
Chapter 7: ADDIE, ABCD, and Rocket Science 
 

Chapter terms 
ABCD – Four critical instructional 
design variables 

ADDIE – the generic name for 
instructional systems design 
models 

Rocket Science model – an 
unofficial instructional design 
model that captures designer and 
learner activity. 

 
 
 

Chapter Introduction 
 
Up until this chapter we have focused on four variables that impact instructional design 
and the development of instructional experiences. This chapter describes the larger 
context of that design, and helps you compare and contrast the ABCD model, the 
ADDIE model, and the Rocket Science model.  
 
Outside of this textbook, few instructional design professionals will be familiar with either 
the Rocket Science or ABCD model. Most professionals will recognize the ABCD 
elements of an objective, but they will not recognize ABCD as a model. ABCD as a 
model is a good way to learn about instructional design because it allows you to focus 
on essential elements of a learning environment and how they must align to 
produce usable instruction. ABCD also helps you understand ADDIE and other 
design models, which we turn to in this chapter. Let’s start with ADDIE. 
 
 

ADDIE and Other Instructional Design Models 
 

 
 
Traditional approaches to instructional design refer to ADDIE or more formal models of 
instruction.These instructional design models help people visualize all the discreet and 
often invisible steps that take place when analyzing an instructional problem and 
delivering its intervention. Take a minute or two and carefully read the different rows and 
columns of Figure 1.  
 



 
 
Figure 1 shows: 

1. ADDIE (a generic model that identifies analysis, design, development, 
implementation, and evaluation phases of design present in most instructional 
design models.) 

2. The Dick and Carey Model.    
3. The Smith and Regan Model, and  
4. The Morrison, Ross and Kemp model  

 
 
Each of the major instructional design models has a unique strength. The Dick and 
Carey model is widely used and has a long history of success in business and military 
projects. The Smith and Ragan model is known for its extensive focus on the 
development of instructional strategies based on information processing theories. The 
Morrison, Ross, and Kemp model is known for its application across business and 
academic settings and for its nonlinear approach.  
 



Figure 1 shows how the Dick and Carey, Smith and Ragan, and Morrison, Ross, and 
Kemp models share an underlying structure called ADDIE. ADDIE is the acronym for 
parts of instructional design that are present in all instructional design models and 
include: analysis, design, development, implementation, and evaluation. These are 
described briefly to give you an idea of how instruction is likely to move through the 
ADDIE process. 
 
 
Analysis 
Analysis, the A in ADDIE, is the stage where one learns if any instructional or 
performance problem needs an intervention. Conducting the analysis involves 
conducting needs assessments, determining learner characteristics, and conducting 
task and content analysis. 
 
If you look at the Analysis row of Figure 1 you will see a number of analysis tasks 
including, but not limited to: 
 

• identifying an instructional goal 
• conducting a goal analysis 
• conducting subordinate skills analysis  
• identifying the need for instruction 
• analyzing the learner’s task and performance context 

 
 
Design 
Design, the first D of ADDIE, involves decisions about how information should be 
presented or taught depending on your analysis. Considerations include type of learner, 
type of content, learning philosophy, instructional or performance goals and objectives, 
and instructional or performance context. 
 
If you read across the Design row Figure 1 you will note design activities include, but 
are not limited to: 
 

• writing performance objectives 
• creating instructional strategies 
• designing and developing interventions 
• sequencing instruction 

 
 
Development 
Development, the second D of ADDIE, is the stage where you take all your analysis and 
design and make it tangible/visible. You create storyboards, you design the message, 
you create prototypes. You write code, use an authoring package, write text, and create 
graphics or animation. If you are thinking that development is where instructional 



message design takes place, you are right (although some think it belongs in design.) 
 
Development activities include, but are not limited to: 
 

• Developing instructional materials 
• Developing delivery strategies 
• Producing instruction  
• Working with media 

 
 
Implementation 
 
Implementation, the I of ADDIE, is the stage where you plan for the implementation and 
management of the instructional product in increasingly realistic contexts. 
Considerations such as delivery platforms, training, and resources take place during this 
stage. 
 
Implementation activities include, but are not limited to: 

• Planning and managing instruction 
• Designing delivery and management strategies 
• Planning implementation strategies 

 
Evaluation 
 
Evaluation, the E of ADDIE, is the stage where you test your instruction to see if you can 
make it better and to see how effective, efficient, and appealing it is.  
 
