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Introduction  
  

BACKGROUND, RATIONALE AND PURPOSE  

This document is the product of a workshop session (2013) of the LINQED network. The LINQED 

educational network is a project founded in 2008 within the framework of interuniversity collaboration 

between  ITM Antwerp and partners worldwide, financed by  the Belgian Directorate General 

Development Cooperation (DGD). Quality in education is LINQED’s central theme. LINQED’s overall 

goal is to strengthen higher education training capacities in the field of international health at all member 

institutions. Jointly developing specific guidelines on various topics related to educational quality 

assurance is considered an important approache to achieve this goal.  

As mentioned above, this document was written based on the outputs of a LINQED annual workshop 

session (at the University of Pretoria, 2013) on course coherence . The main theoretical underpinnings of 

the session and this document are Biggs’s constructive alignment model (Biggs, 1996) and van 

Merriënboer’s instructional design model (2007). Biggs’s well-researched theoretical model has been 

widely used to improve teaching quality and students ’ learning experience in different academic fields. 

In different countries  such as Australia (an evidence-based quality assurance system for teaching and 

learning: Barrie, Ginns, & Prosser, 2005), the UK (Assessment strategies: Rust, 2002), Malaysia (Salleh, 

Ishak, Zarina, & Asmarashid, 2012) and Vietnam (Tran, Nguyen, & Nguyen, 2010), Biggs’s model was 

adopted for programme development and evaluation in higher education. van Merriënboer’s 

instructional design model was considered to be one of the most comprehensive frameworks for teaching 

complex skills (Merrill, 2002). However, in the field of medical and public health education, a scarce 

number of publications has documented the use of Biggs’s model, e.g., in nurse education (Joseph & 

Juwah, 2012) and health social work (Stewart, 2012). No publication was found in which van 

Merriënboer’s framework for instructional design was used in the field of public health education. It 

seems that this type of system thinking (in instructional design) is still rather “unknown” in the public 

health or international health world. This document therefore aims to introduce both the concept of 

“constructive alignment” as well as van Merriënboer’s holistic instructional approach. Furthermore, it 

relates the discussions at the 2013 LINQED Pretoria workshop sessions where Biggs’ model was used to 

examine a number of modular course descriptions ( from the public health domain 1). During the 

discussions, awareness was raised about the importance of the course alignment. How to adopt this type 

                                                      
1 The module descriptions used in the workshop are from the tropEd network. 



3 

 

of systematic thinking in classroom teaching or curriculum planning to promote active student-centred 

learning remains an important question for the network. By summarizing specific tips that were 

generated from the group discussions at the Pretoria workshop and reviewed literature, this document 

aims to serve as a guide for designing and producing an aligned course/module/programme description. 

 

What is “constructive alignment”? 

By using the term “constructive” Biggs deliberately emphasized the conception that learning is generally 

a gradual process of shaping understanding and constructing knowledge of the world, through 

experiencing things and reflecting on those experiences. In line with this constructivist view, he argued 

that in any educational programme, the central goal of teaching is to design various learning activities 

that engage students to make sense of information for themselves by relating it to their previous 

knowledge and experience. Only when information becomes transformed into personal meaning (e.g., 

reflect on and talk about what student are doing/experiencing and how their understanding is changing), 

learning occurs.  

The term “alignment” focuses on the mechanisms which create the coherence between the essential 

components of an educational system 2 : intended learning outcomes (i.e., curriculum objectives 3 ), 

assessment and learning activities. From an instructional design point of view, teaching 

strategies/methods and selected teaching content are the main components of learning activities 4  – 

naturally, there should also be a clear alignment between the selected content and methods, with learning 

objectives and (formative and summative) assessments. 

Why must assessments, curriculum objectives and learning activities 

(instructional strategies and content) be aligned? 
 

“Attempts to enhance teaching need to address the education system as a whole, rather than simply add 

"good" components, such as new teaching methods or a new topic” (Bigger, 1996, p.350). “To address the 

system as a whole” means that curriculum objectives, assessments and learning activities (which reflect 

                                                      
2 The term “education system” in this document refers to course units or modules or entire courses or e.g. 

master programmes. 

3 The term curriculum objectives in this document refers to general programme/course/module objectives as well 

as specific learning objectives that derive from the general objectives. 

