
 
 

     
TXEP: TEXAS EDUCATOR PREPARATION  ISSN: 2474-3976 online 
Ó 2020, Consortium of State Organizations for Texas Teacher Education 
Fox, Pearce, Colvin, & Becker, pp. 5-12 
 

5 

Contribution of Research  

AN EXAMINATION OF LEARNING ASSESSMENT TECHNIQUES  
IN A BLENDED COURSE 
 

 
Anna L. Fox, Ed.D.                                                Erin Pearce, Ph.D. 
Tarleton State University                                                Tarleton State University 
 
Lisa Colvin, Ed.D.                                                                   Melissa Becker, Ed.D. 
Tarleton State University                                                                          Tarleton State University 
               
 

Abstract 

Blended and online learning has become a new reality for students and faculty members.  As course delivery changes, effective 
assessment must evolve.  Active student engagement enhances learning, and student voice should be considered in this evolution 
of assessing their learning.  This study examined traditional online learning assessments and a recently developed method 
named Learning Assessment Techniques or LATs (Barkley & Major, 2016).  Students completed attitude and satisfaction 
surveys at the conclusion of each of the six- course modules.  Students did not indicate a preference for evaluation techniques 
but indicated they did appreciate the variety of learning assessments.  Students stated the modules using the LAT more clearly 
tied to module learning objectives.           
 
Keywords: blended instruction, online instruction, learning assessment techniques 
 
Authors’ Note:  The research was completed during the fall 2019 semester.  At that point in time, faculty members had a 
choice to deliver course content face-to-face, online, or blended in nature.  At the midpoint of the spring 2020 semester, the 
world changed.  Rapid adjustments were made to deliver all course content entirely online.  The change needed was familiar 
territory to some professors while uncharted waters for other college and university faculty members.  The problem also directly 
affected students.  The challenge was to quickly design assignments relevant to the content while also effectively assessing 
student learning outcomes.  The experience of this research study aided the researcher to confidently make necessary changes 
and still balance practical and relevant course content.  Although perfection was not achieved in the spring 2020 semester, the 
anxiety of change was alleviated through the lessons learned in this research experience. 

_________________________________________________________________________________________________ 
 

s distance learning became a reality for both 
child and adult learners during the spring 2020 
semester, educator preparation programs 

explored alternative measures to ensure students continued 
to receive a quality education.  Prior to the recent 
pandemic, university courses were delivered in three 
primary modalities: face-to-face instruction, online 
instruction, and blended instruction.  The following 
research further examines the role of blended learning in a 
preservice teacher literacy course.   

 

Literature Review 

When referencing academic achievement, the effects of 
technology in content delivery have been discussed for 
decades.  Bonk and Reynolds (1997) suggested that 
challenging and engaging activities must be created to 
promote higher order thinking in an online format; hence, it 
is the instructional strategy and not necessarily the 
technology that influences the quality of the instruction and 
learning.  Clark (2001) posited that the inclusion of 
technology in the learning environment does not influence 
achievement but is merely a vehicle to deliver instruction.  
Similarly, Rovai (2002) concluded that course design 
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ultimately determines the effectiveness of online learning.  
Berridge et al. (2012) caution that with the growing 
popularity and demand for online courses, there continues 
to be the need for quality and excellent instruction. 
Through time, digital capabilities have advanced, and 
researchers have continued to examine the content and 
course design.  McKnight et al. (2016) stated that 
technology alone does not determine success, but how 
technology can be used to “enhance and transform student 
learning” (p.194).   

Online and Face-to-Face Learning 

Ally (2004) defines online learning as:  
The use of the Internet to access learning materials; to 
interact with content, instructor or other learners; and 
to obtain support during the learning process, in order 
to acquire knowledge, to construct personal meaning, 
and to grow from the learning experience.  (p. 7) 

Educational programs using the Internet first emerged 
at the University of Phoenix in 1989.  Nine years later, the 
first fully online programs were founded at New York 
University Online, Western Governors University, the 
California Virtual University, and Trident University 
International.  Since the beginning of the 21st century, 
universities around the globe continue to increase online 
instruction to deliver specific courses and entire academic 
programs.  Online learning has numerous benefits including 
convenience, lower cost, and acquisition of acquired skill 
sets.  When selecting an online program, Collins and Liang 
(2015) reported that students search for the same 
ingredients found in traditional courses including a 
relationship with the professor, a knowledgeable professor, 
and a positive classroom community.   