Evaluation activities include, but are not limited to: 

• Formative evaluation (assessing the instruction as it is created) 
• Summative evaluation (assessing the learner after the instructional intervention) 

 
Using ADDIE 
 
What is interesting about ADDIE is that it can be interpreted on macro and micro levels. 
It can help you design entire curriculums, lessons, and the tiniest element of an 
instructional visual. As you cycle through ADDIE, you find yourself recycling through 
ADDIE. Sounds confusing? That is probably why design is called a "messy process." 
 
Consider this example. Suppose you are creating management skills training. As you 
develop this training, you use the ADDIE model. While in the design stage of ADDIE, 
you come up with different strategies to teach managers how to set priorities. While 
creating these strategies you create visuals to go along with them. As you create the 
visuals, you find yourself analyzing what the visual should say, designing the visual on 
paper by sketching it out, developing it in PowerPoint, testing (implementing) it with a 



sample audience, and revising (evaluating) it. You've just cycled through ADDIE while 
you are technically using ADDIE to create the larger management training.  
 

ADDIE and ABCD 
 
When you worked with ABCD you did go through an ADDIE process, but you did so 
briefly and in a non-linear way. Let’s look at the relationship between ADDIE and ABCD. 
 
Analysis and ABCD 
Your analysis focused on the learner’s cognitive structure and the nature of memory and 
cognitive load theory. When you asked the question  “What does the learner REALLY 
need to know” you were analyzing Variable A (audience/learner). When you created a 
concept map showing learner needs you were performing a learner-analysis task. When 
you identified Point A and Point B for your learner you were analyzing. 
 
The analysis phase of instructional design is very broad and also deep. We just touched 
on learner analysis when we covered Variable A. Entire books are written on 
instructional design analysis tasks. Books are written that focus solely on task analysis, 
performance analysis, context analysis, training needs assessments, and the like. 
Instructional design projects may focus on analysis for years, and involve many 
instructional designers and other resources.  
 
Design and ABCD 
The alignment of Variables A, B, C, and D is a design activity, making the ABCD model 
a design model, but one that focuses solely on aligning Variables A, B, C, and D. This 
entire book covers the challenge of the alignment task. In brief, you designed instruction 
using the ABCD model by identifying and clarifying: 

• Point A (where the learner is a the start of an instructional event or intervention, 
• Point B (where you hope the learner will be after the instructional event or 

intervention),  
• Point C (how you plan to help the learner transition from Point A to Point B), and  
• Point D  (how you assess success of learning and the learning experience.) 

 
Using Bloom’s taxonomy is a design activity, and charts similar to Figure 2 are used to 
help the designer not only identify specific design criteria, but the sequence of that 
criteria as well (notice at the top of the taxonomy how simple skills are identified on the 
left side of the taxonomy and growing complexity moves gradually from the left side of 
the taxonomy to the right side.)The stair step configuration of the taxonomy helps you 
see how instruction may be sequenced from simple to complex.  
 



 
Figure 2: Bloom’s taxonomy and potential verbs  (move this into Variable C chapter) 
  
 
 
Development and ABCD 
Instructional development involves creating instruction. When you created the 
instructional content and instructional strategies you were taking part in the 
Development phase of ADDIE.  When you created a path to move the learner from Point 
A to Point B you were taking part in development. The production of any learning 
materials is considered a development task.  
 
Implementation and ABCD 



Implementation involves planning for, as well as managing the learning environment. 
You performed the implementation phase of ADDIE when you tested or used the 
instruction you created using ABCD.  
 
Evaluation and ABCD 
The evaluation phase of ADDIE assesses both the learner and the learning 
environment. Variable D in the ABCD model specifically looks at measures of usability, 
including effectiveness, efficiency, and appeal variables.  
 

ADDIE and the Rocket Science Model 
 
Does ADDIE show up in the Rocket Science Model? It does, and it takes place in the 
Designer column, because it represents actions the designer takes that influence 
learning (the other column in the model). 
 



  
 
  



ET502 students… Stop here. 
 
I will be expanding Variable C into several chapters in future versions of the text. We 
covered reading/finding outcomes followed by generating/constructing outcomes. There 
are many additional strategies to cover. Each semester ET502 is taught will cover a 
growing range of strategy possibilities. Reading/finding strategies will be accompanied 
by chapters currently covered in ET604 and the design of information to support 
reading/finding learner tasks. Generating/constructing strategies will include 
visualization, digital storytelling, and other learner activities that require higher order 
thinking and problem solving. Some of these strategies are explained in the following 
section of this chapter, but they are not as clearly explained as they should be. As a 
writer I am going through the ADDIE process myself. I am continually refining chapters 
and re-sequencing content and trying it out with my classes to see what works. 
 
