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Abstract
Evaluation skills are complex and require careful instructional design to teach effectively. In our
Master's program in Instructional Design and Performance Technology, students experienced
unnecessary difficulty in our evaluation course. To facilitate student success, we redesigned the
course using the first principles of instruction, a comprehensive, research-based approach to
creating quality teaching and learning. This article describes the obstacles in the initial evaluation
course and how we reduced their impact using the first principles of instruction in the course
redesign. We share results from the course redesign and make recommendations for applying
these principles to designing evaluation courses.
Keywords: evaluation, instructional evaluation, first principles of instruction,
instructional design, teaching, teaching evaluation, accelerated course, online course
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Designing an Accelerated Graduate Evaluation Course Using the First Principles of Instruction
Evaluation skills are complex. By this statement, we mean that the task of conducting an
evaluation requires proficiency in a variety of skills, including analysis of multiple data points,
consideration of context, communication and interpersonal skills, project management skills,
statistical competencies, and working with multiple stakeholders. This complexity manifests
itself in both teaching and learning evaluation.
Active Approaches to Teaching Evaluation
There are many strategies to teach evaluation. For example, Oliver, Casiraghi,
Henderson, Brooks, & Mulsow (2008) describe how cooperative learning, active learning, and
adult learning principles can be used in an integrated pedagogical strategy for teaching program
evaluation. Lee, Wallace, and Alkin (2007) describe how problem-based learning can be used to
train evaluators effectively, noting that real-world experiences in evaluation are powerful means
for teaching practical skills in evaluating. However, they acknowledge that “substantial resources
are often needed to provide students with anything close to a real-world evaluation experience”
(p. 544). Others advocate experiential learning wherein educators engage learners with direct
experiences that increase their skills and knowledge (Kelly & Kacynski, 2008).
Trevisan (2004) reviewed nearly 40 years of literature on practical training in evaluation.
Based on this review, he noted that several common practices emerged, including: the use of
simulations in the form of a scenario or case; role-play of dynamic aspects of evaluation; single
course projects in which students apply evaluation skills within a course; and, practicum
experiences in which students work with real-world clients and agencies, often in ongoing
funded projects. Trevisan (2004) also notes, however, that these approaches do have some
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inherent difficulties, including the need for faculty supervision of students, for resources for
these approaches, and for a serious grounding in sound pedagogy.
One commonality among these findings is the focus on active approaches to learning.
Indeed, Trevisan (2004), in his review of literature related to practical evaluation training
techniques, noted that “one of the most enduring recommendations in literature about the
teaching of evaluation is that students receive hands-on or practical experience during their
education” (p. 256).
At the root of each of these approaches appears to be real-world scenarios that require the
learner to solve real-world problems. This recommendation coincides with the general
prescription of using real-world tasks when teaching any complex skill (van Merrienboer, 1997).
Building instruction around everyday problems, or ones that the learner will face after the
instruction is complete is key to the design and delivery of effective instruction (Merrill, 2002,
2013; van Merrienboer, 1997). One of these approaches is first principles of instruction (Merrill,
2002).
First Principles of Instruction
One framework that focuses on developing instructional solutions in a problem-centered
way is the first principles of instruction (Merrill, 2002, 2013). Problem-centered instruction
portrays the entire task to be learned up front, identifies subtasks, and often uses worked
examples to teach learners (Merrill, 2002). On the other hand, problem-based learning focuses on
student exploration, discovery, and learning (Hmelo-Silver, 2004). Problem-based learning
requires students to decide for themselves what a problem entails, what it looks like, and how to
go about solving it. Each approach has its place; problem-based learning is more suitable for
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advanced learners, while problem-centered instruction is much more effective for novice learners
(Kirschner, Sweller, & Clark, 2006), such as those in a Master’s program with little evaluation
experience.
There are five principles featured in the first principles of instruction framework. These
are (1) the quality of being problem-centered, which means basing learning experiences on realworld problems or tasks; (2) activation, which includes having students recall or describe their
prior experience related to the content to be taught; (3) demonstration, which includes modeling
examples of the task to be performed; (4) application, which is the opportunity to practice the
whole task and receive feedback; and (5) integration, which includes reflecting on, discussing,
and planning to use what was learned. We explain and illustrate these principles in further detail
later on in this article.
These principles are somewhat distinct from other active learning approaches in that they
emphasize an arranged cycle of instructional phases, beginning with activation and proceeding