4 It is important to be aware that even with a perfect theoretically sound design of a learning activity a teacher 

still cannot guarantee that students will learn in the way as he/she intended. We have to acknowledge that the 

effectiveness of instructional design does NOT solely rely on the quality of the design itself. How students 

perceive the learning activities and how they actually cognitively carry out the learning activities determine the 

instructional effectiveness. 
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teaching strategies/methods and content) need to be closely aligned as an internally coherent system so 

that they reinforce one another. Assessments should reveal how well students have learned in terms of 

the defined objectives. The results of the assessments need to provide a sufficient amount of information 

for both students and teachers on where to make an effort for further improvement. Meanwhile, the 

selected content is covered by appropriate teaching methods to foster students’ learning towards meeting 

the predefined objectives. This alignment needs to occur at micro as well as macro level (e.g., at 

unit/module/ course level and master programme level). 

 

“Alignment research” has shown many examples that illustrate the danger of incoherence. For instance, it 

has been widely observed that if assessment tasks address lower cognitive level activities than those 

nominated in the curriculum objectives, equilibrium will be achieved at a lower level; the system will be 

driven by backwash from these inappropriate assessment tasks5, and not by the pre- (well-)defined 

curriculum objectives (UCD teaching and learning, teaching toolkit, 2010). In contrast, aligned 

curriculums can improve student achievement by stimulating students to adopt deeper learning 

approaches 6(Wang, Su, Cheung, Wong, & Kwong, 2013). This is because students are active agents who 

are continuously involved in cognition about themselves and the environment (Winne & Butler, 1996). In 

other words, students constantly attempt to interpret what is required of them in particular learning 

situations on the basis of their learning experience (e.g., what and how they were assessed and how they 

were taught) and adjust their learning behaviour accordingly based on their interpretations of the 

assessment requirements/ teaching methods (Trigwell & Ashwin, 2002).  

 

In the field of public health/international health education, post-graduate students need to reach an 

expected competence level. This includes being able to reflect on their own practice and evaluate their 

own decisions made in a future professional working environment in terms of theoretical frameworks 

and models they have learnt, and being capable of constantly updating themselves through self-reflection 

and self-learning, thereby improving their decision-making and practice. In line with the “constructive 

alignment”, to achieve these educational objectives, we need to ensure that students are fully aware and 

accept what is expected and are given sufficient chances to practice and develop these abilities. Aligned 

                                                      
5 An inappropriate assessment system, for instance, only focuses on low cognitive level (e.g., list, memorize, recall, 

repeat) or assesses knowledge and skills in an isolated manner. There are various criteria to determine the quality 

of assessment. See the document “LINQED quality assurance framework for student assessment” for an in-depth 

discussion . 

6 Students with a deep learning approach intend to understand ideas for themselves. For instance, they focuses on 

the process holistically, look at the broad picture by relating ideas to previous knowledge and experience and look 

for patterns and underlying principles. Whereas the intention of a student who adopted a surface learning approach 

is merely to cope with course requirements. Learning behaviours of the latter, treat courses as unrelated bits of 

knowledge, routinely memorizing facts and carrying out procedures and focusing narrowly on the minimum 

syllabus requirements. See Annex 2 for a detailed description of three learning approaches as categorized in the 

literature.  

http://www.linqed.net/media/18640/quality-assurance-framework-for-student-assessment-english-proofed-reading_final.pdf
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objectives, assessments and learning activities (reflecting content and instructional strategies) which all 

clearly aim at the target competency level are indispensable.  

 

Applying Biggs’ systematic thinking 
 

 How to check whether the components of an education system are aligned or misaligned?7 

To apply Biggs’ constructive alignment principle we can start by examining an existing education system 

(e.g., a module/course). A systematic investigation needs various types of information. In addition to a 

description of the core components, i.e., the description of curriculum objectives, assessment and learning 

activities (including instructional strategies and content), other background information is needed, such 

as the module duration, course credits and STI (student investment time), course evaluations by students 

and adaptions made to the module/cours, etc. This information allows us to infer the feasibility or 

reliability of the system (See Annex 1 by way of an example regarding the additional info needed in a 

module/course description).  

To judge the alignment of an education system, we need a well-written description of its core 

components (i.e. information is concise and specific). For instance, if learning objectives are vague and 

general, it is difficult to understand what exactly students need to achieve. In addition, each core 

component section should contain certain key descriptive information. The level of detail does not have 

to be abundant but must be sufficient so that readers (e.g., students, other stakeholders.of the course, 

accreditating body) are able to judge the module/course quality by recognizing the alignment between 

the core components taking into account particular conditions ( e.g. module/course duration and e.g. 

delivery mode e.g. face-to-face or eLearning). 