   

 
  



Beyond reading/finding and generating/constructing strategies 
 
In a previous chapter we defined instructional strategies as the methods used to gain 
and maintain learner attention using presentation and practice activities. We shared a 
basic presentation and practice sequence using reading/finding outcomes and 
generating constructing outcomes.  In your career as an instructional designer you will 
be asked to design instruction using Bloom’s revised taxonomy. 
 
Bloom’s taxonomy represents different levels of learning, and thus makes it possible for 
instructional designers to precisely identify a variety of learning outcomes, as well as 
potential strategies to elicit those outcomes. Table 1 shows an abbreviated taxonomy of 
cognitive processes. Types of knowledge are represented by rows, and level of 
cognitive processes by columns. The intersection of rows and columns includes 
behavioral outcomes. Instructional strategies to elicit those outcomes are implied.  
 
 
Knowledge 
Dimension 

Cognitive Process Dimension 

 Remember Understand Apply Analyze Evaluate Create 
Factual 
knowledge 

List Summarize Classify Order Rank Combine 

Conceptual 
knowledge 

Describe Interpret Experiment Explain Assess Plan 

Procedural 
knowledge 

Tabulate Predict Calculate Differentiate Conclude Compose 

Metacognitive 
Knowledge 

Appropriate 
Use 

Execute Construct Achieve Action Actualize 

 Table 1: Bloom’s revised taxonomy of the cognitive domain 
 
The cognitive process dimension 
As you scan Table 1 you will notice that level of learning (the cognitive process 
dimension) increases as you read from left to right across the table. The increased 
complexity represents increased depth of understanding. For example, the leftmost 
cognitive process “remember” is less complex than “understanding”, which is less 
complex than “applying”, and so on. “Analyze”, “evaluate”, and “create” levels of 
cognition represent the “highest” or deepest, most lasting, levels of learning.  
 
The knowledge dimension 
Likewise, types of knowledge are listed in order of complexity, from basic (factual) to 
more abstract (metacognitive.) Factual learning includes the basic elements and 
information that students must know. Conceptual learning includes an understanding of 
the interrelationships among the basic elements and information that students must 
know. Procedural learning includes an understanding of how and when to do something.  
Metacognitive learning includes an understanding of one’s own thinking processes.  
A verb table 



Figure 2 depicts Bloom’s modified taxonomy as a series of steps representing each 
cognitive process dimension. Notice how the table uses different verbs for each 
cognitive process dimension.  Instructional designers often use a table like Figure 2 to 
help them describe and write outcome statements using specific verbs. If, for example, 
a learning outcome is described at the synthesis level, the instructional designer can 
consult the synthesis column for appropriate verbs such as “design, plan, compose” and 
so on. 
 
 
 
Figure 2: Bloom’s Taxonomy Action Verbs 

 
 

A digital storytelling example of cognitive process  
and knowledge dimensions 

 
Let’s turn to the topic of digital storytelling to demonstrate how different levels of 
learning might be addressed for factual, conceptual, procedural, and metacognitive 
knowledge. 
  
Digital storytelling and factual content 
Requiring the learner to “list” information related to the fact is an example of the 
instructional strategy employed to elicit remember level behavior. For example, a 
learner might be asked to list three types of digital stories as in  
 

1. Personal story 
2. Documentary 
3. Imaginative story.  

 
Factual content at the highest levels involves ranking and combining behavior. For 
example, the learner might be asked to create a chart like Table 2 that compares story 
types along lines of perspective and reality, see Table 2.  
 
Real story My story Someone else’s story 
Imaginary story A character in the story 

describes the story 
A third person (the author) 
describes the story 

Table 2: Factual content at a ranking/combining level. 
 
Digital storytelling and conceptual content 
As with factual content, learning demands increase as you read left to right across Table 
1. Conceptual content at the lowest (remember) level includes descriptions, and at the 
highest level (create) plans. Using the digital storytelling example, a learner might first 
describe a digital story and then work their way towards planning a digital story. At the 
describe level the learner would define a digital story as a story told with words and 



images. At the plan level the learner would create a digital storyboard that shows how 
words and images together tell a story.  
 
Digital storytelling and procedural content 
Procedural content at the remember level includes tabulates, and at the highest level 
composes. Using the digital storytelling example, a learner might first describe the 
beginning, middle, and end of a story. At the create level, the learner would create a 
story with content that introduces a character and their conflict (beginning), develops a 
character (middle), and transforms a character and resolves the conflict (end) 
sequence. 
 