While online instruction tends to be more convenient 
and affordable, many students report that online programs 
are less personal and lack the high-quality rigor of face-to-
face courses.  Miller (2012) found students were less 
satisfied with online instructional methods compared to 
traditional methods because they believed more knowledge 
was obtained through face-to-face instruction even though 
there was no difference in the quantity or type of course 
content.  Carr (2014) stated students enrolled in online 
courses performed better on exams, yet were generally less 
satisfied with the course than students in the face-to-face 
sections.  Carr concluded one of the reasons for the 
dissatisfaction was the amount of time required for students 
to complete assignments in online courses.   

Comfort with technology is a primary factor in 
determining satisfaction and success in an online course 
(Moore & Kearsley, 2012).  An increase in time to 
complete assignments due to unfamiliarity with 

technological tools is a barrier to learning.  Online learners 
are more likely to continue in a program if they are 
satisfied with the course and course content is relevant to 
their lives (Oh & Lee, 2016).    

Blended Learning 

Blended learning (or hybrid learning) is an educational 
approach that merges conventional classroom instruction 
with online learning experiences (Helms, 2014).  Blended 
learning allows the instructor to design the course 
components for the benefit of student learning and course 
time efficiency.  Students are able to learn from their 
instructor and peers within a classroom setting and also 
from web-based activities and programs using this 
approach.  Overall, in a blended course, students receive 
better grades and complete courses at a higher rate than 
online only or face-to-face classes (Twigg, 2015; Vaughan, 
2007).  Blended learning can also be used when instructors 
have limited time to teach students in a face-to-face setting, 
providing flexibility for online content delivery.  This type 
of instruction offers students more freedom with their time; 
however, learners must have self-discipline and a sense of 
responsibility to the online classroom environment. 

Students’ experiences with blended learning are 
impacted by a multitude of factors.  Research on blended 
learning suggests students learn best when there is one 
learning platform where all instructional materials are 
located and easily accessible (Ahmad & Ismail, 2013).  
Often, students express satisfaction or dissatisfaction 
regarding the use of technology within the course (Qasim et 
al., 2014).  Students with strong computer literacy skills 
tend to do better than those who lack technology skills, 
which significantly influences their level of satisfaction or 
dissatisfaction with the course (Maxfield & Noll, 2017; 
Webster & Hackley, 1997).  As with any learning 
approach, there are advantages and disadvantages for both 
the instructor and the student.  Either party may or may not 
feel comfortable using technology and the application of 
unfamiliar formats.  Therefore, it is imperative to provide 
step-by-step instructions for new technologies for both the 
student and the instructor. 

Assessment  

 Bansal and Pathak (2019) emphasized the importance 
of assessment design and the application of a blended 
format.  In the text Understanding by Design, Wiggins and 
McTighe (2005) define assessment as:   

By assessment we mean the act of determining the 
extent to which the desired results are on the way to 
being achieved and to what extent they have been 
achieved.  Assessment is the umbrella term for the 
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deliberate use of many methods of gathering evidence 
of meeting desired results.  (p. 6) 

Bansal and Pathak (2019) advocated for blended 
assessment that includes the use of both summative and 
formative assessment for the online classrooms.  When 
striving to design learner-centric assessment goals, the 
authors concluded: 

The blend of assessment types is the need of the hour 
as the summative assessments do not offer much room 
for self-correction and are evaluative in nature.  
Implementing formative assessment techniques 
provide this extra room for self-correction and 
correction by the teacher as well so that the process 
remains a well-knit complete process without any 
loopholes.  (p. 58)  

 In order to apply blended assessment within the course 
design, the researcher selected the Learning Assessment 
Techniques (LATs) as defined by Barkley and Major 
(2016).  A LAT is an effective teaching structure with three 
interconnected components: identify clear goals, provide 
learning activities to promote active learning, and analyze 
learning outcomes, which allows for ongoing instructional 
improvements.  The researcher was confident that the LAT 
assessments and the use of more structured summative 
assessments would provide an enriching opportunity for 
students to effectively learn literacy specific content.   

