
CHAPTER 12  

Peer-Led Case Study Methodology 
in the Learning of Statistics 

Shiney John and Revathi Sagadavan 

The best thing about being a statistician is that you get to play in everyone 
else’s backyard. 

John Tukey (1977) 

Introduction 

Students in today’s classroom are not confined just to four walls (Bonk & 
Graham, 2012) and they are not willing to learn from just one subject 
expert. To illustrate this point, according to Roberts and Weaver (2006, 
p. 97) learning is now “leaving the classroom” and Johnson and Lomas 
(2005) concur that digital devices are turning any spaces outside the 
classroom into informal learning spaces. Learning today happens through
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collaboration, cooperation, and mutual sharing of knowledge. Technolo-
gies and many web-based tools have aided this new method of learning. 
Transformations that have happened in teaching and learning scenarios 
have linked students, instructors, resources and activities into a collabo-
rative learning environment, which redefines the teacher’s position and 
enables students to transform the learning process according to their 
individual needs (Chiriac & Granström, 2012; McClellan, 2015; Mejias, 
2006). Few studies have shown that collaborative active learning (CAL) 
increases engagement, alters learning attitudes, enhances self-efficacy and 
promotes collaboration (Baepler & Walker, 2014; Ge et al.,  2013; Park &  
Choi, 2014; Salter et al., 2013). Another study on active learning in 
science, engineering and mathematics shows a six-percentage average 
increase in student assessment results and a substantial reduction in the 
number of students failing (Freeman et al., 2014). The above studies 
suggest that CAL positively influences student learning. In a collabora-
tive learning environment, knowledge is shared or transmitted among 
learners as they work towards common learning goals, for example, a 
shared understanding of the subject in hand or providing a solution to 
a problem. To this end, Arvaja et al. (2007) added that it is not enough 
to cumulatively share knowledge, students have to construct and build on 
one another’s ideas and thoughts (Mercer, 1996) through collaborative 
activities like a mutual explanation, elaborative questioning and analytic 
reasoning. These changes enable a student-centred learning environment, 
which creates classrooms with minimal support from instructors, where 
they only facilitate and foster peer discussions. Nevertheless, according to 
Panadero and Järvelä (2015), collaboration alone does not always lead to 
effective group work. It has to be supported by a regulatory mechanism 
to increase students’ attention to the given tasks and group awareness. 
The mechanism also allows students to consolidate their learning aware-
ness by providing them a platform to set learning goals and monitor their 
learning processes (Lai, 2021). 

Introductory Statistics is an integral part of the undergraduate business 
course syllabus as students need to make inferences about a population 
parameter when faced with real-world business situations and challenges. 
The statistical concepts they learn together with the tools used in data 
analysis prepare students to deal with real-life situations as they become 
more skilled in teamwork, collaboration and communication. Hence, 
statistics instructors have to be more innovative in their teaching strate-
gies. Implementing active learning strategies using real-life situations
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helps encourage discovery learning and develop statistical reasoning and 
thinking skills. We allowed students to collect and analyse authentic data 
which meant that the learning tasks required students to reflect on real-
life consequences of the outcomes of the tasks given. In this chapter, we 
discuss specific collaborative active learning strategy used to teach hypoth-
esis testing, which can be implemented at the tertiary level to encourage 
active learning and collaboration among students. 

The CAL strategy discussed here is a combination of peer-led team 
learning and case study methodology which is addressed as peer-led case 
study methodology. This CAL strategy, that we deployed in our intro-
ductory statistics class, enabled the engagement of the whole class rather 
than a small group of students who actively participated by responding 
to the lecturer’s questions. This strategy is more than allocating tasks 
across the group and individual learning spaces as it encourages students 
to think independently (Tullis & Goldstone, 2020). Felder and Brent 
(2016) found that CAL strategies expect learners to perform meaningful 
learning activities and reflect upon how they solve statistical problems. 
Learning statistics using this strategy can be considered a major transfor-
mation from the traditional approach. Cousin (2010) and Reagan (2018) 
are of the view that students find hypothesis testing a troublesome and 
unpleasant concept where they have identified the difficulties students face 
when learning hypothesis testing. 

Over the years of teaching statistical hypothesis testing, we have 
observed that Introductory Statistics students struggle to develop a 
robust and connected understanding of the real meaning of statistical 
hypothesis testing. Though they can perform the procedures, students 
do not have a strong understanding of the concepts, the logic and 
uses of the methodology. This is especially noticeable when tests and 
assignments are conducted relating to hypothesis testing concepts. We 
observed that students face difficulties when they state the null and alter-
native hypotheses, make a hypothesis decision, compute the test statistic 
value and write the decision and conclusion statement. We successfully 
implemented peer-led case study methodology in our classroom prac-
tices to make the teaching and learning process more effective. Similarly, 
Carlson et al. (2016) have successfully conducted peer-led learning in 
a STEM discipline. Studies have shown that students have benefited 
from peer instruction (Trout et al., 2014) across many fields, including 
Physics (Pollock et al., 2010), Biology (Knight et al., 2013), Chemistry 
(Brooks & Koretsky, 2011), Calculus (Lucas, 2009), Computer Science
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(Porter et al., 2013), Entomology (Jones et al., 2012) and even Philos-
ophy (Butchart et al., 2009). This pedagogical approach shifts the focus 
from teacher-centered instruction to peer instruction which improves 
learners’ conceptual understanding, reduces student attrition in difficult 
courses (Lasry et al., 2008), decreases failure rates (Porter et al., 2013), 
improves students’ attendance (Deslauriers et al., 2011), and bolsters 
student engagement and attitudes to their respective course (Lucas, 
2009). Nevertheless, according to Mazur (1997) peer instruction—as 
used in our methodology—is a pragmatic transition from a teacher-
centered approach to an engaging active learning pedagogy. Specifically, 
during peer instruction students are in complete control of the learning 
process and they self-regulate the discussion (Arico & Lancaster, 2018). 
As such, they must negotiate meanings and be empowered to “talkback” 
in order to reconstruct understanding in accordance with their own terms 
(Green, 2019) as well as to afford them space to critique the institu-
tional conventions and underlying practices (Lillis, 2006). Our goal was 
to improve our students’ understanding of the concept of hypothesis 
testing by the end of a semester. 