Digital storytelling and metacognitive content 
A learner at a “remember’ level of metacognition related to digital storytelling might plan 
to employ foreshadowing, character development, and the like in a story. At the “create” 
level, the learner would integrate elements such as foreshadowing and character 
development in creating a digital story that effectively engages a reader. The 
foreshadowing employed creates interest and a sense of impending story action. The 
learner achieves a believable transformation or growth of a story character or plot. At 
this highest level or metacognition, the learner realizes their potential to effectively 
compose a digital story. 
 
 
 

A quick review of micro and macro instructional strategies 
 
 
As an instructional designer you work with two overall types of instructional strategies: 
the micro strategy and the macro strategy. A micro strategy includes at least one 
presentation/practice sequence. A macro strategy includes two or more 
presentation/practice sequences. A micro strategy might be considered one instructional 
objective that cannot be broken into smaller instructional objectives. A micro strategy 
would be an instructional objective that breaks down into several sub-objectives. 
 
 
Micro strategies take place at the objectives level of instructional design and make up 
the "c" of ABCD. Macro strategies represent a collection of organized and sequenced 
micro strategies.    
 
A training topic outline (see Figure 1) is one way to visualize the organization of a macro 
objective. You see three topics, each broken into smaller topics. The total of the three 
topics represents a macro organization scheme. The individual sub topics represent the 
micro organization. 
 
Topics (1,2,3) are super-ordinate  



to sub topics (a, b, c,) which are super-ordinate to  
sub-sub topics (i, ii, iii ...) 

 

 
Figure 1: Micro and Macro structure of an outline. 
 
Sequential outlines of this nature are commonly used as macro instructional strategies 
for scientific and academic content. For example, if the topic is math, addition and 
subtraction are presented prior to multiplication and division since the ability to multiply 
and divide rest on skills learned for addition and subtraction. If the topic is statistics, the 
skills for calculating the mean, median and mode are prerequisites for learning the steps 
to calculating a standard deviation. If the topic is weight loss, the concept of calories is 
taught before menu planning.   
 

Back to the fractal (scalable) nature of ABCD 

Early in this textbook you learned that the underlying structure of a single objective 
shared the same structure as a complete curriculum. Micro strategies reside within the 
objective, and objectives, like building blocks, stack up to become macro-strategies.   

Micro objectives consisting of ABCD elements can be sequenced and organized to 
represent Macro objectives and macro design. Consider an academic syllabus as an 
example of macro design. The syllabus usually identifies several “terminal” (macro) 
objectives to be achieved over 14 weeks. These objectives typically break down into 
smaller objectives, usually presented as units in the 14 week semester. The macro 
objectives have A, B, C, and D elements, as do the micro objectives. 

Let’s return to the topic of Digital storytelling. A semester syllabus for digital storytelling 
might list a macro (terminal) objective: 



Given the requirement to plan a story core, story map, story table, and storyboard, the 
student will create a design document integrating each of these elements into an 
engaging story. 

A = the student 

B = create a design document 

C = given a requirement to plan the story core, map, table, and board. 
 

D =  creates a design document that integrates the story core, map, table, and board 
into an engaging story 

 

A micro objective would be: 

Given the three elements of a story core, the learner will create a story consisting of a 
character, a conflict, and a conflict resolution. 

 

A = the learner 

B = create a story core 

C = the requirement to create a story 

D = creates a story with a character, a conflict, and a conflict resolution. 

The sequencing of micro and macro objectives produces the macro instructional 
strategy. As described earlier in the chapter, the sequence can follow a number of 
structures, such as a logical structure (list), an easy to difficult structure, or a familiar to 
unfamiliar structure.  

 
Lets return to the digital storytelling example. An easy to difficult structure might be used 
to teach digital storytelling. The instructional designer scaffolds the learning experience 
to begin by learning something simple or easy, such as the definition of a digital story. 
The designer then moves the learner towards understanding elements of story, then 
elements of a good story, and finally the construction of a good story. 
 
 
 
 

Cognitive Load Theory and Micro/Macro Instructional Strategies 



 
An instructional designer creates macro and micro chunks of content similar to the way 
an outline is constructed. Micro chunks (objectives) are created and arranged to build 
towards the understanding of macro chunks (instructional sequence/organization). 
Individual objectives are sequenced to form an overall instructional strategy. The overall 
goal of the instructional strategy is to optimize cognitive load.  
 