Problem and Purpose of the Study 

Course content and learning activities in a blended 
course take place using both face-to-face as well as online 
formats.  The ongoing challenge is to create course 
components provided through online instruction as 
meaningful and purposeful as those delivered in a face-to-
face format (Berridge et al., 2012).  As blended course 
format increases in popularity, it is essential to gauge 
whether student attitudes and satisfaction with online 
modules are consistent with those in face-to-face modules.  
Likewise, consideration for learning assessment must be 
part of the course design.  It becomes imperative not only 
to design and allow for summative assessment but also 
formative assessment (Bull, 2014).  Formative assessment 
provides feedback, enabling students to actively engage, 
modify, and correct their learning.  Module-specific 
learning assessment ensures online module content is 
adequately received by the students before moving to the 
next module.  The researcher sought to gain an 
understanding of students’ perceptions of the usefulness of 
traditional assessments and LATs when learning course 
content.  Addressing the problem of which types of 
assessments are most beneficial to students will have 

practical benefits for instructors of blended learning 
environments. 

The purpose of the research study was to examine the 
use of LATs designed by Barkley and Major (2016) in 
online content modules.  The researcher specifically asked 
students if Online Prediction Guide, Online Quotation 
Commentary, Three-Minute Passage, when used as an 
assessment, aided students in their learning of the content 
presented in the reading assessment course. 

LATs Defined 

Prediction Guides  

The first LAT was designed as a pre/post-survey 
created in the Canvas Learning Management System 
platform.  Ten key concepts of literacy assessment from the 
module were used in the pre-survey to predict participants’ 
understanding of the concepts.  After completing the 
module, students completed the post-survey to revisit the 
same questions to gauge a better understanding or need to 
address misunderstandings.  Participants were given 
additional credit if they completed both the pre/post-survey.        

Quotation Commentaries   

A second LAT was designed in Canvas using the add-
on Perusall platform.  Miller et al. (2018) described the 
Perusall platform as “an online social learning platform 
designed to promote high pre-class reading compliance, 
engagement, and conceptual understanding.  Students 
asynchronously annotate the assigned reading by posting 
(or replying to) comments or questions in a chat-like 
fashion” (p.3).  An article on the topic of reading 
comprehension was uploaded to the platform, and students 
were required to read the article and make annotations.  
Furthermore, they shared comments about the content-
specific information and interacted with peers online.  The 
assessment score used metrics within the Perusall platform 
based on the complexity of comments and feedback to 
peers. 

Three-Minute Passage  

The Three-Minute Passage LAT was created in Canvas 
Studio.  Students were given the literacy topic: reading 
fluency.  Participants created and recorded a speech with 
supporting evidence to demonstrate they understood the 
content of the module information with a time limit of three 
minutes.  The end-product was uploaded as a video in a 
Canvas discussion board format.  The submission allowed 
participants to review peer submissions and provide 
feedback.  A checklist and rubric were used to evaluate 
submissions and peer engagement through comments. 
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Methodology  

The research questions driving this study were: 

1. What effect does the use of an online prediction guide 
have on student attitudes and student satisfaction 
regarding the content of a blended course? 

2. What effect does the use of an online quotation 
commentary have on student attitudes and student 
satisfaction regarding the content of a blended course? 

3. What effect does the use of a three-minute passage 
have on student attitudes and student satisfaction 
regarding the content of a blended course?  

A junior-level literacy course, Assessment and 
Instruction of Developing Readers, was offered and 
specifically designed as a blended course with face-to-face 
and online components using varied assessments.  The 
course was divided into six modules: three modules of the 
course incorporated specific LATs such as online 
prediction guide, online quotation commentary, and three-
minute passage, while three modules incorporated a 
traditional type of assessment including a multiple-choice 
quiz, peer discussion board, and short essay.  The content 
of the online modules included aspects of literacy and the 
teaching of reading.  Modules 1, 3, and 5 used traditional 
assessment techniques, and modules 2, 4, and 6 applied a 
new LAT assessment activity.  Conventional assessment 
techniques and LAT assessment activities were alternated 
throughout the semester (Table 1).  