through integration, with all phases centered on the real-world problem to be solved (Merrill,
2002, 2013). In addition, this cycle is repeated with multiple real-world problems. Students are
exposed to at least one full example of the task being completed and are given the opportunity to
solve multiple problems of increasing difficulty (Merrill, 2002, 2013). The instruction is
designed to give learners a series of progressively difficult problems to solve until they have
mastered the whole task (Merrill, 2002, 2007); see Figure 1.
///Place Figure 1 around here.///
Evidence for First Principles of Instruction
There is evidence to support first principles of instruction as a framework for creating
quality learning events (Mendenhall, 2012; Merrill, 2006; Thomson, 2002). Frick (2009) found a
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strong correlation between students’ course satisfaction and success and the use of the first
principles of instruction in those courses. Students who studied microevolution using a problemcentered instruction were more confident in their ability to solve problems in the future (Author,
2011c). One researcher studied a group of award-winning instructors in higher education and
found that each instructor implements all of these principles in their courses (Author, 2011a). In
addition, these principles are supported by numerous instructional theories and models (Author,
2011b; Merrill, 2002, 2007; Author, 2008). Many authors have demonstrated the successful
application of these instructional design principles in a variety of settings (Author, 2009; Collis
& Margaryan, 2005; Fitzpatrick, Sanders, & Worthen, 2009; Mendenhall, Buhanan, Suhaka,
Mills, Gibson, & Merrill, 2006).
Instructional Design
Instructional design is the practice of creating instructional materials to help people learn
efficiently and effectively. It involves a systematic process of designing and delivering training
or instruction to help learners achieve desired learning outcomes (Morrison, Ross, & Kemp,
2004). This process typically includes “…the analysis, of learning and performance problems,
and the design, development, implementation, and evaluation of instructional… resources”
(Reiser & Dempsey, 2012, p. 5). Patrick (2000) describes training and instruction as the orderly
approach to helping people develop knowledge and expertise for optimal execution of tasks.
Why We Teach Evaluation in Instructional Design Programs
Evaluation is a key component used in instructional design (Dick, Carey, & Carey, 2009;
Gagne, Wager, Golas, & Keller, 2005). Evaluation is essential for judging the value of a course
or program. It can point to solutions for improving the performance of people, programs, and
organizations (Allen 2006; Dick et al., 2009; Guerra-Lopez, 2009; Morrison et al., 2004) and
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helps gauge the effectiveness of implemented designs. When stakeholders elect to create training
or develop instruction, they assume that doing so will lead to improved learning and
performance, whether on the job, in the field, or in the classroom. However, without effective
evaluation, designers and other stakeholders cannot know whether the learner and the
organization achieve the desired learning and performance. Students of instructional design must
therefore become skilled in the concepts, principles, and use of evaluation.
In the profession of instructional design, we use and make a distinction between
formative and summative evaluations (Dick et al., 2009). Formative evaluation usually occurs
before instruction is implemented and is used to provide feedback to instructional designers.
Summative evaluation is typically conducted after the instruction has been implemented.
Summative evaluation helps determine whether the learners have achieved instructional goals,
whether the training program met the needs of the learners, and whether the training program is
effective and efficient in terms of performance improvement and financial benefits (Allen 2006;
Dick et al., 2009; Guerra-Lopez, 2009; Morrison et al., 2004). We teach our students to use both
formative and summative evaluation in our Master’s program at Franklin University.
About the IDPT Master’s Program
All Instructional Design and Performance Technology (IDPT) courses are designed to
teach students not only theories and concepts, but also practical applications to real-life
situations. Professors who teach the courses earned their doctoral degrees in the field of
instructional design, training and development, or a related field and have years of industry
experience. IDPT students are typically working adults who seek to advance their careers with a
master’s degree in instructional design and performance improvement, and graduates typically
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obtain positions in training, instructional design, performance improvement, and other learning
and performance-related positions in multiple organization types.
The evaluation course introduces students to fundamental theories and models of
evaluation and provides students with practical guidelines for conducting evaluation. Students
explore evaluation models and theories, create different types of evaluation instruments at
different levels of evaluation, analyze and interpret data, and develop an evaluation report that
includes recommendations for performance improvement. The course consists of six weeks of
study, and students are required to spend approximately 20 hours per week on instructional
activities and assignments. For students to successfully understand these evaluation concepts, we
recognized a need to review the quality and effectiveness of this course.
The Need for Evaluation Course Revision
