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Welcome to the EAT Framework (2026)

Supporting information can be found on the following sites:

EAT synthesises and translates what is known about effective assessment and feedback from

high quality research and practice over the last 25 years into a practical framework to support

staff and students to navigate assessment successfully. The EAT Framework is a useful
heuristic to support decision-making about where we should invest efforts in assessment to

maximise impacts on student engagement and outcomes.

e |t asks us to question the essence of the why and what of assessment. What do we
value! How best do we measure it?

e How do we ensure that all students have equal access and opportunities to do well?

e How do we use our time most effectively to support all learners (staff and students)?

Key concepts underpinning EAT include:

e Understanding how learners process information.

e Building the self-regulatory skills of learners.

e Supporting learners to be agentic in understanding how assessment works in specific
contexts and what behaviours to engage in to enhance the quality of their learning

environment(s) for themselves and others.


https://www.eat-erasmus.org/
https://mooc.eat-erasmus.org/
https://inclusivehe.org/inclusive-assessment/
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Introduction

The EAT Framework: Enhancing assessment feedback
practice in higher education

©Carol Evans (2026)

Infroduction

To maximise the potential of pedagogical innovations, assessment is the lynchpin as
it must keep pace with what disciplinary knowledge is seen as valuable and relevant
within HE and wider contexts and needs to accurately measure meaningful learning.
Pedagogies aimed at developing deeper approaches to learning are most successful
when assessment practice is aligned to capture and reward a shared understanding

of what constitutes ‘deep’ within a discipline. (Evans et al,, 2015, p. 64)

There is a substantial body of research on developing assessment feedback practice in higher
education. The EAT framework originated from a rigorous systematic review of assessment
feedback in higher education (Evans, 2013), and extensive research on individual differences
(Waring & Evans, 2015). A key issue is how we can effectively use this information to enhance
assessment feedback practice at all levels within an institution mindful of the need for high
quality research-informed pedagogy, and the importance of sustainability and manageability

agendas from student and staff perspectives.

The EAT Framework supports translation of high-quality research into practice and
contributes to research through extensive utilisation in practice. EAT demonstrates a
research-informed, integrated, and holistic approach to assessment drawing on (Evans, 2013),
and ongoing rigorous systematic review of over 50,000 peer-reviewed articles and extensive
use in practice across a wide variety of discipline, professional, national and international

contexts.

Core Reading

Making sense of assessment feedback in higher education” (Evans, 2013) can be
accessed from: http://journals.sagepub.com/doi/abs/10.3102/0034654312474350



http://journals.sagepub.com/doi/abs/10.3102/0034654312474350
http://journals.sagepub.com/doi/abs/10.3102/0034654312474350
http://journals.sagepub.com/doi/abs/10.3102/0034654312474350

Concepts Underpinning EAT

Overview

EAT underpinned by an understanding of individual differences in learning (Waring &
Evans, 2015), stresses the importance of agency, collaboration, and sensitivity to the needs of the
context (discipline; programme etc.) to support the development of strong student-lecturer
partnerships to build student self-regulatory capacity in assessment feedback. A key

consideration as part of this agenda is ownership:

How students come to co-own their programmes with lecturers and see
themselves as active contributors to the assessment feedback process

rather than seeing assessment as something that is done to them.

Uniquely, EAT brings together work on individual differences in learning (The Personal Learning

Styles Pedagogy (PLSP), Waring & Evans, 2015), self-regulation, and agentic engagement (Reeve,
2013).

Individual differences acknowledge that learners process information in different ways. That
learners (student and lecturer) beliefs about assessment and their learning dispositions (how
they go about learning) impact their engagement in assessment, how they make sense of
assessment contexts, and what strategies they use (Evans, 2015c; Kozhevnikov et al., 2014;

Waring & Evans, 2015).

At the heart of a Personal Learning Styles Pedagogy approach (PLSP) (Waring & Evans,

2015 (see chapter 9 on PLSP and Assessment) is the importance of the following:

a. attending to student and lecturer beliefs about assessment including feedback.

b. ensuring the use of appropriate research informed tools and a holistic approach to
assessment.

c. sensitivity to learner context — the importance of learner agency.

d. the importance of adaptive learning environments that support all learners to become
more self-regulatory in their approaches to learning.

e. supporting learner autonomy and informed choices in learning.