The statistics course is a four-credit hour course which is conducted 
three times a week over a period of fourteen weeks. It is a supporting 
course required for Business major students at the university. Students 
usually take this course during their first or second year of study. Hypoth-
esis testing is a topic that is usually taught after teaching sampling 
distribution and estimation of confidence intervals. As such, students have 
the basic knowledge of inferential statistics. In our study, online self-check 
exercises were administered to gauge the students’ level of understanding 
with regards to estimation and confidence intervals. A medium-class size 
of 50 to 100 students were taught the topic of hypothesis testing, deliv-
ered in a blended mode for four weeks. Students had access to the notes 
and videos that showed the practical applications of hypothesis testing in 
Blackboard, the learning management system currently used at the univer-
sity. The students were expected to read the notes and watch the videos 
before attending the class the next day. For a CAL approach to be effec-
tive, students must have a strong sense of commitment and responsibility 
towards the group’s preparation which is essential for the learning process 
(Perumal, 2008).
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Peer-Led Case Study Methodology 

The class session commenced with an instructor-led briefing where the 
students gathered together for a detailed discussion regarding the infor-
mation sent on the learning management system and summarized what 
was expected to be completed by the end of four weeks. Since part 
of the course requirement was to complete a case-based group project, 
the instructors required the students to work as a group on a case that 
demands a high level of collaboration among peers. This is because 
learning together with peers in collaborative learning enables students 
to build a supportive community that can raise the performance of each 
student (Nokes-Malach et al., 2015). Peer instruction benefits not just 
the specific questions posed during the discussion but also improves 
accuracy in relation to similar problems encountered later (Smith et al., 
2009). The peer-led case study methodology is a pedagogical student-
centred approach that provides small group instruction led by peers. Each 
team member takes equal responsibility in guiding and mentoring group 
members to develop their understanding of the concepts. Students need 
to remember and recognize certain concepts in hypothesis testing before 
they can understand and apply them in an analysis to arrive at relevant 
conclusions. In the context of peer instruction, it is pertinent to acknowl-
edge the significance of self-assessment which according to Arico and 
Lancaster (2018) enables students to appraise their levels of knowledge 
and skills before engaging in peer instruction. In this regard, students 
learn more when they teach others. This is because when they reflect 
on observation of any inconsistencies, it may lead to improved learning 
(Kolb, 2015). 

The worksheets were used to prepare students for a case study 
adequately. The students were asked to form groups of 4-5 members 
before they attended the day’s class where they had to work as a group on 
the statistical topic designated for the day’s worksheet. They were allowed 
to choose their group members as they were aware of each other’s mastery 
of the subject and readiness. Therefore, they were able to work better 
together. By knowing the group capabilities, it enabled the instructors 
in providing the necessary guidance, support and ideas for the group in 
guiding them to the successful completion of their case study. Neverthe-
less, according to Zhang et al. (2016) homogeneous grouping where all 
members of a group have a similar knowledge base may hinder sharing of 
information because it is difficult to obtain “superior” knowledge from
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another member. Similarly, to enhance group-based learning through 
collaborative learning the cognitive load theory dictates the need to have 
an incomplete knowledge base so that students can interact to fill the 
knowledge gap (Retnowati et al., 2018; Sangin et al., 2011). 

Within our classes were students of mixed abilities. For this particular 
research, the learning style of the students in the class was estab-
lished by using a well-known instrument originally formulated by Felder 
and Silverman (1988). Knowing students’ learning styles was extremely 
beneficial as we were able to adjust our instructions leading to better class-
room management. It is noteworthy that for statistics, it is beneficial to 
design and implement student-centred approaches like blended learning, 
computer-aided instruction and role-play because these approaches are 
favoured by students of the Visual learning style which is positively corre-
lated to the Teaching Presence of the Community of Inquiry framework 
(Chang-Tik, 2018). Even though the students had different styles of 
learning, once the group was formed peer teaching encourage inde-
pendent learning. It strengthened their relationship with each other. 
They communicated well about their reasoning and also explained, 
described and reflected upon their knowledge. We noticed that students 
could do much more when they were in a group rather than on their 
own. They had benefited remarkably from peer instruction explanations, 
comments and discussions from their teammates (Chang-Tik, Chapter 3 
this volume). The conversations, interactions and explanations in group 
settings support intelligent collaborative learning activities that enhance 
group learning and provide essential support whenever necessary. If the 
students are in an environment where they can communicate freely, 
exchange ideas and contribute to the outcome, they will feel comfortable, 
and hence collaborative active learning may occur. After all, according to 
Hood et al. (2021), an environment that supports academic self-efficacy 
and social anxiety may significantly affect students’ engagement in an 
active learning situation (Cooper et al., 2017). Students were advised that 
the groups should also meet outside the classroom regularly to develop 
more understanding of the concepts and help build their problem-solving 
skills. 

Curran et al. (2013) used peer-led team learning as a collaborative 
learning technique that engaged students in problem-solving and found 
that students acquired significantly greater content mastery in statis-
tics compared to non-participating peers. In that study, students were 
advised not to focus on finding the correct answers to the task but on
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the problem-solving process itself, including conceptual understanding, 
communication skills, and teamwork. In the study, no specific roles 
were assigned to the group members. Berli (2018) concurred that this 
type of collaborative activity learning process offered a positive learning 
environment that helped build self-confidence and increased individual 
participation. In Roth et al. (2001) peer-led team learning model, team 
leaders were students who previously performed well in the course. We 
did not want a team leader to lead the activity as we wanted everybody 
in the team to be given equal importance and to participate without any 
sense of prejudice. We wanted our students to be responsible for their 
learning, to discuss and explain to the team members without any fear 
of their conceptual understanding and facilitate an active collaborative 
learning environment. This is in line with Fransen et al. (2011) findings 
that shared leadership is more beneficial to group learning than direc-
tive leadership which tends to limit discussion due to strong leadership. 
By implementing the peer-led case study model in learning the concepts 
of hypothesis testing, we noticed that students learned through experi-
ence, interacted with each other by facilitating discussions, and developed 
meaningful learning experiences. In a traditional classroom, higher-order 
thinking skills will not be achieved purely through a lecture delivered. 
This is because learning is not achieved by the transfer of knowledge but 
by achieving understanding through the integration of new concepts into 
prior knowledge, preferably through active participation both by students 
and instructors. 