Table 1 

Modules and Assessment Types 

 
Module Topic Traditional Assessment LAT Assessment 

1 Assessment in Literacy Quiz - Multiple choice, True/False  

2 Vocabulary  Prediction Guide 

3 Oral Language Discussion Board  

4 Reading Comprehension  Quotation Commentary 

5 Differentiated Instruction Quiz - Short Essay questions  

6 Reading Fluency  Three-minute Passage 

 

Due to sample size limitations, the research design had 
participants experience both the control and the treatment 
assessments.  The modules incorporated tools provided by 
Canvas Learning Management System and add-ons, 
including Nearpod and Perusall.  The content in the 
modules included readings from the course text, 
demonstration videos, literacy-based infographics, and 
content-based websites.    

Participants   

The participants were undergraduate Interdisciplinary 
Studies majors ranging from 21 to 46 years of age.  The 
students sought one of four certification areas: EC-6 with 
ESL, 4-8th ELAR/SS with ESL, EC-6 with All-Level 
Special Education and ESL, or EC-6 with Bilingual 
Education.  The all-female cohort attended class in the 
evening, taking a block of four to five courses during the 
week.  Two of those courses were blended with both 

classes meeting face-to-face for 1.5 hours each week with 
1.5 hours of online instructional activities.  The students 
had the option to participate or to not participate during the 
semester-long research study.  Regardless of research 
participation, all students completed online modules and 
assessments as a requirement of the course. 

 The study required students to complete seven Likert 
surveys and open-ended questions.  At the end of each 
module (LAT and traditional assessments), students 
responded to a series of survey questions regarding their 
attitudes and level of satisfaction with various aspects of 
the module.  A survey instrument was developed by the 
researcher and validated by experts in the field.  The goal 
of the survey was to measure student attitudes and 
satisfaction with each online module, specifically with 
assessment techniques.  In addition, students addressed 
open-ended questions in the modules with LATs and at the 
end of the course.   
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For each LAT, students were asked to respond to the 
following six questions, using a scale of 1-5, 1-Strongly 
Disagree, 2-Disagree, 3-Neutral, 4-Agree, 5-Strongly 
Agree: 

Q1: Clear expectations and learning outcomes 

Q2: Helped me meet the course objectives 

Q3: Introduced me to new ideas and stimulated my 
thinking 

Q4: Helped me develop my creative thinking skills 

Q5: Assessment methods were designed to demonstrate 
what I learned 

Q6: Helped broaden my knowledge and understanding 

In modules 2, 4, and 6, students were also asked to 
respond to one additional question (using the same 5-point 
Likert scale) regarding the specific LAT used in that 
module: 

Q7: The Online Prediction Guide/ Three- Minute Passage/ 
Online Quotation Commentary helped develop a strong 
understanding of the module content.   

The scores for questions 1-6 were examined, and the means 
calculated for each question and module.  An ANOVA was 
used to identify any significant differences between the 
modules for each question.  Where significant differences 
were indicated, subsequent t-tests were employed to 
identify specific differences. 

Results 

The mean and standard deviation for each of the 
objective questions (using a Likert scale of 1-5) from the 
survey were calculated.  These questions measured student 
attitudes toward each of the learning assessment 
techniques.  Table 2 presents these scores for each 
assessment technique (module) and question, as well as the 
total for the two categories of assessment (LATs and 
traditional).  Modules 1, 3, and 5 were traditional 
techniques- multiple choice and true/false quiz, discussion 
board, and short essay.  Modules 2, 4, and 6 were new 
learning assessment techniques- prediction guide, quotation 
commentary, three-minute passage. 