 

Below are some requirements for drafting clear and specific descriptions: 

 

Curriculum objectives: 

Many suggestions have been made by researchers and quality assurance agencies to improve the quality 

of objective formulation. For instance, the SMART principle: the formulation of objectives must be 

Specific, Measureable, Attainable, Result-oriented and Time-bound (Drucker, 1959). In the same line, 

Merriënboer (2007) introduced “performance objectives” to further emphasize the link between objectives 

and assessment that focus on higher cognitive abilities (i.e., ‘to do’ abilities). He (pp. 79) argued that while 

writing objectives, lecturers should give more detailed descriptions of desired ‘exit behaviours’, including 

the conditions under which the complex skills need to be performed, the tools and objectives that can or 

should be used during performance (e.g., using xxx framework) and, last but not least, the standards for 

acceptable performance (e.g., with max 1cm error). The standards specified in the objectives can provide 

the basis for performance assessment.  

 

                                                      
7 A simple method is illustrated in Annex 4 on how to explore course alignment graphically.   
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 The minimum requirements of formulating course/module objectives 

 

To summarize, a well-formulated objective should at least contain three parts: 

1. an active (measurable) verb (see Bloom’s taxonomy and Miller’s pyramid of learning, 1990), 

2. the condition or context under which the behaviour will occur, 

3. the criterion/standard of acceptable performance.  

 

Writing a good performance objective needs practice. There are rich resources on the internet for anyone 

who wants to learn more about “how to write a good objective”, for instance: “Guide to writing 

objectives for continuing medical education” or “Writing Instructional Objectives”. 

 

 The pitfall of only writing a long list of specific learning objectives -> fragmented instruction  

 

In the past 10 years, it has been increasingly acknowledged that the traditional atomistic approach is less 

suitable for teaching complex cognitive skills. By most definitions, complex cognitive skills consist of 

many sub-skills, each of which must be performed in a coordinated and integrated fashion using high-

level schemas or organizing strategies, and at least some of which involve conscious processing, such as 

decision making, problem-solving, or reasoning (Lim, Reiser, & Olina, 2009). Examples include the skill 

involved in computer programming, literature search, clinical diagnostics or organizing a vaccination 

campaign. At the level of postgraduate training, developing students’ complex cognitive skills will be one 

of the main goals of many programmes/courses. Therefore, it is important to be aware of the danger of 

writing sole specific learning objectives and lose the holistic view of the complex skills which a training 

programme wishes students to develop. If the learning domain is only described in terms of a large 

number of specific objectives, each of which focuses on a rather small learning task, in an aligned 

education system, naturally instructional activities are also designed for reaching each of the separate 

objectives. The pitfall of such an alignment is that the fragmented instructional approach may lead to 

students’ inability to integrate what has been learned in new situations, and hence result in a poor 

transfer of learning.  

 

In the early sixties, researchers (Brigges & Naylor, 1962) pointed out that the traditional fragmented 

instructional approach is only suitable when 1) teaching a set of skills that have little interaction and can 

almost always be carried out separately and 2) if each of these skills is difficult for students to acquire. 

However, most of the abilities postgraduate students are expected to develop (as the ones described in 

page 3) are characterised by very high demands on the interactions and coordination of a series of high 

cognitive level skills. Hence, it is strongly recommended to formulate a general goal first (i.e., begin with 

the end in mind… describe the desired performance). When writing specific learning objectives, one must 

avoid writing a list of fragmented objectives without indicating clearly how students should integrate 

them and perform. 

 

Example: 

http://www.nwlink.com/~donclark/hrd/bloom.html#cognitive
http://casemed.case.edu/cme/documents/learn_obj_jh09-12-05.pdf
http://casemed.case.edu/cme/documents/learn_obj_jh09-12-05.pdf
http://meded.ucsd.edu/faculty/writing_instructional_objectives.pdf
https://en.wikipedia.org/wiki/Schema_(psychology)
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A general goal (a whole task): participants are expected to independently formulate a policy paper to 

deliver appropriate HIV services in a given health system based on a particular reference framework(s). 

In order to do this (s)he should be able to:  

 identify the components and functions of a health system and the gaps between the current and 

needed HIV response. 

 evaluate which components or functions require strengthening and different  resourcing. 

 provide concrete and feasible recommendations for improvements by taking into account the 

given context. 

 discuss the advantages and disadvantages/challenges of proposed policy. 

 … 

Learning activities (methods & content): 

 

Learning activities are designed to get students to perform in the way formulated in the curriculum 

objectives. Problematic teaching implicitly encourages students to learn passively. Passive learning occurs 

when students accept information (e.g., content/interpretation given by lecturers/tutors) without 

questioning, and memorize it as isolated facts. Lecturing can have a negative influence on students’ 

learning behaviour when it does little to challenge or question students’ interpretation of the information 

given in class. Good teaching methods aim at a high level of student engagement, which means that 

teaching/learning activities encourage students to analyse new ideas critically and to integrate new 

information with their prior knowledge. This mental reconstruction may lead to changing the 

misunderstanding if there is any, or expand students’ mental models. This process also results in a long-

term retention of new concepts so that they can be used for problem solving in unfamiliar contexts. 