As the IDPT program has matured, we have scrutinized the quality of our courses to
determine where to focus our efforts in course revision and improvement. In reviewing the
program, the evaluation course appeared to have several issues that continued to emerge as the
course was offered. For example, the course received a high number of complaints from students
in the IDPT program, and student satisfaction rates appeared to be lower than most other courses
in the program. In addition, faculty teaching the course noted that students seemed to struggle in
applying key evaluation skills in the course. Because of these concerns, we determined that there
was a need to analyze and redesign the online graduate course.
Throughout the rest of this article, we outline the specific needs we identified for
redesigning the evaluation course. We also describe how we implemented the first principles of
instruction in the context of our evaluation course redesign and explain how we used these first
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principles of instruction to reduce or eliminate the obstacles students faced to learn effectively.
Finally, we summarize best practices for developing high-quality courses using first principles of
instruction to teach evaluation.
Method
Our Course Design Approach
At Franklin University, we employ a systematic approach in designing and developing
our courses. The first step in our approach is determining the knowledge and, especially, the
skills students must develop. We work in design teams with subject-matter experts to identify the
learning outcomes that students must achieve to show skill acquisition and, thus, successful
course completion. For course redesigns, we gather student performance and survey data, among
other types of data, to inform and shape course redesigns.
In line with the first principles of instruction, we base outcomes on real-world problems
or tasks that students need to be able to solve or accomplish related to employment. We then
design and develop instructional materials that facilitate student achievement of those outcomes.
Course Analysis and Design Issues
We analyzed student course evaluation comments, adjunct faculty feedback, student
course ratings, student course retention rates, student performance on major assignments in the
course, program evaluation results, and the design of the course, including instructional
strategies and materials. Based on this analysis, we identified the following design issues as
likely contributing to student struggles in the course: sequence of instruction, lack of examples,
inadequate practice opportunities, excessive, disparate course materials and assignments, and
mechanics issues
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An overall weakness we noticed in the evaluation course, and that is common in
university classes, is the sequence of instruction that we characterize as read-listen-assess. This is
where student are expected to complete assigned readings, listen to a lecture in class or online,
and then be tested without much or any experimentation of the content. Even though students
were given cases and writing assignments in our evaluation course, there was little planned
teaching from the instructor. Moreover, students were not given opportunities to practice and
apply the key skills of conducting an instructional evaluation. This weak instructional sequence
is highlighted in the specific instructional shortcomings, described below.
Lack of examples. Students did not have exposure to real-world, worked examples of the
evaluation task being performed. Because guidance and demonstration of real-world examples
are particularly important for novice learners (Kirschner, Sweller, & Clark, 2006), such as our
students who were receiving their first exposure to evaluation, we knew that this would be a
critical component of the course redesign.
Inadequate practice opportunities. Students did not have multiple opportunities to
practice and apply the key skills of conducting an instructional evaluation. Many of the
assignments were not based on relevant problems or tasks (Author, 2014; Merrill, 2002), but
were more focused on reading and summarizing knowledge in a more superficial manner.
No organizing structure. The course did not use an organizing structure or visual
(Author, 2014; Merrill, 2002) to assist in organizing the knowledge that was being taught and
learned.
Excessive, disparate course materials and assignments. Our analysis revealed that there
were too many reading requirements and assignments for students to accomplish each week.
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Additionally, some of the assignments failed to adequately focus on the introductory-level
evaluation course. For example, the data collection and analysis assignments given were difficult
to complete for evaluation novices. Accordingly, these course materials and assignments
appeared to confuse students and distract them from key learning activities.
Mechanics issues. There were some issues with the mechanics of the course. There was
very little opportunity for students to receive direct instruction and ask questions to their
instructor in the online course. The assignment names were long and complex, and the
assignment rubrics lacked the necessary detail for instructors and students to evaluate the quality
of their work.
Course Design Using First Principles of Instruction
In this section, we describe in detail our course redesign strategy using our own basic
model of evaluation and Merrill’s first principles of instruction as the framework to address the
course issues we identified above. We then describe how we addressed the remainder of the
course design requirements.
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Evaluation Model. We used a model of evaluation, called Kong’s evaluation model, as