Students in the group worked together as they gained knowledge 
and social skills by merging teamwork and individual accountability. It 
was noticed that even though the group members were individuals with 
various aptitudes, talents, and skills, they worked together to achieve an 
expected outcome. Each team member was responsible for learning the 
material and also for helping the other members of the team to learn. A 
sense of ownership of the activity’s outcome was developed among the 
students. The students’ actions are in line with the Social Interdepen-
dence Theory developed by Johnson and Johnson (2013), particularly, 
the elements of positive interdependence and individual accountability 
which are used to maximise the collaborative potential of the groups. 
In terms of the cognitive demands of the team in solving problems, 
the team members have to accommodate construction, co-construction 
and constructive conflicts among themselves in order to achieve mutu-
ally shared cognition (Van den Bossche et al., 2006). The instructor
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could notice that each group member ensured that everyone in the team 
understood and successfully completed the given task. This whole process 
gave the students a deeper understanding and better retention of the 
hypothesis concept. Forming groups allows students to develop trust, 
communicate opinions and views and in turn helps to reduce fear, anxiety, 
and nervousness (Gregersen, 2017). We believe that students who learn 
effectively in groups will encourage each other to ask questions, explain 
and justify their opinions, communicate well about their reasoning, 
describe and reflect upon their knowledge. In subsequent sections, we 
discuss how the peer-led case study methodology was implemented in 
four weeks linking worksheet activities with the case study. 

First Week---Worksheet Activities 

We were well aware that the basic elements of active learning are student 
activities and engagements in the learning process. Keeping this in mind, 
the topic of hypothesis testing was divided into many subtopics and 
the worksheet was designed accordingly. To successfully complete a case 
to be presented to the students from Week 2 onwards, the worksheet 
activities were designed to provide them specific skills needed to draw a 
conclusion after formulating and testing a hypothesis. Emphasis was given 
on applying theoretical knowledge gained to real-life situations so that 
their decision-making and problem-solving skills would be developed. 
Learning to use statistical inference concepts that emphasize estimation 
and hypothesis testing of means and proportions was part of the learning 
outcomes to be achieved by this course. Students need to know certain 
specific procedures to arrive at the correct conclusion when solving a 
hypothesis testing question. Questions in the worksheets guided them on 
the appropriate methods. A typical worksheet contained mostly real-life 
application questions related to each procedure. To ensure the procedures 
were correctly done, null and alternative hypotheses should be stated 
correctly. A few questions were assigned to emphasize the importance 
of this step. An example is given below: 

Question: The average room rate in hotels in Malaysia is $200 per night. 
A tour operator believes that the average room rate in hotels near Kuala 
Lumpur International Airport is higher or different.
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The students discussed and peer instructed one another in groups to 
propose the null and alternative hypotheses. The instructors had expe-
rience dealing with students’ misconceptions regarding the null and 
alternative hypotheses through the assessments given. To correct this 
misconception, a few questions of the same format were given in the 
worksheets. They were guided with the help of examples to distinguish 
between the sample mean and population mean and the symbols used 
to differentiate the null and alternative hypotheses. After discussing and 
working together through peer instruction on these questions, students 
became well-versed in writing null and alternative hypotheses suitable for 
the situation. Nevertheless, they were encouraged to refer to the instruc-
tors for guidance but not answers when they were doubtful. Once the 
worksheet was done, another worksheet was distributed, allowing them to 
master the next step collaboratively where they argued and defended their 
responses. Importantly, they were empowered to “talk back” in order 
to reconstruct understanding in their own terms (Green, 2019) partic-
ularly where their responses differed from the group consensus. The peer 
instruction practiced here allowed students to have complete control of 
the learning process and they both co- and self-regulate the discussion 
(Arico & Lancaster, 2018). The alternative hypothesis stated in this work-
sheet required the students to decide the tails of the test. Appropriate 
activities through peer instruction and discussions allowed them to gain a 
better understanding of the step. The critical value approach and p-value 
approach followed as the knowledge of this concept is essential to arrive 
at the correct decision of whether to reject or not reject the null hypoth-
esis. This was followed by a conclusion that allowed the students to make 
an inference about the population. The worksheets that were provided 
helped in mastering all these procedures. 

All the processes mentioned above were repeated until the students 
mastered all the hypothesis testing procedures. The peer-led discussion 
was encouraged with minimal intervention from the instructors. The 
instructors offered encouragement, feedback and positive reinforcement, 
but they did not directly teach, tutor, or confirm the answers provided by 
the students. Instead, they asked scaffolding questions to assess students’ 
learning and help to guide students toward solving the problems on their 
own. For example, the questions assisted in clarifying any misconceptions 
and also in ensuring students progressed towards an understanding of the 
subsequent concepts. In addition, the scaffolding questions also provide 
opportunities for students to think of the relevancy of the responses and
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to check whether they are aligned with the hypothesis testing concepts 
(Ortega & Jambaya, Chapter 9 this volume). If the students were unsure 
of any procedures, the instructors encouraged more discussions, allowing 
learning opportunities through sharing of ideas, arguments and elabo-
rative questioning from more capable team members. Students had to 
understand the situation clearly and with proper discussion, came to 
a commonly agreed co-shared solution whereby everyone was equally 
responsible for the outcome attained. Students were constantly reminded 
that the focus was on their responses and not correct answers. This 
approach was to encourage more participation and to take away any fears 
of not knowing the correct answers and to avoid students staying silent 
and being non- participative. Based on the above actions, the instructors 
just led them to the right path with minimal intervention. 

There was a structure for the students to work on and encour-
agement was provided while they made progress. The design of the 
worksheets allowed the student to build knowledge through incremental 
steps starting from the basics of stating the correct null and alterna-
tive hypotheses to finally drawing a correct conclusion. In this manner, 
the new knowledge that the students attained from the worksheets was 
based on the previous knowledge they acquired, which helped them to 
make connections. Thus, the student’s interest and motivation to learn 
the topic increased. Open discussion among peers allowed students to 
guide the ongoing conversation without fear. The open communication 
among the team members that we observed in the class supported a 
healthy class environment which heightened student engagement and 
reduced social anxiety. The students had authority and individual account-
ability and felt relaxed to continue with their work as they did not face 
any barrier or obstruction from the instructors. This is possible because, 
through peer instruction, they control the learning process and co- and 
self-regulate the discussion (Arico & Lancaster, 2018). Another inter-
esting aspect noticed during these peer-led teaching sessions is that some 
team members became ‘experts’ on a particular topic and that members 
started teaching other members in line with the view that this approach 
embraces Vygotsky’s Zone of Proximal Development where the develop-
ment level of individual may be higher depending on peer support (Yildiz 
Durak, 2022). In addition, according to Van den Bossche et al. (2006), 
task cohesion, interdependence, psychological safety and group potency 
are crucial interpersonal contexts needed for engagement in team learning 
which may lead to higher perceived team effectiveness. The discussion
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on the worksheets among the peers promoted learning which saw many 
meaningful information rich discussions led by team members in line 
with the positive interdependence element of the Social Interdependence 
Theory (Johnson & Johnson, 2013). The mutual respect given to each 
other’s opinions was noteworthy and students realised that by working 
together on an activity made the job easier in the true spirit of shared 
leadership. This was evident in the last activity which combined all the 
procedures needed to solve a hypothesis test question. Let us have a look 
at one of the examples given. 