 

What kind of teaching methods can activate the aforementioned deep learning activities (i.e., construction 

of knowledge)? Ideas might be gained from taking a look at the literature on alternative teaching 

procedures and techniques.  

Examples: 

 “minute paper” techniques: Ask students to respond in one or two sentences to the following 

questions: What stood out as most important in today’s lecture? What are you confused about? 

Do this every few lectures—it will take you about 15 minutes to review the responses and you’ll 

learn a great deal about your students (for more classroom assessment teaching techniques, 

please see Annex 38). 

 

 Teaching concepts /theories9: lecturers make a selection of notes and readings to be read by students 

before each class, taken from the recommended text. Provide self-addressed questions on basic 

content: “What do I most want to find out in the next class? What is the main point I learned 

today? What was the main point left unanswered in today's session?” Class time is used for 

clarification, elaboration and discussions. In addition to the lecturer-student interaction, ask each 

                                                      
8 Examples are from The Centre for Teaching and Learning - Georgian College 
9 Examples are from Bigger (1986). 
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student to choose a learning partner to help clarify and elaborate; partners sit next to each other 

in class, and communicate regularly with each other outside class, in whatever ways they think 

might be helpful. 

 

It is important to point out that teachers are not the only agent responsible for setting up various 

learning activities. Both students themselves should also play a role in the construction of knowledge. 

Bigger (1986) gave a clear description of these three types of teaching/learning activities that foster active 

learning (pp. 354-355): 

 

1. teaching activities that are mainly controlled by lecturers:  

Lectures, tutorials, laboratory practice, field excursions, etc. The teacher can also set up formal cooperative 

activities involving peers, such as discussion groups, brainstorming, or learning partnerships, and once the 

activity has been initiated, the role of peers becomes increasingly important.  

 

2. Peer-controlled activities range from formal ones, initiated by the teacher, such as various kinds of 

group work (variation in task type, group size, group composition and self-selected or appointed, etc.), or 

instructions to use learning partners, to informal and spontaneous collaboration by students outside the 

classroom, which may have positive effects on learning (Tang, 1993).  

 

3. Self-controlled activities, which include anything that comes under the heading of independent 

learning and study, including specific strategies for extracting meaning from texts such as summarizing 

and note-taking, general study skills, and metacognitive strategy use. 

 

 

In addition, recent instructional theories have emphasized the importance of designing learning tasks 

that are characterized by highly integrated sets of learning objectives (e.g., Spector & Anderson, 2000; van 

Merriënboer et al. 2003). Designing authentic and holistic learning tasks that require learners to 

simulate/address real-world problems is an effective way to stimulate transfer of learning 10(Merrill, 2002; 

van Merriënboer & Kirschner, 2007). “The main idea is that such tasks help learners to integrate the 

knowledge, skills, and attitudes necessary for effective task performance; give them the opportunity to 

learn to coordinate the complex cognitive skills and eventually enable them to transfer what is learned to 

their daily life or work settings” (Lim, Reiser, & Olina, 2009, p.62). 

 

Hence, a highly aligned education system at postgraduate level should not only include a series of 

teaching/learning activities that correspond to one specific performance objective (defined as part-tasks), 

more importantly it should consist of authentic learning tasks that are linked to interrelated sets of 

                                                      
10 Transfer of learning basically means that students can successfully use what they have learnt to solve a 

problem in a similar (i.e., near transfer) or completely new situation (i.e., far transfer). 

http://www.cobbk12.org/Cheathamhill/LFS%20Update/summarizing_strategies.htm
http://wac.colostate.edu/journal/vol16/boch.pdf
http://www.wlv.ac.uk/lib/skills_for_learning/general_study_skills.aspx
http://jillrobbins.com/strategies/strategylist.pdf
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objectives that can be hierarchical, heterarchical or retiary11 (defined as whole-tasks). (van Merriënboer & 

Kirschner, 2007).  

 

 To what extend should teaching methods be described in a course/module description form? 

 

To sum up, first of all, the named learning task must be mentioned together with its time proportion in 

the whole curriculum (e.g. structured interactive sessions, 5% of the total contact hours). Secondly, the 

three categories of teaching/learning activities (teaching, peer-controlled and self-controlled activities) 

must be balanced (i.e., a rich mix of activities: interactive lectures, practical training+demo; self-

study/reading; peer activities: fish bowl, discussion, group work, jigsaw discussion, role play, debate, 

case study, etc.). Thirdly, it should be clearly indicated whether they are part-tasks or whole-tasks (in 

relation to objectives). 