the core framework for student learning in this course. To develop the Kong’s evaluation model
for this course, one of the authors integrated several well-known evaluation processes
(Fitzpatrick, Sanders, & Worthen, 2004; Guerra-Lopze, 2009; Hale, 2011) that are frequently
used by organizations and created a specific evaluation process for completing the project in
class. Kong’s evaluation process includes six phases: analyze, design, develop, gather data,
analyze and interpret, and report and recommend.
The first phase of the evaluation process is to conduct a needs analysis for evaluation, in
which evaluators identify specific evaluation needs, analyze evaluation context, and identify
evaluation purpose, questions, and criteria. In the design phase, an evaluation plan based on the
needs analysis is created, including an evaluation schedule, selection of an appropriate evaluation
model for their evaluation tasks, selection of appropriate data collection methods, and evaluation
instruments are designed. In the development phase, evaluators develop evaluation instruments to
answer evaluation questions and establish reliability and validity for the instruments. To gather
data, evaluators identify data gathering obstacles and strategies, administer evaluation
instruments, and collect evaluation data. To analyze evaluation data, evaluators organize,
summarize, and interpret quantitative and/or qualitative data. To report evaluation results,
evaluators develop a communicating and reporting plan and develop an evaluation report
providing recommendations for their stakeholders. This process served as the core structure of
the problems and case studies used in the course as well as the guiding visual structure used
within the courses to guide application.
///Place Figure 2 around here.///
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Along with this evaluation model, we used Merrill’s first principles of instruction as a
framework for the course, which, as previously stated, includes the following principles: the
quality of being problem-centered, activation, demonstration, application, and integration. We
will describe each principle in depth and how we applied each principle to the evaluation course.
Problem-centered. The fundamental tenant of the first principles of instruction is that all
instruction and learning activities center on a complete problem or task (Author, 2014; Merrill,
2002, 2013). The principle of being problem-centered holds that better learning occurs when
students are given problems to solve rather than information in the abstract or out of context
(Merrill, 2002, 2013). For example, in a physical education class teaching students how to play
volleyball, it wouldn’t make much sense to teach the independent skills of serving, bumping,
setting, blocking, or spiking the ball solely by lecturing or telling stories about volleyball.
Furthermore, it wouldn’t make sense to teach and have students practice these skills without any
contextual understanding of the overall game of play. While this seems obvious for physical
skills such as volleyball, it is just as important in teaching complex cognitive skills such as
evaluation. If students only receive explanations and stories of evaluation or practice components
of evaluation in isolation, they will have difficulty learning and integrating the skills into a
comprehensive whole for on-the-job performance.
Moreover, in problem-centered instruction, problems have two chief characteristics. First,
the problem must represent an entire task or skill to be learned along with associated sub-skills
(Merrill, 2002). Second, the problem must mirror the types of problems that the student will face
in a realistic context after the instruction has ended (Merrill, 2002). We emphasize that this
approach to teaching seems natural with certain topics and contexts, such as when motor skills
are taught. However, using a problem-centered approach is not always as natural or intuitive
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when teaching complex cognitive skills, such as evaluation. It seems commonplace to expect that
coverage of the content in higher education, through students’ reading, lecturing, and even just
discussing, will somehow lead to proficiency in the performance context, such as an internship or
job. While reading and lectures are important, they alone cannot provide students with the
context and skills that can be obtained through carefully crafted, realistic experiences.
Applying the Problem-centered Principle. We based this course on the whole task of
conducting an evaluation of instructional materials using the six phase Kong evaluation model
for instructional evaluation. We exposed students to multiple examples and case studies of this
model in a variety of settings. During the first four weeks of the course, we used four miniscenarios to provide focused practice on key steps of the evaluation process. We used three
whole problem case study scenarios that students might face soon after graduation and directed
students to complete most or all of these phases in each case study. In the first case study,
students observed a multimedia presentation of “Sally” applying the Kong evaluation model to
conduct an evaluation of sales professionals at a call center. In the second case study, students
applied the Kong evaluation model to conduct an evaluation of a corporate management training
on how to conduct structured interviews. In the final case study, students applied the Kong
evaluation model to evaluate the effectiveness of a workshop on international leadership in
higher education. Students applied multiple evaluation models that aligned with the phases of
this framework. Table 1 summarizes the use of these tasks and scenarios to demonstrate and
encourage application of the evaluation process. Below we highlight how we implemented the