Table 2 

Participant Responses by Question and Module 

Module Q1 Q2 Q3 Q4 Q5 Q6 

 M SD M SD M SD M SD M SD M SD 

1 4.47 0.52 4.40 0.63 4.47 0.74 3.93 0.88 4.47 0.64 4.40 0.63 

2 4.31 0.48 4.69 0.48 4.69 0.48 4.00 0.73 4.69 0.60 4.50 0.52 

3 4.87 0.35 4.73 0.46 4.73 0.46 4.27 0.70 4.73 0.46 4.73 0.46 

4 4.87 0.35 4.73 0.46 4.47 0.83 4.33 0.62 4.67 0.62 4.80 0.41 

5 4.56 0.63 4.69 0.79 4.50 0.63 4.06 1.18 4.63 0.81 4.75 0.58 

6 4.56 0.63 4.69 0.48 4.50 0.63 4.38 0.89 4.75 0.45 4.81 0.40 

 

Q1: This module provided clear expectations and 
learning outcomes 

As shown in Table 2, the respondents indicated a range 
of mean scores across the modules, from a low of 4.31 (SD 
.48) to a high of 4.87 (SD .35).  Interestingly, the highest-
ranked modules (tied) represented one traditional technique 
and one newer form of LAT.  When the modules were 
combined (1, 3, 5 and 2, 4, 6), the traditional approaches 
scored slightly higher than the LATs but not significantly.  

All these rankings were in the level of “agree”.   An 
ANOVA revealed there were significant differences among 
the modules (F = 2.91, p < .05).   Subsequent t-tests 
revealed the significant differences were between modules 
1 and 3 (t(25) = -2.48, p < .05), modules 1 and 4 (t(25) = -
2.48, p < .05), modules 2 and 3 (t(27) = -3.69, p < .01), and 
modules 2 and 4 (t(27) = -3.69, p < .01). 
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Q2: This module helped me to meet the course 
objectives 

Similar to Q1, respondents reported scores in the 
“agree” category for each module.  The two highest scores 
(tied) were modules 3 and 4, each with a score of 4.73 (SD 
.46).  The module which received the lowest score was 
module 1 (mean 4.40, SD .63).  The subsequent ANOVA 
revealed no significant differences among the scores. 

Q3: This module introduced me to new ideas and 
stimulated my thinking 

For Q3, module 3 was the highest rated, with a score of 
4.73 (SD .46).  The lowest scores were received for 
modules 1 and 4 (tied) with scores of 4.47 (SD .74 and .83, 
respectively).  All scores were in the “agree” category.  The 
subsequent ANOVA revealed no significant differences 
among the scores. 

Q4: This module helped me develop my creative 
thinking skills 

For Q4, scores tended to be lower than the previous 
questions.  The highest score was found for module 6 with 
a mean of 4.38 (SD .89).  The lowest score received was 
for module 1, with a mean of 3.93 (SD .88).  This was 
actually the lowest score among all questions and modules.  
Overall, these scores were generally in the “agree” 
category.  The subsequent ANOVA revealed no significant 
differences among the modules. 

 

Q5: Assessment methods in this module were designed 
to demonstrate what I learned 

Similar to Q4, the highest-ranked mean score was 
received for module 6 (4.75, SD .45), and the lowest score 
was received for module 1, with a mean of 4.47 (SD .45).  
All means were generally on the upper end of the category 
“agree”.  The subsequent ANOVA revealed no significant 
differences among the scores. 

Q6: This module helped broaden my knowledge and 
understanding 

The highest mean for Q6 presented for module 6 (4.81, 
SD .40) with the lowest mean score for module 1 (4.40, SD 
.63).  Q6 for module 6 was also the highest score among all 
questions and modules and was very close to a category of 
“strongly agree”.  All means were on the upper end of 
“agree”.   The subsequent ANOVA revealed no significant 
differences among the scores. 

This study focused on comparing traditional 
assessment techniques with LATs; the mean scores of 
modules 1, 3, and 5 were combined and compared with the 
combined mean scores of modules 2, 4, and 6.  These 
results are shown in Table 3.  As Table 3 indicates, the 
modules using LATs outscored the modules using 
traditional assessment techniques for questions 2, 4, 5, and 
6.  For question 3, means were almost identical between 
these two groups (4.57, SD .62 versus 4.55, SD .65). The 
highest-rated questions for LATs were 2, 5, and 6 (tied) 
with a mean of 4.70 (SD .46, .55, and .46, respectively) 
indicating close to the category of “strongly agree”. 