 

Assessment methods: 

 

The LINQED Quality Assurance Framework on Student Assessment proposed 12 criteria for the design 

and implementation of competence-based assessment programmes. To ensure the quality of assessments 

and their coherence with other curriculum components two key questions should be asked: 

 What assessment tasks can cover the essential and important content and reveal whether 

students have achieved the identified learning objectives (summative purpose)? 

 What kind of assessment tasks will reinforce the learning objectives so that effective and 

meaningful learning and teaching strategies/behaviour and learning content will be 

adopted/selected by students/lecturers (formative purpose)? 

 

 How to ensure assessment is in line with the objectives and learning process-> Clarifying learning 

intentions and criteria (i.e., what learning goals are and what good performance is)12 

 

Students can achieve learning objectives only if they understand these goals, assume some ownership of 

them, and are able to assess their progress (Nicol & Macfarlane-Dick, 2006).  

One way of clarifying assessment task requirements (goals/criteria/standards) is to provide students with 

written ‘examples’ of performance and statements that describe assessment criteria and/or the standards 

that define different levels of achievement. Examples are important. As Nicol and Macfarlane-Dick (2006) 

pointed out “most criteria for academic tasks are complex, multidimensional and difficult to articulate; 

they are often ‘tacit’ and unarticulated in the mind of the teacher”. One or a couple of examples can 

                                                      
11 The term “heterarchical” refers to peer-to-peer/horizontal relationships between skills/objectives on the same 

level. In the literature, the word “reitiary” or “retiary” are also used to this non-hierarchical relationships. 

12 Adapted from Black & Wiliam, 1998. 

http://www.linqed.net/media/18629/quality-assurance-framework-for-student-assessment-2013.pdf
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clarify what is required and define a valid standard against which students are able to compare their 

work. 

Strategies that have proved effective in clarifying criteria, standards and goals include13:  

 Providing better definitions of requirements using carefully constructed criteria sheets and 

performance-level definitions;  

 Increasing discussion and reflection about criteria and standards in class (e.g. before an 

assignment);  

 Involving students in assessment exercises where they mark or comment on other students’ 

work in relation to defined criteria and standards;  

 Workshops where students in collaboration with the teacher devise or negotiate their own 

assessment criteria for a piece of their work. 

 

 How detailed should the assessment methods be described in a course/module description form? 

 

During the LINQED workshop sessions, participants came to realize that the assessment section is often 

poorly described. Given the fact that assessment is a driving force of teaching and learning, essential 

descriptive information must be sufficiently and clearly indicated in any course/module description. To 

ensure that the assessment is not only of learning but also for learning, an assessment section needs to 

specify “3W+1H”:  

 

 What methods will be used (e.g., type of assessment, assessment task description, task duration 

and deadline)?  

 Who will assess?  

 When to assess?  

 How to assess? (e.g., clarify criteria and standards of assessment rubrics and grading system).  

 

The purposes of the assessment methods (i.e., formative and summative assessment) should also be 

clarified.  

Furthermore, in case of failure, rule(s) should be clearly provided on how to proceed. Last but not least, 

concrete examples (attach to a course description as an annex) can be given to illustrate the assessment 

requirements and purposes. 

 

                                                      
13 Nicol, D. and Macfarlane-Dick, D. Rethinking Formative Assessment in HE: a theoretical model and seven 

principles of good feedback practice. Retrieved on 05 August 2013. 

http://www.heacademy.ac.uk/assets/documents/assessment/web0015_rethinking_formative_assessment_in_he.pdf
http://www.heacademy.ac.uk/assets/documents/assessment/web0015_rethinking_formative_assessment_in_he.pdf
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Fig 1. Examples of the discussion results of the LINQED workshop session 
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Annex 1 Submission form for advanced modules (an adapted 

templeate)  

 14 

Network for Education  

In International Health 

                                                      
14 tropEd is an international network of institutions for higher education in international health. It aims to 

contribute to the sustainable development of human resources, particularly in low and middle-income 

societies in the field of International Health through promoting excellence in education and training, 

facilitating the exchange of knowledge and skills, encouraging interdisciplinary approaches, and fostering 

mobility and exchange of teachers and students. For more information of this network, please go to 

http://www.troped.org 

This table is adapted from the tropEd module template 

Submission form for advanced modules  

1. Title:  

2. Keywords: Please give 3 to 5 keywords for advanced modules. Keywords 

should be chosen from the given keywords list. 