Question: It was reported that the average starting salary of all graduates 
with a master’s degree two years ago was $4,300. The sample mean and 
sample standard deviation of the starting salaries of a random sample of 
50 graduates with a master’s degree last year was $4,100 with a sample 
standard deviation of $400. Test at 1% level of significance whether there 
is sufficient evidence to show that the mean starting salary of all graduates 
with master’s degree last year is less than the mean of all graduates with 
master’s degree two years ago? 

By the time this worksheet was given to the students, most group 
members were well versed with the necessary procedures needed to solve 
the activity offered. The instructors noted that the majority of the group 
members had a firm grasp of the concepts at hand, they learned together 
and when needed, they assisted a few group members in clarifying some 
misconceptions. Practice time given in the class helped the students to 
reinforce the concepts through group-based learning where they were 
collectively accountable for the outcome of the activity. 

The students were ready to work with the case study now as they 
understood the use and necessity of hypothesis testing procedures which 
allowed them to test claims regarding a characteristic of a population 
based on sample evidence and probability. The worksheet activities had 
prepared them to read and identify the details necessary to answer the 
questions required by the given circumstances. They were trained to check 
and draw out information needed to complete the analysis of real-life situ-
ations. They were actively involved in the group discussions inside and 
outside the classroom where they shared their opinions, ideas and knowl-
edge. In the weeks that followed, they worked with the sample data they 
collected and used the statistical tools learned to analyse it.
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Second Week---Case Study Preparation 

Students were expected to develop an idea to work on a particular case 
where they could relate or carry out the analysis based on the hypoth-
esis testing concept. They were advised to look for something around 
them so that data could be collected easily. Real-life scenarios and case 
studies that used hypothesis testing concepts had already been given to 
the students using notes and videos in the first week. Students were 
expected to use Wiki in the Blackboard (Learning Management System 
(LMS) used by the university) to discuss and agree on the case they 
would like to carry out. Wikis promote active learning where students can 
actively participate in educational activities. Wiki helps to support collab-
orative learning activity among group members by making it possible for 
them to contribute towards a jointly assessed outcome, which supports 
inquiry-based learning and the co-construction of knowledge (Yukawa, 
2006) as well as the internalisation and externalisation of knowledge 
(Cress & Kimmerle, 2008). 

Additionally, Wiki supported the collaborative learning environment, 
which nurtured online and offline collaboration, making it possible 
to work on the case outside the classroom, developing collaborative 
networks among peers which facilitated and assessed peer feedback and 
most importantly managed team performance (Ben-Zvi, 2007). Students 
took into consideration their peers’ responses and appropriate changes 
were made. Team members used the “discussion page” to facilitate 
and promote discussions and to explore possibilities, thus forming a 
community of collaboration. In this community, students internalise the 
information available in Wiki and subsequently integrate it to develop 
new knowledge (Cress & Kimmerle, 2008). The features in Wiki allowed 
the group members to rewrite or reorganize the content. The instruc-
tors were in touch through the LMS emailing system to guide students’ 
queries and to provide socio-constructivist feedback. This process helped 
students to think out of the box and to collaboratively react to the feed-
back to arrive at a shared consensus. Sample videos on the application of 
hypothesis testing such as salary comparison based on gender, the horse-
power of different brand cars, etc., were given to students in the Week 
1 content posted on Blackboard. These videos allowed the students to 
understand and use the p-value approach in analyzing the data. The deci-
sion and conclusion of the case needed to be clearly stated based on the 
requirements of the test.
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Third Week---Case Study Brainstorming 

Each group had a personal discussion with the instructors. During the 
meeting, students had a brainstorming session regarding the case study 
with the instructors in an atmosphere of staff-student partnership. Specif-
ically, in the first week, the students had already discussed and collectively 
agreed upon the case they were planning to conduct through group-
based self-assessment as to why the case was a simple one with an easy 
data collection process. Consequently, in the partnership together with 
the instructors, they co-assessed the suitability and the scope of the case 
study. If it had a wide scope, then the instructors narrowed it down so 
that the case study could be completed within the time frame given. This 
partnership strengthened the students’ self-regulating process and enabled 
them to become more active in their learning (Deeley & Brown, 2014). 
The students had to submit the finalized case in a week. There were some 
cases where the study was not suitable to be conducted. For example, 
a group came up with an idea to conduct a study on food preference 
by university students. This study was not appropriate as they dealt with 
categorical variables, whereas for hypothesis testing we needed numerical 
variables. There were cases where students were too ambitious on the 
sample size. Lack of experience and exposure on data collection could 
have led them to choose a big sample. The instructors wanted them to 
collect data easily so that they wouldn’t lose motivation and lament that 
they would not finish the work within the time allocated. So, during the 
brainstorming session, the instructors guided them in the correct direc-
tion and instructions. If the case was rejected appropriate guidance was 
given, for example on the type of variables to be considered. 

Once they got the approval from the instructors, they prepared a 
simple questionnaire which helped them to start with the data collection. 
The students were expected to collect their data within a week. At the 
same time, they worked on a short report on the preparation of the case 
study they were conducting, which was graded. Continuous discussion 
among the group members on data collection, data analysis and report 
writing took place in Wiki. Therefore, even though the report was graded, 
the collaboration in Wiki aided student learning. This platform was very 
useful to conduct this case study as it made the quantity and quality of 
each group member’s contributions more transparent and hence encour-
aged participation. The team members could add comments, share ideas, 
commence discussions and post their feedback on the Wiki page. The
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students considered the responses of their peers and it was found that it 
enhanced learning when they challenged one another’s ideas and debated 
on other alternatives. This process allowed the instructors to monitor the 
students’ work from time to time and helped identify the group’s sleeping 
partners who were not contributing to the group effort. It also gave an 
idea to see whether the team members were on the right track, whether 
they were doing their designated job and the data collection done by 
individual members. The instructors could also use Wiki’s “My Contri-
bution” page to evaluate each student’s contributions to the activities 
and discussions. The main aim of this evaluation process was to miti-
gate the free rider’s problem which according to Abernethy and Lett 
(2005) and Kayes et al. (2005) may cause students to feel frustrated over 
the grades received for group work. From time to time, the instructors 
provide appropriate feedback, which allows an increased understanding of 
the topic. It helped us ensure that everybody was in line with the objec-
tive and this in turn helped make the case study a success. To this end, 
Zheng et al. (2022) added that personalized feedback may significantly 
improve the students’ collaborative knowledge-building level and better 
co-regulate the behavioural patterns of the group members. 