remaining principles of problem-centered learning, beginning with the activation principle
(Author, 2014; Merrill, 2002).
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Activation. The principle of activation prescribes drawing on what learners already know
in order to give them a logical starting place for more knowledge and skills (Merrill, 2002). If the
learner has no prior knowledge of the subject, then the instruction should be designed to first
give learners a foundation before moving to the intended knowledge and skills (Merrill, 2002).
Activation of prior knowledge goes further than just recall of what students already know
(Merrill, 2002). Using the activation principle, the instruction should provide learners with a
suitable cognitive structure, such as a well-organized visual or an appropriate analogy upon
which the students can build the new knowledge the instruction is intended to help them develop
(Merrill, 2002, 2013). In our volleyball example, the instructor might use a simple analogy or
other imagery to help the students understand and remember how they should place their hands
and arms together when bumping the volleyball. The instructor could coach students to fold their
hands into “a hidden layered X” or say that the arms are brought together like two parallel logs.
This simple imagery would provide a cognitive structure using elements the students are already
familiar with and could help them remember how to form their hands and arms when needing to
bump the volleyball. And while this example analogy is simple, using an organizing structure
can be a powerful tool in helping students organize and later use the knowledge they acquire.
Applying the Activation Principle. As noted above, the first phase of instruction is
activation. Simple recall of what a learner already knows does typically not constitute the most
effective activation of prior knowledge (Merrill, 2002, 2013). We designed activation of prior
knowledge by using two main strategies: employment of an organizing structure (Merrill, 2002)
and directing students to recall and demonstrate prior learning (Merrill, 2002).
Organizing Structure. One method of activation is to provide an organizing structure of
knowledge and skills to be learned (Merrill, 2002), and this has been successfully applied when
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teaching an evaluation course (Darabi, 2002). We included an evaluation process as the
organizing structure for the activities to be learned in the course and performed as part of the
evaluation process (see Figure 2). As noted above, this process synthesizes several models of
evaluation to create a sequence of six general activities or phases for conducting an evaluation.
Students were oriented to this structure early in the course through a module of multimedia,
described later in the article.
Recall/Demonstrate Prior Knowledge. Early in the course, we included three quotes
about evaluation for the students to read and reflect on. Each student was directed to find two
more quotes about evaluation and explain how they have seen a principle from one of the quotes
in action. Or, if they have never seen such principles in action, how an instructional situation
they have experienced could have benefitted from one of the principles in their quotes.
In another early part of the course, each student was directed to share an evaluation
scenario from his or her own experiences without revealing the outcome right away. Next, peers
had to describe how they would have used evaluation in the given scenario. The student then
revealed how the organization in the scenario actually conducted the evaluation. In this way,
students were given an opportunity to (a) recall their experiences with evaluation and (b)
demonstrate current levels of evaluation understanding while engaging in peer-interaction.
It is worth noting that the first assignment combines the problem-centered and the
activation principles. Students use previous and new knowledge to develop the concept of
evaluation in instructional design to help them build their understanding of the whole process or
task of evaluation. We do this using a challenge and scenario that can be considered a real-world
task rather than simply having students build this knowledge in the abstract. For example, when
students began learning about how to design an evaluation, we activated their prior knowledge
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by having them describe an experience with training evaluation in their own organization. We
then directed the students to describe how they might address the scenario. Finally, the first
student describes how the evaluation was conducted by the example organization. In this
manner, the students begin considering their own experiences with evaluation design.
Demonstration. Demonstration means showing learners how to do what they need to be
able to do. Often, instruction only tells learners what to do. Yet, it is much more powerful to give
learners demonstrations of the skill being performed instead of only telling them about it
(Merrill, 2002, 2013). This entails both informational knowledge such as that obtained through
reading and lecture as well as “worked” examples of others demonstrating how the task is to be
performed. Demonstration should include the effective use of appropriate media (Merrill, 2002,
2013). Returning to the volleyball example, a good coach would not only verbally describe how
a student should form a grip to bump a volleyball, but the instructor would also show how the
action is done. Furthermore, the coach would continue to demonstrate by showing the students
how to use the grip and proper motion to actually bump the ball. Again, this seems obvious when
teaching a physical skill, but it can be a very powerful tool when teaching complex cognitive