3. Institution: with address, tropEd representative and website URL  

4. Course coordinator:  Name  

5. Mode of delivery: face to face, distance-based, blended-learning 

6. Duration and dates: Number of weeks,  

 

next course dates:, dd/mm/yy - 
dd/mm/ yy 

7. Course location:  

8. Credit points and SIT: ECTS credit points based on student investment time (SIT): 30 
hrs SIT are equivalent to 1 ECTS credit point, maximum 45 hrs 
SIT per week. Please provide breakdown of contact and self-
study hours. 

9. Language: English, French, Spanish, Portuguese, other 

10. Learning objectives: The learning outcomes are to be expressed in terms of the 

learning objectives for the student, not as the teaching 

objectives of the teachers. It will help to start each objective with 

the sentence: “At the end of the module the student should be 

able to …” 

 

Formulating learning outcomes from the perspective of what 

students should have achieved will assist in assessing precisely 

http://www.troped.org/
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15 For more explanation please see performance objectives  

what will be tested at the end of the module and the level of 

academic achievement expected. For example, “understanding 

the implications of the epidemiology of HIV/AIDS”, does not say 

what will be tested or the level tested. The objective: “students 

will be able to use epidemiological data to discuss the most 

important routes of transmission and draw implications for 

HIV/AIDS prevention programmes independently”, indicates 

both the level of understanding and what you will be testing 

 

It is strongly recommended to formulate a general goal first 

followed by specific learning objectives. One must avoid writing 

a list of fragmented objectives without indicating clearly how 

students should integrate them and perform. 

11. Content: 

 

A detailed description is expected. You could use, for example, 

the list of titles for the sessions or cluster of sessions included in 

the module and/or you could attach the actual course schedule 

12. Learning Methods and 
learning activities:  

A description of the actual methods used in the module is 

expected. Also provide an indication of the emphasis on 

methods. For example, “50 minute lectures to introduce subject 

areas and three times 4-hour laboratory practice”.  

Good teaching methods should aim at a high level of student 

engagement, which means that teaching/learning activities 

encourage students to analyse new ideas critically and to 

integrate new information with their prior knowledge. It is 

important to point out that teachers are not the only agent 

responsible for setting up various learning activities. Both 

students themselves should also play a role in the construction 

of knowledge. 

A highly aligned education system at postgraduate level should 

not only include a series of teaching/learning activities that 

correspond to one specific performance objective (defined as 

part-tasks), more importantly it should consist of authentic 

learning tasks that are linked to interrelated sets of objectives 

that can be hierarchical, heterarchical15 or retiary. 

To sum up, first of all, the named learning task must be 

mentioned and together with its time proportion time in the 

whole curriculum must be mentioned (e.g. structured interactive 

sessions, 5% of the total contact hours); secondly, the three 

categories of teaching/learning activities (teaching, peer-

controlled and self-controlled activities) must be balanced (i.e., 

a rich mix of activities). Thirdly, it should be clearly indicated 

http://www.daveswhiteboard.com/archives/2030
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whether they are  they are part-tasks or whole-tasks  (in relation 

to objectives). 

13. Assessment procedures:   The reviewers need to be able to review the level of 
expected performance as well as appropriateness of the 
examination method in relation to the learning outcomes 
formulated above. An assessment section needs to specify:   

 What methods will be used (e.g., type of assessment, 
assessment task description, task duration and deadline)?  

 Who will assess?  

 When to assess?  
 How to assess? (e.g., clarify criteria and standards of 

assessment rubrics and grading system). 

 The assessment is not only of learning but also for learning. 
The purposes of the assessment methods (i.e., formative 
and summative assessment) should also be clarified.   

 What options students have when they fail. 

For example,” 4-hour open book examination using essay 
questions and case studies” or “3,000 word essay. It is a 
summative assessment scored by 2 lecturers”. The scoring 
rubric is provided together with the assessment description. 
Examples of exams or guidelines for the writing of an essay 
enclosed in an annex will be helpful.  

14. Prerequisites:  Describe the expected level of academic/professional 
experience required including possible experience in developing 
countries.  

For language, indicate the level of proficiency expected with an 

indication of the proof that needs to be provided, e.g. English 

TOEFL test 550 or 213 computer-based or 79/80 internet-based 

or IELTS band 6.0. 

This is also the place to indicate subject areas that should be 
completed before the module can be started. For example, “a 
successfully completed two-week introduction to qualitative 
research methods”. 

In case of online course, please indicate the computer and 
internet, software requirements.  