Fourth Week---Case Study Findings 

Students as a group submitted a report and also presented their find-
ings by using Microsoft PowerPoint. Presentation skills shown by the 
group members were taken into consideration in the marking criteria. The 
instructors and other group members were encouraged to give construc-
tive comments on their peers’ presentations. The evaluation rubric 
focused on the structure of the final report, data collection method, data 
analysis, and recommendations and conclusions. To this end, the instruc-
tors set clear learning outcomes and performance criteria (rubric) in the 
activities. The criteria in the rubric and the expectations of the learning 
outcomes were explained to the students to enable them to self-regulate 
their learning. Furthermore, each group was also given a different rubric 
or marking sheet to evaluate their group members’ contributions. This 
rubric checked whether the team members attended meetings regularly, 
contributed meaningfully to discussions, completed the designated job on 
time and contributed cooperatively to the successful completion of the 
project. This encouraged students to be engaged throughout the sessions 
and gave a better idea of the topics of discussion. As explained earlier,
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it was not about the right answers, but about the understanding of the 
concept and the decision-making process. 

During the activity, group members maintained a learning atmo-
sphere. To illustrate, when some group members asked questions to seek 
further clarifications of the findings, the more capable members were seen 
explaining the concepts and helping others who had difficulty under-
standing in line with the peer instruction practices. This activity mirrors 
the role of instructors acting as a guide and emphasizes the importance 
of selecting relevant learning materials to support active student partici-
pation. We noticed that after this activity, the students performed better 
in other topics and developed an enthusiasm for learning statistics. These 
batch of students performed better specifically in the topic of hypoth-
esis testing compared with the previous semester students who learned 
it in a traditional setting. We found that the students had better confi-
dence in approaching this particular topic in statistics and this in turn had 
motivated us to design the consequent topics using collaborative active 
learning strategies. We believe this approach can be implemented in any 
other courses and hence, it can increase students’ confidence, effectively 
support the students’ ability to solve problems, generate new knowledge 
through discussion between peers and improve students’ understanding. 

Conclusion 

We have explained and described the positive impact of implementing 
collaborative active learning (CAL) using peer-led case study method-
ology in an Introductory Statistics class and it has shown that CAL 
strategy has improved students’ performance in the subject, increased 
learner engagement and enhanced learning outcomes in Statistics. This 
strategy is time-consuming yet it gives a very positive improvement in 
students’ understanding of the application of hypothesis testing theory 
in the decision-making process. The planning started a semester ago, 
approximately three months, choosing appropriate materials and method-
ology. The worksheet materials need to be challenging, relevant to the 
topic, directly related to the notes posted on LMS, and suitable for 
working in a small group. This is because when the learning materials 
are designed with proper interaction, they may influence the quality of 
information exchange leading to a higher level of cognitive processing 
by the students (Wang et al., 2018). More than that, students become 
more confident and comfortable with their peers and the instructors.
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As instructors, we felt that the students had an excellent opportunity 
to work together with instructors and classmates and obtained a posi-
tive, unforgettable experience by playing an essential role in assisting 
their peers through a seemingly difficult course. We observed that the 
students became more engaged. They interacted by using real data, incor-
porated active learning, emphasized conceptual understanding rather than 
memorization, enhanced their written and oral communication skills, 
learned to work as part of a team and provide constant feedback. Further-
more, the feedback provided by the instructor, which followed the peer 
discussion, guided the students and helped improve their performance 
and also corrected their misconceptions which benefited their learning. 
This CAL strategy has allowed an opportunity to form a staff-student 
partnership which enabled students to become more active and self-
regulated learners (Deeley & Brown, 2014). Consequently, through this 
partnership, students can respond and reflect upon information together 
with their instructors and peers leading to more enriched learning and 
significant constructive feedback. 

To increase the use of active learning, instructors must be allowed 
to choose and implement appropriate instructional strategies for their 
class size, instructional goals and teaching preferences in a constructive 
way. The CAL strategy, such as peer-led case study methodology where 
students have meaningful discussions facilitated by their peers, has helped 
students learn the content in a more meaningful and more profound 
way. Additionally, as a collaborative active learning strategy, peer-led case 
study methodology assists in students learning together and also changes 
the role of the teacher from knowledge giver to a facilitator of learning. 
It creates and provides a more interactive and active learning environ-
ment that promotes communication and collaborative learning among the 
students throughout the semester. 

References 

Abernethy, A., & Lett, W. (2005). You are fired! A method to control and sanc-
tion free riding in group assignments. Marketing Education Review, 15(1), 
47–54. https://doi.org/10.1080/10528008.2005.11488891 

Arico, F. R., & Lancaster, S. J. (2018). Facilitating active learning and enhancing 
student self-assessment skills. International Review of Economics Education, 
29(2018), 6–13. https://doi.org/10.1016/j.iree.2018.06.002

https://doi.org/10.1080/10528008.2005.11488891
https://doi.org/10.1016/j.iree.2018.06.002


12 PEER-LED CASE STUDY METHODOLOGY … 311

Arvaja, M., Salovaara, H., Hakkinen, P., & Jarvela, S. (2007). Combining 
individual and group-level perspectives for studying collaborative knowledge 
construction in context. Learning and Instruction, 17 (4), 448–459. https:// 
doi.org/10.1016/j.learninstruc.2007.04.003 

Baepler, P., & Walker, J. D. (2014). Active learning classrooms and educa-
tional alliances: Changing relationships to improve learning. New Directions 
for Teaching and Learning, 2014(137), 27–40. https://doi.org/10.1002/tl. 
20083 

Ben-Zvi, D. (2007). Using Wiki to promote collaborative learning in statistics 
education. Technology Innovations in Statistics Education, 1(1). https://doi. 
org/10.5070/T511000029 

Berli, A. (2018). Multiple studies: The influence of collaborative learning 
approach on Indonesian secondary high school students’ English-speaking 
skills. English Language Teaching Educational Journal, 1(3), 149–160. 
https://doi.org/10.12928/eltej.v1i3.143 

Bonk, C. J., & Graham, C. R. (2012). The handbook of blended learning: Global 
perspectives, local designs. John Wiley & Sons. 

