid 34 40 16 Aamna Zia 34 41 

2 Sobia Aleem 34 40 17 Asha Umer 33 37 

3 Mamoona 34 40 18 Rida 33 37 

4 Iqra 33 39 19 Aysha 32 34 

5 Sumbal 33 38 20 Saira 31 37 

6 Alishbah 32 44 21 Mahnoor 31 37 

7 Zainab 32 38 22 Zaira 30 37 

8 Sadaf Bibi 32 38 23 Arooj 30 39 

9 Tahira 31 37 24 Marwa 30 35 

10 Sehrish 30 36 25 Noorul ain 29 39 

11 Annum 30 41 26 Natasha 29 34 

12 Robina 30 36 27 Shamsa 28 34 

13 Fatima Asad 30 41 28 Kiran 26 35 

14 Rashida 30 35 29 Sboora 26 35 

15 Saira 30 39 30 Tahira 25 38 
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         Appendix ( G ) 

Pretest and posttest scores of control 

Control Group 

Sr #   Names 

 

Scores Sr 

# 

  Names 

 

Scores 

Pretest 

(50) 

Posttest 

(50) 

Pretest 

(50) 

Posttest 

(50) 

1 Nida Liaqat 44 40 16 Aneela Mjeed 25 22 

2 Parus Zubair 41 37 17 Shamsa 24 26 

3 MariaTabasum 38 39 18 Fatima Shahid 24 28 

4 Sania Batool 38 34 19 Hifza Jabeen 24 27 

5 Zahra Ali 36 37 20 Tanzila Javed 24 27 

6 Rabia Ameer 35 36 21 Rabia Altaf 24 23 

7 Huma Pervaiz 33 35 22 Farhana Wasiq 24 22 

8 Mdikha Buksh 29 32 23 Sabeen Malik 23 20 

9 

Muniba  

28 31 24 

Maria Bibi 

22 24 

10 Kanwal Aziz 27 33 25 Mahreen Khan 21 25 

11 Maria Mushtaq 27 30 26 Sumaira Rafiq 19 22 

12 Saira Gul 27 28 27 Samra Razzaq 17 19 

13 Rabia Aslam 27 29 28 Saima 20 23 

14 Saba Pervaiz 26 27 29 Saira 17 21 

15 Pervaiz  26 25 30 Fatima 18 20 
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          Appendix (H) 

        

 Scores of the 10th class students who participated as peer 

tutors  

Sr #   Names 
 

Scores Sr # Names 
 

Scores 

1 Imbasat Gul 46 16 Saba Naz 44 

2 Rida Saman 44 17 Sadia Saleem 44 

3 Farhana Javed 43 18 Saniza Munir 44 

4 Raheela 42 19 Sabeda Bibi 43 

5 Ramsha 42 20 Naseesa 42 

6 Fozia Bibi 42 21 Nagina 46 

7 Zianab 43 22 Gulshan 44 

8 Samia Khan 43 23 Rabia Kanwal 44 

9 Mamoona 44 9 Noorulain 42 

10 Bushra Badar 43 25 Aysha 44 

11 Sania Bibi 43 26 zahra 44 

12 Naveen 45 27 Mehreen 46 

13 Faiza Raheem 42 28 Saiqa 42 

14 Uzma Nasrullah 44 29 Arooj Gul 42 

15 Khadija 44 30 Aqsa Naz 42 
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          Appendix (I) 

List of the 30 pairs of peer tutors and tutees 

Sr #   Tutor Names 
 

Scores 
 (50)    

Sr # Tutee Names 
 

Scores 
   (50) 

1 Imbasat Gul 46 1 Rabia Shahid 34 

2 Rida Saman 44 2 Sobia Aleem 34 

3 Farhana Javed 43 3 Mamoona 34 

4 Raheela 42 4 Iqra 33 

5 Ramsha 42 5 Sumbal 33 

6 Fozia Bibi 42 6 Alishbah 32 

7 Zianab 43 7 Zainab 32 

8 Samia Khan 43 8 Sadaf Bibi 32 

9 Mamoona 44 9 Tahira 31 

10 Bushra Badar 43 10 Sehrish 30 

11 Sania Bibi 43 11 Annum 30 

12 Naveen 45 12 Robina 30 

13 Faiza Raheem 42 13 Fatima Asad 30 

14 Uzma Nasrullah 44 14 Rashida 30 

15 Khadija 44 15 Saira 30 
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Sr #   Tutor Names 
 

Scores 
 (50)    

Sr # Tutee Names 
 

Scores 
   (50) 

16 Saba Naz 44 16 Aamna Zia 34 

17 Sadia Saleem 44 17 Asha Umer 33 

18 Saniza Munir 44 18 Rida 33 

19 Sabeda Bibi 43 19 Aysha 32 

20 Naseesa 42 20 Saira 31 

21 Nagina 46 21 Mahnoor 31 

22 Gulshan 44 22 Zaira 30 

23 Rabia Kanwal 44 23 Arooj 30 

9 Noorulain 42 9 Marwa 30 

25 Aysha 44 25 Noorul ain 29 

26 zahra 44 26 Natasha 29 

27 Mehreen 46 27 Shamsa 28 

28 Saiqa 42 28 Kiran 26 

29 Arooj Gul 42 29 Sboora 26 

30 Aqsa Naz 42 30 Tahira 25 
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          Appendix (J) 

Test -retest scores of the Students for reliability testing of the instrument 

 

F.G Model High School Wah Cantt 

Sr #   Names 

 

Scores Sr 

# 

  Names 

 

Scores 

1st test  2nd test 1st test  2nd test 

1 Sameer 21 20 11 Aimal  15 15 

2 Suleman 22 20 12 Awais Raza 15 13 

3 Ali Hasan  17 20 13 Wasif Raja 19 21 

4 Raza 30 28 14 Waseem Ali 23 25 

5 Mohsin 32 29 15 Aamir Talib 15 16 

6 Noor Ali 20 23 16 Basit Bukhari 19 26 

7 Tahir Malik 17 20 17 Tufail Rizve 19 20 

8 Akram Habeeb 19 27 18 Ahsan Khan 17 16 

9 
Abaidullah 

25 25 19 
Faisal Rameez  

19 15 

10 Taha Mir  21 22 20 Aasif Naseer 17 14 
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