skills, particularly to novice learners (Kirschner, Sweller, & Clark, 2006).
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Applying the Demonstration Principle. We demonstrated new knowledge to the learners
with the following resources and strategies. We adopted two new textbooks (Guerra-Lopez,
2009; Kirkpatrick & Kirkpatrick, 2007) that were more focused on the course learning outcomes
and that described various evaluation models and provided relevant examples thereof. These
texts provided clear descriptions of the evaluation models taught in the course. We provided
direct instruction in weekly online sessions on task components to be completed by students that
week. Finally, we also created a task-centered multimedia overview of the six phase evaluation
process.
Multimedia. For the initial run of the course, we created an interactive multimedia piece
that provided an overview of the evaluation process, including a high-level overview of a realworld example of the six general steps of the Kong evaluation process. We followed the first
principles of instruction when developing this media piece. To demonstrate each phase of
evaluation in the context of a whole task, we created a scenario that followed instructional
designer “Sally” through her experience applying each phase of the evaluation process to her
work at a company. In the first week of the class, students were directed to interact with a piece
of multimedia depicting an example of a performance professional applying the evaluation
process to evaluate a piece of instruction. The intent was to orient the learners to the process and
provide them with a contextualized example of the process in action (see Figure 3). Later in this
article, we’ll describe how we expanded the multimedia in the course to include six additional
pieces of multimedia, each providing more detailed instruction on each step in the Kong
evaluation model. This work enabled us to include a more detailed worked example for our
students to observe.
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///Place Figure 3 around here.///
Application. Application is the principle of directing learners to try out or practice what
has been demonstrated. Findings from cognitive science and neuroscience show the importance
of practice in learning (Dirksen, 2012; Doyle & Zakrajsek, 2013; Driscoll, 2005; Mager, 1997;
Stolovitch & Keeps, 2011). We intuitively see this in many teaching situations - children are told
to practice the piano, students practice drawing skills, and even college and professional athletes
practice their sports regularly. It is the same with our volleyball example – ample practice allows
the learner to refine his or her skill and receive feedback from the coach. But for some reason, as
with the principle of demonstration and the other principles in this framework, application or
practice is often omitted in teaching and training (Author, 2004; Margaryan, Bianco, &
Littlejohn, 2015; Merrill, 2002, 2013). A critical aspect of the application phase is the provision
of feedback on a learner’s performance. With proper feedback and student effort, a learner hones
a skill to proficiency. Giving feedback is common in higher education but typically only happens
after a project is completed, which doesn’t give the student the opportunity to learn and improve
their work.
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Applying the Application Principle. To provide multiple practice opportunities, students
completed a series of three case studies, which provided the scenarios for the course learning.
These cases were based on real-world experiences of the course designers and instructors and
provided students with a variety of simulated experiences in conducting evaluations. Based on
case description and data, students conducted or described how they would conduct each phase
in the process. Students were directed during key points to share their work with their peers and
provide feedback. A vital aspect of these cases was the repetitive nature of the applications,
which was intended to be formative in nature so that students could receive instructor feedback
and adjust their application in the subsequent case.
As part of these application assignments, we provided students with clear criteria for
successful implementation in the form of rubrics. These rubrics aligned closely with the realworld problem and with the organizing structure in the course and were designed to (a) guide the
student in the application of the assignments and to (b) guide the instructors in evaluating the
students’ effectiveness in completing each assignment.
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Integration. Integration is the principle of directing students to reflect on what they have
learned and determine how to incorporate that learning into daily or regular routines (Merrill,
2002, 2013). This principle also includes giving learners the chance to publicly share and defend
new knowledge and skills (Merrill, 2002, 2013). We often hear that the best way to learn
something is to teach it. Teaching is one example of publicly sharing what one has learned and
thus integrating the learning into one’s repertoire of knowledge and skill. In our volleyball
example, a student might discuss what they have learned, perform it in a game, or even strategize
how they will use certain techniques in future games.
Applying the Integration Principle. At the end of the evaluation course, students
conducted a significant reflection based on Thiagi’s reflection model (Hurt, 2014) to aid students
in processing what they have learned and integrating their new knowledge and skills into future
work. Table 2 summarizes the course design issues we identified and outlines how we used the
first principles of instruction to address those issues.