Brooks, B. J., & Koretsky, M. D. (2011). The influence of group discus-
sion on students’ response and confidence during peer instruction. Journal 
of Chemistry Education, 88(11), 1477–1484. https://doi.org/10.1021/ed1 
01066x 

Butchart, S., Handfield, T., & Restall, G. (2009). Using peer instruction to 
teach philosophy, logic and critical thinking. Teaching Philosophy, 32(1), 1–40. 
https://doi.org/10.5840/teachphil20093212 

Carlson, K., Celotta, D. T., Curran, E., Marcus, M., & Loe, M. (2016). 
Assessing the impact of a multi-disciplinary peer led-team learning program on 
undergraduate STEM education. Journal of University Teaching & Learning 
Practice, 13(1), 5. https://files.eric.ed.gov/fulltext/EJ1097251.pdf 

Chang-Tik, C. (2018). Impact of learning styles on the community of 
inquiry presences in multi-disciplinary blended learning environments. Inter-
active Learning Environments, 26(6), 827–838. https://doi.org/10.1080/ 
10494820.2017.1419495 

Chiriac, E. H., & Granström, K. (2012). Teachers’ leadership and students’ expe-
rience of group work. Teachers and Teaching, 18(3), 345–363. https://doi. 
org/10.1080/13540602.2012.629842 

Cooper, K. M., Ashley, M., & Brownell, S. E. (2017). Using expectancy value 
theory as a framework to reduce student resistance to active learning: A proof 
of concept. Journal of Microbiology & Biology Education, 18(2), e18.2.32. 
https://doi.org/10.1128/jmbe.v18i2.1289 

Cousin, G. (2010). Neither teacher-centered not student-centered: threshold 
concepts and research partnerships. Journal of Learning Development in

https://doi.org/10.1016/j.learninstruc.2007.04.003
https://doi.org/10.1016/j.learninstruc.2007.04.003
https://doi.org/10.1002/tl.20083
https://doi.org/10.1002/tl.20083
https://doi.org/10.5070/T511000029
https://doi.org/10.5070/T511000029
https://doi.org/10.12928/eltej.v1i3.143
https://doi.org/10.1021/ed101066x
https://doi.org/10.1021/ed101066x
https://doi.org/10.5840/teachphil20093212
https://files.eric.ed.gov/fulltext/EJ1097251.pdf
https://doi.org/10.1080/10494820.2017.1419495
https://doi.org/10.1080/10494820.2017.1419495
https://doi.org/10.1080/13540602.2012.629842
https://doi.org/10.1080/13540602.2012.629842
https://doi.org/10.1128/jmbe.v18i2.1289


312 S. JOHN AND R. SAGADAVAN

Higher Education, 2. https://journal.aldinhe.ac.uk/index.php/jldhe/article/ 
view/64/41 

Cress, U., & Kimmerle, J. (2008). A systemic and cognitive view on collaborative 
knowledge building with wikis. Computer-Supported Collaborative Learning, 
3(2), 105–122. https://doi.org/10.1007/s11412-007-9035-z 

Curran, E. M., Carlson, K., & Celotta, D. L. T. (2013). Changing attitudes and 
facilitating understanding in the undergraduate statistics classroom: A collabo-
rative learning approach. Journal of the Scholarship of Teaching and Learning, 
13(2), 49–71. https://files.eric.ed.gov/fulltext/EJ1011702.pdf 

Deeley, S. J., & Brown, R. A. (2014). Learning through partnership in assess-
ment. Teaching and Learning Together in Higher Education, 1(13). https:// 
repository.brynmawr.edu/cgi/viewcontent.cgi?article=1107&context=tlthe 

Deslauriers, L., Schelew, E., & Wieman, C. (2011). Improved learning in a 
large: Enrollment physics class. Science, 332(1), 862–864. https://doi.org/ 
10.1126/science.1201783 

Felder, R., & Brent, R. (2016). Teaching and learning STEM: A practical guide. 
Jossey-Bass. 

Felder, R. M., & Silverman, L. K. (1988). Learning and teaching styles in 
engineering education. Engineering Education, 78(7), 674–681. 

Fransen, J., Kirschner, P. A., & Erkens, G. (2011). Mediating team effectiveness 
in the context of collaborative learning: The importance of team and task 
awareness. Computers in Human Behavior, 27 (2011), 1103–1113. https:// 
doi.org/10.1016/j.chb.2010.05.017 

Freeman, S., Eddy, S., McDonough, M., Smith, M., Okoroafor, N., Jordt, H., & 
Wenderoth, M. (2014). Active learning increases student performance in 
science, engineering, and mathematics. Proceedings of the National Academy of 
Science, 111(23), 8410–8415. https://doi.org/10.1073/pnas.1319030111 

Ge, X., Yang, Y. J., Liao, L., & Wolfe, E. G. (2013). Perceived affordances of 
a technology-enhanced active learning classroom in promoting collaborative 
problem solving. In Paper presented at IADIS international conference on 
cognition and exploratory learning in digital age (CELDA 2013) (pp. 359– 
362). Fort Worth, TX. 

Green, S. (2019). What students don’t make of feedback in higher education: An 
illustrative study. Journal of English for Academic Purposes, 38(2019), 83–94. 
https://doi.org/10.1016/j.jeap.2019.01.010 

Gregersen, T. (2017). Improving the interaction of communicatively anxious 
students using cooperative learning. Lenguas Modernas, 26–27 , 119–133. 
https://revistas.uchile.cl/index.php/LM/article/viewFile/45488/47555. 