15. Attendance:  incl. max. number of students; max. number of tropEd students 
(if limited) 

16. Selection, if applicable:   

17. Fees:       please also state fees in euros 

18. Scholarships:   

19. tropEd accreditation   when, where (which GA meeting?) 

20. Remarks:   
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Annex 2 Deep, surface and strategic learning approaches learning16  

 
The characteristics of a deep approach to learning  

  

Students who take a deep approach have the intention of understanding, engaging with, 

operating in and valuing the subject. Such students:  

  

• Actively seek to understand the material / the subject.  

• Interact vigorously with the content.  

• Make use of evidence, inquiry and evaluation.  

• Take a broad view and relate ideas to one another.  

• Are motivated by interest.  

• Relate new ideas to previous knowledge.  

• Relate concepts to everyday experience.  

• Tend to read and; study beyond the course requirements. 

 

The characteristics of a surface approach to learning  

  

Students who take a surface approach tend not to have the primary intention of becoming interested 

in and of understanding the subject, but rather jumping through the necessary hoops (their 

motivation tends to be that of reproducing content in order to cope with course requirements (i.e., 

acquire the mark, or the grade, or the qualification to pass).  

Students who take a surface approach:  

  

• Try to learn in order to repeat what they have learned.  

• Memorize information needed for assessments.  

• Make use of rote learning.  

• Take a narrow view and concentrate on detail.  

                                                      
16 The definitions are based on Jackie Lublin (2003). Deep, surface and strategic approaches to learning. Centre 

for Teaching and Learning Good Practice in Teaching and Learning. And (Entwistle & Peterson, 2004) 

http://www2.warwick.ac.uk/services/ldc/development/pga/introtandl/resources/2a_deep_surfacestrategic_approaches_to_learning.pdf
http://www2.warwick.ac.uk/services/ldc/development/pga/introtandl/resources/2a_deep_surfacestrategic_approaches_to_learning.pdf
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• Fail to distinguish principles from examples.  

• Tend to stick closely to the course requirements.  

• Are motivated by fear of failure.  

  

The characteristics of a strategic approach to learning  

  

The strategic or achieving approach is that approach which students are said to take when they wish 

to achieve positive outcomes in terms of obtaining a pass or better in the subject.  

Students taking this approach:  

  

• Intend to obtain high grades.  

• Organize their time and distribute their effort to greatest effect. 

• Ensure that the conditions and materials for studying are appropriate.  

• Use previous exam papers to predict questions.  

• Are alert to cues about marking scheme. 
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ANNEX 3 Active teaching/learning activities 
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ANNEX 4 Method to determine course alignment17 

In planning courses, instructors may not take the abstract concept of alignment into consideration. 

Therefore, it is likely that courses could be misaligned. Sometimes making abstract concepts more 

concrete through the use of a graphic representation helps to illustrate the point. A simple method is 

developed to explore course alignment graphically. Every major course objective should have at least 

one teaching and learning activity and at least one assessment method that correspond to that 

objective. Instructors can determine the cognitive process level required for the students with their 

objectives, teaching and learning activities, and assessment exercises. Then the instructors plot the 

relationship among these cognitive levels for each objective, its related teaching and learning 

activities, and assessment exercises using the following method of listing them and then comparing 

them. 

 

Part 1. Listing the Objectives, Teaching and Learning Methods, and Assessment Exercises 

Table I provides a graphic tool to determine if a course is aligned. Instructors should use a separate 

table for each major course objective or learning outcome. 

  

                                                      
17 Blumberg, P. (2009). Maximizing Learning Through Course Alignment and Experience with  

Different Types of Knowledge. 
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Table I  Course Alignment Table 

 

    The Cognitive Process Dimension (Anderson et. al. 2001) 

What level is 

each of the 

following? 

Aspect is 

not 

included 

in the 

course 

1. 

Remember 

(recognize, 

recall) 

2. Understand 

(interpret, 

exemplify, 

classify, 

summarize, 

infer, compare, 

explain) 

3. Apply 

(execute, 

implement) 

4. Analyze 

(differentiate, 

organize, 

attribute) 

5. 

Evaluate 

(check, 

critique) 

6. Create 

(generate, 

plan, 

produce) 

Objective               

 

Teaching 

/learning 

methods               

 

Assessment 

task 

requirements               

Use a separate table for each major course objective. (Table I is modified from Blumberg, 2009.) 