///Place Table 2 around here.///
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Course Pilot, Revision, and Multimedia Expansion. The redesigned course was first
piloted in the winter term of 2015. Initial feedback from course instructors was positive, and they
noted that the instructional strategy and assignment structures worked well for the students.
Student course evaluation ratings appeared to improve, and students reported informally that
they appreciated the multimedia piece. The course instructors in the pilot study noted issues with
the course materials, as well as areas of struggle for students, and the findings were sent to the
design team for additional course revision and improvement. Recommendations included (a) a
list of simple changes to course assignments for improved clarity, and (b) a need for more
detailed multimedia to provide further direct instruction on how to conduct the specific steps of a
learning evaluation.
To address the changes to the course assignments, the design team reviewed the list of
simple changes and implemented the changes to the course. To address the need for additional
multimedia, the design team developed a series of six additional pieces of media, each focusing
on one step of the process within the Kong evaluation model. These multimedia pieces expanded
on the overview of “Sally” conducting an evaluation of Jet Lightning Sales Training by
providing a more detailed explanation of each phase, as well as a detailed example of Sally
completing each of the specific steps. Students were also provided with worked examples based
on the multimedia piece to further demonstrate the artifacts instructional designer Sally
developed at each phase of the process; see Figures 4, 5, and 6 for visuals of the multimedia
piece.
///Place Figure 4 around here.///
///Place Figure 5 around here.///
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///Place Figure 6 around here.///