Hood, S., Barrickman, N., Djerdjian, N., Farr, M., Magner, S., Roychowd-
hury, H., Gerrits, R., Lawford, H., Ott, B., Ross, K., Paige, O., Stowe, S., 
Jensen, M., & Hull, K. (2021). I like and prefer to work alone: Social anxiety,

https://journal.aldinhe.ac.uk/index.php/jldhe/article/view/64/41
https://journal.aldinhe.ac.uk/index.php/jldhe/article/view/64/41
https://doi.org/10.1007/s11412-007-9035-z
https://files.eric.ed.gov/fulltext/EJ1011702.pdf
https://repository.brynmawr.edu/cgi/viewcontent.cgi?article=1107&amp;context=tlthe
https://repository.brynmawr.edu/cgi/viewcontent.cgi?article=1107&amp;context=tlthe
https://doi.org/10.1126/science.1201783
https://doi.org/10.1126/science.1201783
https://doi.org/10.1016/j.chb.2010.05.017
https://doi.org/10.1016/j.chb.2010.05.017
https://doi.org/10.1073/pnas.1319030111
https://doi.org/10.1016/j.jeap.2019.01.010
https://revistas.uchile.cl/index.php/LM/article/viewFile/45488/47555


12 PEER-LED CASE STUDY METHODOLOGY … 313

academic self-efficacy, and students’ perceptions of active learning. CBE Life 
Sciences Education, 20(1), 12. https://doi.org/10.1187/cbe.19-12-0271 

Johnson, C., & Lomas, C. P. (2005). Design of the learning space: learning 
and design principles. EDUCAUSE Review, 40(4), 16–28. https://bit.ly/3k0 
Akn6 

Johnson, D. W., & Johnson, F. P. (2013). Joining together: Group theory and 
group skills (11th ed.). Allyn and Bacon. 

Jones, M. E., Antonenko, P, D., & Greenwood, C. M. (2012). The impact of 
collaborative and individualized student response system strategies on learner 
motivation, metacognition and knowledge transfer. Journal of Computer 
Assisted Learning, 28(5), 477–487. https://doi.org/10.1111/j.1365-2729. 
2011.00470.x 

Kayes, A., Kayes, C., & Kolb, D. (2005). Experiential learning in teams. Simu-
lation and Gaming, 36(3), 330–354. https://doi.org/10.1177/104687810 
5279012 

Knight, J. K., Wise, S. B., & Southard, K. M. (2013). Understanding clicker 
discussions: Student reasoning and the impact of instructional cues. CBE-
Life Sciences Education, 12, 645–654. https://doi.org/10.1187/cbe.13-05-
0090 

Kolb, D. A. (2015). Experiential learning: Experience as the source of learning 
and development (2nd ed.). Pearson Education. 

Lai, C.-L. (2021). Effects of the group-regulation promotion approach on 
students’ individual and collaborative learning performance, perceptions of 
regulation and regulation behaviours in project-based tasks. British Journal of 
Educational Technology, 52(6), 2278–2298. https://doi.org/10.1111/bjet. 
13138 

Lasry, N., Mazur, E., & Watkins, J. (2008). Peer Instruction: From Harvard 
to the two-year college. American Journal of Physics, 76(11), 1066–1069. 
https://doi.org/10.1119/1.2978182 

Lillis, T. (2006). Moving towards an ‘academic literacies’ pedagogy: Dialogues 
of participation. In L. Ganobscik -Williams (Ed.), Teaching academic writing 
in UK higher education (pp 30–45). Palgrave Macmillan. 

Lucas, A. (2009). Using peer instruction and i-clickers to enhance student partic-
ipation in calculus. Primus, 19(3), 219–231. https://doi.org/10.1080/105 
11970701643970 

Mazur, E. (1997). Peer instruction: A user’s manual. Prentice Hall. 
McClellan, C. (2015). Teamwork, collaboration, and cooperation as a student 

learning outcome for undergraduates. Assessment Update, 28(1), 5–15. 
https://doi.org/10.1002/au.30045 

Mejias, U.A. (2006). Teaching social software with social software. Innovate: 
Journal of Online Education, 2(5), 2. http://www.innovateonline.info/index. 
php?view=article&id=260.

https://doi.org/10.1187/cbe.19-12-0271
https://bit.ly/3k0Akn6
https://bit.ly/3k0Akn6
https://doi.org/10.1111/j.1365-2729.2011.00470.x
https://doi.org/10.1111/j.1365-2729.2011.00470.x
https://doi.org/10.1177/1046878105279012
https://doi.org/10.1177/1046878105279012
https://doi.org/10.1187/cbe.13-05-0090
https://doi.org/10.1187/cbe.13-05-0090
https://doi.org/10.1111/bjet.13138
https://doi.org/10.1111/bjet.13138
https://doi.org/10.1119/1.2978182
https://doi.org/10.1080/10511970701643970
https://doi.org/10.1080/10511970701643970
https://doi.org/10.1002/au.30045
http://www.innovateonline.info/index.php?view=article&amp;id=260
http://www.innovateonline.info/index.php?view=article&amp;id=260


314 S. JOHN AND R. SAGADAVAN

Mercer, N. (1996). The quality of talk in children’s collaborative activity in class-
room. Learning and Instruction, 6(4), 359e377. https://doi.org/10.1016/ 
S0959-4752(96)00021-7 

Nokes-Malach, T. J., Richey, J. E., & Gadgil, S. (2015). When is it better to 
learn together? Insights from research on collaborative learning. Educational 
Psychology Review, 27 (4), 645–656. https://doi.org/10.1007/s10648-015-
9312-8 

Panadero, E., & Järvelä, S. (2015). Socially shared regulation of learning: A 
review. European Psychologist, 20(3), 190–203. https://doi.org/10.1027/ 
1016-9040/a000226 

Park, E. L., & Choi, B. K. (2014). Transformation of classroom spaces: Tradi-
tional versus active learning classroom in colleges. Higher Education, 68(5), 
749–771. https://doi.org/10.1007/s10734-014-9742-0 

Perumal, J. (2008). Student resistance and teacher authority: The demands and 
dynamics of collaborative learning. Journal of Curriculum Studies, 40(3), 
381–398. https://doi.org/10.1080/00220270701724570 

Pollock, S.J., Chasteen, S.V., Dubson, M., & Perkins, K, K. (2010). The use of 
concept tests and peer instruction in upper division physics. In M. Sabella, 
C. Singh, and S. Rebello (Eds.), AIP conference proceedings (Vol. 1289). AIP 
Press. 

Porter, L., Bailey-Lee, C., & Simon, B. (2013). Halving fail rates using peer 
instruction: A study of four computer science courses. In SIGCSE’13: Proceed-
ings of the 44th, ACM technical symposium on computer science education 
(pp. 177–182). ACM Press. 