Table II An worked-out example: Course Alignment for a Physical Therapy Course Described  

 

https://stuiterproxy.kuleuven.be/article/10.1007/s10755-009-9095-2/,DanaInfo=link.springer.com+fulltext.html#Tab1
https://stuiterproxy.kuleuven.be/article/10.1007/s10755-009-9095-2/,DanaInfo=link.springer.com+fulltext.html#CR4
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Annex 5 Miller’s Pyramid of Competence 

 

 

 

 



 

Reference-1 

Reference List 

 

Anderson, L.W. (Ed.), Krathwohl, D.R. (Ed.), Airasian, P.W., Cruikshank, K.A., Mayer, R.E., 

Pintrich, P. R., Raths, J. & Wittrock, M. C. (2001). A Taxonomy for Learning, Teaching, and 

Assessing: A Revision of Bloom’s Taxonomy of Educational Objectives. Complete edition, New York: 

Longman. 

Barrie, S., Ginns, P. & Prosser, M. (2005). Early impact and outcomes of an institutionally 

aligned, student focused learning perspective on teaching quality assurance. Assessment & 

Evaluation in Higher Education, 6, 641-56. 

Biggs, J. (1996). Enhancing teaching through constructive alignment. Higher Education, 32, 

347-364. 

Briggs, G.E., & Naylor, J. C. (1962). the relative efficiency of several training methods as a 

function of transfer task complexity. Journal of Experimental Psychology, 64, 505-512. 

Blumberg, P. (2009). Maximizing learning through course alignment and experience with  

different types of knowledge, Innovation in Higher Education, 34, 93-103. 

Entwistle, N. J. & Peterson, E. R. (2004). Conceptions of learning and knowledge in higher 

education: Relationships with study behaviour and influences of learning environments. 

International Journal of Educational Research, 41, 407-428. 

Joseph, S. & Juwah, C. (2012). Using constructive alignment theory to develop nursing skills 

curricula. Nurse Education in Practice, 12, 52-59. 

Lim, J., Reiser, R. A., & Olina, Z. (2009). The Effects of Part-Task and Whole-Task 

Instructional Approaches on Acquisition and Transfer of a Complex Cognitive Skill. Educational 

Technology Research and Development, 57, 61-77. 

Merrill, M. D. (2002). First principles of instruction. ETR&D, 50, 43-59. 



Reference-2 

 

Nicol, D. J. & Macfarlane-Dick, D. (2006). Formative assessment and selfregulated 

learning: a model and seven principles of good feedback practice. Studies in Higher Education, 31, 

199-218. 

Rust, C. (2002). The impact of assessment on student learning: How can the research litera-

ture practically help to inform the development of departmental assessment strategies and learner-

centred assessment practices? Active Learning in Higher Education 3, 145-158. 

Salleh, A. B., Ishak, I., Zarina, M. A., & Asmarashid, P. (2012). Continuous quality improvement 

process using constructive alignment. Journal of Technical Education and Training, 4, 81-90. 

Spector, J. M., & Anderson, T. M. (2000). Holistic and integrated perspectives on learning, 

technology, and instruction: Understanding complexity. Mahwah, NJ: Lawrence Erlbaum. 

Stewart, J. (2012). Reflecting on reflection: increasing health and social care students' 

engagement and enthusiasm for reflection. Reflective Practice, 13, 719-733. 

Tran, N. D., Nguyen, T. T., & Nguyen, M. T. N. (2010). The Standard of Quality for HEIs in 

Vietnam: a step in the right direction? Quality Assurance in Education, 19, 130-140. 

Trigwell, K., & Ashwin, P. (2002). Situated conceptions of learning and learning 

environments. Paper presented at the improving student learning symposium (theory and practice, 

10 years on), Brussels, Belgium. 

van Merriënboer, J. J. G. (2007). Alternate models of instructional design: Holistic design 

approaches and complex learning. In R. A. Reiser & J. V. Dempsey (Eds.), Trends and issues in 

instructional design and technology (2nd ed., pp. 72–81). Upper Saddle River, NJ: Pearson. 

van Merriënboer, J. J. G., & Kirschner, P. A. (2007). Ten steps to complex learning. Mahwah, 

NJ: LawrenceErlbaum Associates, Inc. 



Reference-3 

 

Wang, X. Y., Su, Y. L., Cheung, S., Wong, E., & Kwong, T. (2013). An exploration of Biggs' 

constructive alignment in course design and its impact on students' learning approaches. Assessment 

& Evaluation in Higher Education, 38, 477-491. 

Winne, P. H., & Bulter, D. L. (1996). Student cognitive processing and learning. In E. De 

Corte  &  F.  E.  Weinert  (Eds.),  International  encyclopedia  of  developmental  and instructional 

psychology (pp. 5738-5745). Oxford: Pergamon. 

 

 