A designer should work to reduce the complexity of information that is likely to 
overwhelm a learner, and to reduce or eliminate extraneous information altogether. At 
the same time, the designer needs to increase the load that is germane, or relevant to 
the learner. Fortunately, there is an assumed relationship between reducing one type of 
load and increasing the other. By decreasing demands of an extraneous and high 
intrinsic nature, you free up memory for germane load. You essentially create mental 
space for the critical content or information. 
 
Most instructional strategies are proposed to reduce or enhance cognitive load. All 
instructional strategies have an underlying structure to some degree transparent to the 
learner, but worthy of illuminating here as a method for you to employ. Sequencing 
strategies, scaffolding strategies, use of metaphor and analogy, use of story, and many 
other approaches to make learning more effective, efficient, and appealing essentially 
have the same goal – to reduce cognitive load through use of a universal structure. 
 



Sequential and Non-Sequential Macro-Strategies 
 
There are 5 types of universal information structure (see Figures 2 and 3), referring to 
the capacity of these information structures to communicate across cultures, almost 
intuitively. These five types are list, simple to complex, familiar to unfamiliar, network 
and matrix. Two macro-strategies represent the five types: sequential and non-
sequential. 
 
Sequential (list, simple to complex, story) and non-sequential (network and matrix) 
structures become our tools because they provide a framework for presenting 
instruction that learners easily grasp, often subconsciously. Essentially these structures 
tap into the way the learners' mind naturally thinks and in doing so make new content 
easier to learn.   
 
Sequential structures  

 

1. List 

 

2. Simple to complex 

 3. Familiar to unfamiliar 

 

§ Metaphors/Similes/Analogies 
§ Story Structures 
§ Implementation challenges 

include the possibility that these 
structures become extraneous 
load rather than the intended 
germane load 

Figure 2: Sequential Structures 
 
 

Sequential Structures 



 
Figure 2 shows 3 types of sequence are generally used to improve cognitive load: list, 
simple to complex, and familiar to unfamiliar. 
 
List  
You might simply choose a linear approach in the form of a list. For example, you 
decide you need to cover four major points making the overall structure look like a list. 
This macro strategy simply presents four objectives, one after the other in no particular 
sequence.  
 
A more sophisticated list structure follows a presentation/practice sequence. For 
example, information is presented to the learner. The learner then practices what they 
have learned. 
 
The presentation of Gagne’s nine events of instruction (see Figure 3) could be 
considered a list structure because it prescribes a logical sequence. This structure 
describes a list of steps to follow during the presentation of instruction. 
 
 

 
 
Figure 3: Gagne's Nine Events of Instruction as an example of a list structure 
 



Simple to Complex  
Presenting simple information before complex information is one sequencing strategy 
that theoretically provides learners with prerequisite knowledge required for 
understanding new content. As such, effective sequencing strategies reduce cognitive 
load. 
 
This type of sequencing is essentially a scaffolding strategy. The goal is to help build a 
memory structure (schema) relevant to the content. Vygotsky’s 1978) zone of proximal 
development, the argument to place instruction at the intersection of where a student is 
and where you’d like them to be, can also be thought of as simple to complex, or 
familiar to unfamiliar sequencing.  
 
Familiar to Unfamiliar  
Presenting information in the context of how it is experienced in life, is a familiar to 
unfamiliar type of sequencing. For example, metaphors and stories fall into this 
category.  
 
Metaphors, analogies, similes. Instructional metaphors, analogies, and similes compare 
new content to familiar to a description of something similar for the sake of making a 
comparison. For example, an instructional designer is often compared to an engineer 
(Smith and Ragan).  
 

Both plan their work based upon principles that have been successful in the past 
– the engineer on the laws of physics, and the designer on basic principles of 
instruction and learning. Both try to design solutions that are not only functional 
but also attractive or appealing to the end-user. Both the engineer and the 
instructional designer have established problem-solving procedures that they use 
to guide them in making decisions about their designs. (p. 2) 

 
 
Most people are familiar with engineering as a profession, but are not as familiar with 
the profession of instructional design. Many people are helped by the comparison. In 
this respect, intrinsic load (the complexity of instructional design) is reduced by 
increasing germane (personally meaningful) load. 
 
 
Stories. The argument for story strategies rests in prior knowledge and experience. 
Human schemas are organized into story structures that allow the anticipation and 
interpretation of new information. Children as young as three recognize that stories have 
beginnings and endings. “[Stories] set up an expectation at the beginning, this is 
elaborated or complicated in the middle, and is satisfied in the end” (Egan, 1986, p. 24). 
Learners use that structure to suspend immediate understanding with the knowledge 
that there will be a middle (a part that explains things) and an end (new understanding). 
 