Reagan, A. R. (2018). Teaching undergraduate social statistics online: A class-
room assessment of instructional interventions to reduce statistics anxiety 
and facilitate student success. Journal of Education and Social Policy, 5(4), 
186–196. https://doi.org/10.30845/jesp.v5n4p22 

Retnowati, E., Ayres, P., & Sweller, J. (2018). Collaborative learning effects 
when students have complete or incomplete knowledge. Applied Cognitive 
Psychology, 32(6), 681–692. https://doi.org/10.1002/acp.3444 

Roberts, S., & Weaver, M. (2006). Spaces for learners and learning: Eval-
uating the impact of technology-rich learning spaces. New Review of 
Academic Librarianship, 12(2), 95–107. https://doi.org/10.1080/136145 
30701330380 

Roth, V., Goldstein, E., & Marcus, G. (2001). Peer-led team learning: A 
handbook for leaders. Prentice Hall. 

Salter, D., Thomson, D. L., Fox, B., & Lam, J. (2013). Use and evaluation 
of a technology-rich experimental collaborative classroom. Higher Educa-
tion Research & Development, 32(5), 805–819. https://doi.org/10.1080/ 
07294360.2013.777033

https://doi.org/10.1016/S0959-4752(96)00021-7
https://doi.org/10.1016/S0959-4752(96)00021-7
https://doi.org/10.1007/s10648-015-9312-8
https://doi.org/10.1007/s10648-015-9312-8
https://doi.org/10.1027/1016-9040/a000226
https://doi.org/10.1027/1016-9040/a000226
https://doi.org/10.1007/s10734-014-9742-0
https://doi.org/10.1080/00220270701724570
https://doi.org/10.30845/jesp.v5n4p22
https://doi.org/10.1002/acp.3444
https://doi.org/10.1080/13614530701330380
https://doi.org/10.1080/13614530701330380
https://doi.org/10.1080/07294360.2013.777033
https://doi.org/10.1080/07294360.2013.777033


12 PEER-LED CASE STUDY METHODOLOGY … 315

Sangin, M., Molinari, G., Nüssli, M.-A., & Dillenbourg, P. (2011). Facilitating 
peer knowledge modeling: Effects of a knowledge awareness tool on collabo-
rative learning outcomes and processes. Computers in Human Behavior, 27 (3), 
1059–1067. https://doi.org/10.1016/j.chb.2010.05.032 

Smith, M. K., Wood, W, B., Krauter, K., & Knight, J. K. (2011). Combining 
peer discussion with instructor explanation increases student learning from 
in-class concept questions. CBE-Life Sciences Education, 10(1), 55–63. 

Smith, M. K., Wood, W. B., Adams, W. K., Wieman, C., Knight, J. K., Guild, 
N., & Su, T. T. (2009). Why peer discussion improves on in-class concept 
questions. Science, 323(5910), 122–124. https://doi.org/10.1126/science. 
1165919 

Trout, M. J., Borges, N., & Koles, P. (2014). Modified peer instruction improves 
examination scores in pharmacology. Medical Education, 48(11), 1112–1113. 
https://doi.org/10.1111/medu.12590 

Tullis, J. G., & Goldstone, R. L. (2020). Why does peer instruction benefit 
student learning? Cognitive Research, 5, 15. https://doi.org/10.1186/S41 
235-020-00218-5 

Van Boxtel, C., Van Der Linden, J., & Kanselaar, G. (2000). Collaborative 
learning tasks and the elaboration of conceptual knowledge. Learning and 
Instruction, 10(4), 311–330. https://doi.org/10.1016/S0959-4752(00)000 
02-5 

Van den Bossche, P., Gijselaers, W., Segers, M., & Kirschner, P. A. (2006). Social 
and cognitive factors driving teamwork in collaborative learning environments. 
Small Group Research, 37 (5), 490–521. https://doi.org/10.1177/104649 
6406292938 

Wang, C., Fang, T., & Miao, R. (2018). Learning performance and cognitive 
load in mobile learning: Impact of interaction complexity. Journal of Computer 
Assisted Learning, 34(6), 917–927. https://doi.org/10.1111/jcal.12300 

Yildiz Durak, H. (2022). Flipped classroom model applications in computing 
courses: Peer- assisted groups, collaborative group and individual learning. 
Computer Applications in Engineering Education. https://doi.org/10.1002/ 
cae.22487 

Yukawa, J. (2006). Co-reflection in online learning: Collaborative critical 
thinking as narrative. International Journal of Computer-Supported Collab-
orative Learning, 1(2), 203–228. https://doi.org/10.1007/s11412-006-
8994-9 

Zhang, L., Kalyuga, S., Lee, C., & Lei, C. (2016). Effectiveness of collaborative 
learning of computer programming under different learning group formations 
according to students’ prior knowledge: A cognitive load perspective. Journal 
of Interactive Learning Research, 27 (2), 171–192. https://doi.org/10.1016/ 
j.chb.2010.03.038

https://doi.org/10.1016/j.chb.2010.05.032
https://doi.org/10.1126/science.1165919
https://doi.org/10.1126/science.1165919
https://doi.org/10.1111/medu.12590
https://doi.org/10.1186/S41235-020-00218-5
https://doi.org/10.1186/S41235-020-00218-5
https://doi.org/10.1016/S0959-4752(00)00002-5
https://doi.org/10.1016/S0959-4752(00)00002-5
https://doi.org/10.1177/1046496406292938
https://doi.org/10.1177/1046496406292938
https://doi.org/10.1111/jcal.12300
https://doi.org/10.1002/cae.22487
https://doi.org/10.1002/cae.22487
https://doi.org/10.1007/s11412-006-8994-9
https://doi.org/10.1007/s11412-006-8994-9
https://doi.org/10.1016/j.chb.2010.03.038
https://doi.org/10.1016/j.chb.2010.03.038


316 S. JOHN AND R. SAGADAVAN

Zheng, L., Zhong, L., & Niu, J. (2022). Effects of personalised feedback 
approach on knowledge building, emotions, co-regulated behavioural patterns 
and cognitive load in online collaborative learning. Assessment & Evaluation 
in Higher Education, 47 (1), 109–125. https://doi.org/10.1080/02602938. 
2021.1883549

https://doi.org/10.1080/02602938.2021.1883549
https://doi.org/10.1080/02602938.2021.1883549

	12 Peer-Led Case Study Methodology in the Learning of Statistics
	Introduction
	Peer-Led Case Study Methodology
	First Week—Worksheet Activities
	Second Week—Case Study Preparation
	Third Week—Case Study Brainstorming
	Fourth Week—Case Study Findings
	Conclusion
	References