Recommendations
We found that over the last two years, the course has run much more smoothly and the
students within the course appear to have acquired the skills more quickly. Student satisfaction
with the course appears to have increased as well. Based on our experience, we recommend the
following key strategies for applying the first principles of instruction to online course design:
•

Focus all course activities on the outcomes of the course and on the whole task the
learners need to be able to perform in the real world.

•

Help students recall and share what they have previously learned or experienced
related to evaluation.

•

Include examples from a variety of contexts. Novice students need plenty of
examples to help them learn. Examples should be realistic and as complete as
possible, including worked examples showing the products created within the
example scenario.

•

Create multiple opportunities for practice with a variety of scenarios and contexts.
This could include e-learning formats. Also, plan for feedback to help students
understand and better apply their learning. Wherever possible, practice activities
should be within the context of the real world.
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Have students reflect on what they have learned, plan how they will use what they
have learned in their daily routines, and even share what they have learned with
others. We also recommend having students put their new skills to use in later classes,
such as a capstone course, whenever possible.

•

Continually refine and improve your course. Evaluate student performance data to see
where issues arise and to make improvements to the course.
Reflections and Conclusion

Course design takes place under significant constraints. We felt confident in the approach
we took for this course based on our context. Indeed, we have been pleased with the improved
evaluation course and student responses, especially in terms of learning. In looking back, we
agree that we would make some changes. Given more time and resources, we would likely have
refined and extended how we developed the multimedia example, including going into more
detail on how to accomplish each component of the process. In addition, we felt that the course
would be more effective in a longer course format, such as a 12-week or 15-week format. In
terms of the first principles of instruction, we would have included more demonstration using a
greater variety of examples. We would have used more a greater assortment of practice
opportunities. With this practice, we would also have included more targeted, actionable
feedback.
In our experience, teaching and learning evaluation are complex, particularly when
students experience only one evaluation course in their program of studies. However, we have
found that the careful use of sound research-based principles such as the first principles of
instruction can facilitate student learning and achievement of complex skills, such as evaluation,
in very positive ways, including in online environments.
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Figure 1. A cycle of multiple problems to be solved that are progressively difficult.
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Figure 2. The Kong evaluation model, including six major phases of evaluation. Note. This
graphic is inspired by Conception’s Brand Marketing image (Conception, n.d.).
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Figure 3. An image from the initial multimedia piece.
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Figure 4. An overview of the analyze phase in the analyze multimedia piece.
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Figure 5. More in-depth information and examples regarding the analyze step in the evaluation
process.
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Figure 6. An image how students accessed the case study media through the Learning
Management System.
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Table 1
Summary of the Whole Tasks and Scenarios Used to Teach Each Component of the Evaluation Process.
Scenario or Problem

Week 1

Week 2

Week 3

Week 4

Week 5

Week 6

Jet Lightning Sales Onboarding Training

Students have access to and are directed to review these multimedia pieces throughout the course. They provide

(Whole Problem Demonstration)

examples of all six major phases of the evaluation process.

Office Supply Limited (mini scenario)

2 Design
3 Develop

Searius University (mini scenario)

5 Analyze and
Interpret

Future Learning Group (mini scenario)

5 Analyze and
Interpret

Personal Application of Evaluation to

2 Design

Self (mini scenario)
Bell Evaluation Case (Whole Problem

1 Analyze

5 Analyze & Interpret

Application)

2 Design

6 Report &

3 Develop

Recommend

Westwood University Case (Whole

1 Analyze

Problem Application)

2 Design
3 Develop
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5 Analyze & Interpret
6 Report &
Recommend
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Table 2.
Summary of the Course Design Issues and Corresponding Design Requirements for the Course Revision.
Course Design Issues
Lack of examples

Course Redesign Approach (with Associated First Principle)
Provide real-world examples to demonstrate skills and show relevance
of new knowledge. (Problem-centered principle)

Inadequate practice

Create multiple practice opportunities through the use of mini-

opportunities

scenarios and whole task application. Alter assignments to include a
level of application. (Application principle)

No organizing structure

Create a graphic to reinforce each of the phases. Have students observe
and practice all phases of the evaluation process. (Activation principle)

Excessive, unfocused course

Select more appropriate reading materials and assignments for the

materials and assignments

introductory-level evaluation course. Remove and/or modify irrelevant
assignments to meet the course outcomes in the introductory-level
course. Create a graphic organizer to focus on key aspects of
evaluation. Develop robust multimedia to reinforce key concepts and
demonstrate key knowledge and skills (Demonstration principle)
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Mechanics issues

Create a consistent assignment naming convention; employ detailed
rubrics.
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