Challenges a designer might face as they sequence strategies 
Despite their promise, sequencing strategies, pictures that should speak 1,000 words, 
and other proposed solutions to cognitive load are only as effective as their design. If a 
sequencing strategy isn’t part of a learner’s experiences, it will place an undesired load 
on memory. Even with the best of intentions, we may actually increase cognitive load 
when attempting to decrease it.  
 
Simple to complex sequencing challenges 
One common mistake with simple to complex sequence is the presence of too much 
simplicity. Information is dummied down to the point many people feel insulted or even 
cheated. Visual displays of instructional content have so often been associated with this 
experience that the phrase “I just looked at the pictures” is often used to describe a 
meaningless reading experience.   
 
Familiar to unfamiliar sequencing challenges 
As an extreme example, think of a calendar arranged in alphabetical order! Although we 
are all familiar with the alphabet, our seasonal experience with the months would be a 
more logical strategy. Imagine the load on memory if you needed to quickly check a 
date in July and found it located right after January?  
 
Poor analogies work the same way. For example, I once compared writing a dissertation 
to searching the Titanic (a buried ship) for its treasures. I wanted to convey that the 
writers have to explore, and dive deeply into information and ideas, immersing 
themselves time and again into the process, before they find the treasure, a dissertation 
topic. Later I learned that my “sunken ship” analogy had an entirely different meaning. In 
the student’s minds, references to drowning, searching for money, and shipwreck were 
not reassuring, not to mention that few of them thought of a dissertation topic as a 
treasure. While I was trying to reduce load, I inadvertently increased it because students 
were wondering why I would try to discourage them. Even those who laughed at the 
analogy were distracted. 
 
Designers use visual displays all the time to decrease load. Many believe “Every picture 
is worth 1000 words, so I’ll add a lot of pictures.” Consider again the visual display that 
bothered Sylvia at the beginning of the chapter. The visual features of that display 
created extraneous load due to the overuse of cues such animated and twirling cues. 
 
Likewise, story telling does not always reduce load either. Consider these two reactions 
to the same story, told in this book.  
 
This student liked the story.  

“I was surprised that I enjoyed reading this book. The information is easy to 
follow and easy to understand, even for a foreigner like me. The most important 
of all is that it’s fun to read.  The way you used a story, illustrations and analogies 
to explain the concepts is excellent. What you said  “this book teaches you how 



to do this using a simple model that is easy as ABCD to remember” is true. I like 
it! Your book reminds me of something about writing:  “ I have just found out what 
makes a piece of writing good… it is making the sentences talk to each other as 
two or more speakers do in a drama.”  

 
This student disliked the same story.  

“I have a family, a house, cars, as well as rental properties to maintain; I try to 
stay involved in my community, and have a career. Adult learners like me don’t 
have time to read through such drivel to get meaning out of the course’s text that 
they are taking. If I want a good read it wouldn’t be this. Dump the “WARM & 
FUZZY”” 

 
The lesson here is that what may be germane load to one person may be extraneous 
load to another.  
 

Non-Sequential Structures 

Network Structures and Matrix Structures represent non-

sequential strategies and are often associated with hypertext. 

Case studies tend to follow a network structure. Information 

which falls into a grid (such as a calendar) follow a matrix 

structure.  

 
Non-sequential structures 

 

4. Network  

 

 

5. Matrix 

Figure 3: Non-Sequential Structures 
 



 

A Network Structure 

You choose a network structure for case studies or for an 

instructional situation where you want the learner to make 

meaning and order out of the information. For example, you might 

write up an overview of the case study problem, clues, 

conversations, hints, and other things that you do not want 

presented to the learner in any structured order. The theory 

behind this approach is that life itself is not sequential, a 

most problems do not have a sequential resolution. 

 



A Matrix Structure 

A matrix Structure would be one where comparisons based on the 

intersection of horizontal and vertical planes, often the rows 

and columns of a table. For example, information might be 

presented by starting with row one column one, then to row one 

column two, and so on. For example, care of flower types and 

temperature zones might use this structure. Row one might be 

roses, and column one would be planting and care tips for roses 

in Zone 1. Column 2 would be planting and care tips for roses in 

Zone 2, and so on across the row. The next row might present 

information about zinnias.  

 
 

 
Chapter Summary 

 
Chapter Activity 

 
 
 
  