Table 3 

Participant Responses by Question and Module Type 

Modules Q1 Q2 Q3 Q4 Q5 Q6 

 M SD M SD M SD M SD M SD M SD 
Traditional 
(1,3,5) 4.63 0.53 4.61 0.65 4.57 0.62 4.09 0.94 4.61 0.65 4.63 0.57 

LATs  
(2,4,6) 4.57 0.54 4.70 0.46 4.55 0.65 4.23 0.76 4.70 0.55 4.70 0.46 

 

Subjective Responses 

Students were invited to share open-ended responses 
on Q7 for modules 2, 4, and 6.  For the module 2 
assessment, the Online Prediction Guide, student responses 
included: “This module introduced me to the topic and then 
allowed me to reflect and test what I learned”, “This really 

helped me understand the vocabulary and build my 
knowledge”, and “It was helpful to have an idea of what 
was most important before studying, and the review helped 
me solidify the topic in my mind.” Three of the 16 
participants indicated that the Online Prediction Guide tool 
was the LAT they were most comfortable using. 
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For the Module 4 assessment, the Online Quotation 
Commentary, student responses included: “This tool helped 
me learn about a technology that I could use to collaborate 
with my classmates, and it was a nice switch-up from 
GoogleDocs”, “It aided in a way that I had to deepen my 
thinking on why it was a meaningful quote; plus, I could 
see what others thought was important”, and “I really liked 
the Perusall Annotation! It made me think deeper on my 
three highlighted points.” Eleven of the 16 participants 
indicated that the Online Quotation Commentary tool was 
the LAT they were most comfortable using. 

For the Module 6 assessment, the Three-Minute 
Passage, student responses included: “Performing an 
elevator speech helped me summarize important parts of 
fluency and describe to others”, “This assessment gave me 
insight to what fluency was all about”, and “I was able to 
hear others thoughts about fluency and compare them to 
my thoughts, and it helped me get a better grasp of the 
subject.”  Two of the 16 participants indicated that the 
Three-Minute Passage tool was the LAT they were most 
comfortable using. 

Conclusion: Lessons Learned  

By alternating traditional assessments and LATs in the 
course, students were allowed to learn a new assessment 
tool every other week.  Students noted the objectives and 
expected outcomes of the modules were clear most of the 
time.  Apparently, the objectives for the LAT modules were 
strongly aligned and assisted in making the intent of the 
learning more apparent to students.  These comments 
support the notion that LATs are effective assessment tools 
for the online environment as they aid in learning.  Students 
continued to have positive attitudes toward the assessment 
types throughout the semester and did not prefer one type 
of assessment over the other. 

While students did not prefer traditional assessments 
over LATs, students were engaged in the online 
environment.  Students were positive about content in an 
online format and were engaged with both the course 

information and their peers.  Peer reviews and discussions 
demonstrated participation, and they seemed energized by 
these interactions, entering more information and 
responsive text than required.    

In a face-to-face classroom, the LATs can be used to 
flip classroom content.  Students could be held accountable 
to preview and complete learning events online before the 
class meets.  As a result, the instructor could begin class 
with an overview of the content and use the remainder of 
class time for product construction and deepening 
understanding of course information.  Application of the 
LATs provides feedback to the student in the learning 
process and assures students arrive in class ready to learn 
beyond a superficial experience.    

Active engagement with content is the most important 
part of learning.  While technology can assist with active 
learning, students should not spend hours learning new 
technological tools or become overwhelmed with 
technology requirements.  Technology should be 
appropriate and seamless, aiding in the teaching of new 
content.  If a new technology is applied, then clear, 
simplified instructions should be provided by the instructor.  
Time spent learning technology must be balanced against 
the time required to learn the course information.  Schramm 
(1977) suggested that learning is influenced more by the 
content and instructional strategy in the learning materials 
than by the type of technology used to deliver instruction.           

In the aftermath of COVID-19, effective online 
learning attracts the attention of educators around the 
globe.  Professional educators will continue to investigate 
new approaches for their students’ success, preschool 
through adult learners.  Assessment of learning must 
change in online environments, and LATs offer new 
options.  While the traditional online assessments continue 
to be effective, as this study shows, students appreciate a 
variety of assessment models.  LATs provide a fresh 
approach to the online assessment of learning and can be 
added to the educators’ toolbox as they continue to improve 
pedagogy in an ever-changing world.   
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