https://s3.eu-west-2.amazonaws.com/assets.creode.advancehe-document-manager/documents/hea/private/carol_evans_report_1568037360.pdf
https://s3.eu-west-2.amazonaws.com/assets.creode.advancehe-document-manager/documents/hea/private/carol_evans_report_1568037360.pdf
https://inclusiveheorg.files.wordpress.com/2022/12/carol_evans_report_1568037360.pdf
https://inclusiveheorg.files.wordpress.com/2022/12/assessment-chapter.pdf

Theoretically, EAT integrates cognitivist, socio-critical, and socio-cultural

perspectives and draws on systematic analyses of the research literature involving the

interrogation of over 56,000 peer reviewed articles and related resources. In continuously

updating the systematic academic review of the literature from 1999-2021, and saturation of

constructs has been achieved, meaning that we can be confident about the fitness for purpose

of this|2 sub-dimension model of assessment as it is one of the most comprehensive

assessment frameworks for HE assessment practice, and drawn from extensive research and

use in a wide variety of contexts with staff and students.

Beliefs and Values
Appropriate Tools
Sensitivity to
Context

Self-regulatory

Design
Learner Autonomy

Socio-critical theory
emphasis on the technical,
cultural, poststructuralist,

political

Socio-cultural theory

emphasis on the social
and cultural basis of
personal experience

/" active
critical

learne|

Constructivist theory

emphasis on an individual's ways
of knowing — the learner's
actions and interactions with the
environment

Figure |: Theoretical underpinnings of EAT (Waring & Evans, p. 55)



Theoretical Underpinnings of EAT

EAT is a research-informed framework underpinned by a critical pedagogy that requires
rigorous evaluation of the extent to which assessment promotes equal access and equal

opportunities to do well. Key concepts captured within this research-informed framework

include:

° Inclusive — includes understanding of individual differences

° Holistic — experience of the student learning journey in its entirety

° Agentic in promoting learner ownership of assessment

. Self-regulatory

. Sustainable — of value now and in the future — manageable -

. Sensitive to context

° Partnership and the importance of shared beliefs and values between academics
and students

° Meaningful learning experiences that promote a deep approach to learning that is
authentic and relevant

. Integrative — interconnected

Research-informed refers to the application of research to assessment practice in a way
that is meaningful, relevant, and sustainable; it requires: (i) discernment in evaluating the
quality of research, (ii) an appreciation and understanding of context, and (iii) ability to carry

out rigorous research in practice to support enhanced understandings of effective assessment.

A critical pedagogy underpins EAT to ensure ongoing consideration of who is
ad/disadvantaged by assessment decisions (Waring & Evans, 2015). Do all students have equal
access and equal opportunities to do well? Are the decisions we make informed by critical
evaluation of the data and comprehensive approaches to ensure the voice of all participants is

captured?

Evaluation of practice needs to be rigorous and dynamic:

Rigorous in ensuring we are:
o measuring what we value rather than valuing what is easy to measure (Biesta, 2010)

. ensuring fidelity to underpinning principles of good practice.



J considering the relative impact of initiatives in relation to reach (the target of our
assessment interventions), and effectiveness in terms of the value of a specific approach in
impacting outcomes (how many impacted, effect sizes —degree of impact), cost
effectiveness (amount of time and resource to effect change and sustainability of
initiatives), and transferability (how easy to adapt and apply initiatives to different

contexts).

Dynamic in ensuring that there is ongoing evaluation of the quality of assessment so that we
can impact learning in the moment. In focusing on process, and sharing data with students,
there are considerable opportunities to demonstrate with students why certain approaches to
assessment may have more favourable outcomes. We need to explore the process and not
just the outcomes of assessment feedback practices, and ensure the time spent on specific

assessment activities is justified.

Inclusive Assessment needs to provide all learners with equal access to assessment, valuing
diversity and enabling participation. Inclusion needs to be integral to assessment with
reasonable adjustments built into assessment design from the outset. Inclusive assessment
highlights the importance of:

their dispositions and starting points:
what learners can do at point of access, where gaps in knowledge and skills are,
and issues impacting access to assessment.
by clarifying the role of the student in the
process from the outset and attending to the relevance of assessment and student
ownership of it; engagement is key.
(alternative formats of information and
utilisation of appropriate assistive technologies).
(ensuring information is clear, accessible,
and explicit; examples of key concepts and requirements are provided).
(tasks do not
prejudice students and groups of students with specific characteristics).

so students are clear about what the options are, and how they can meet
the requirements.

(information is provided in good
time so students can manage their time effectively, can navigate online resources in
ways that suit them, a variety of resources are provided to exemplify key points).

(scaffolding of assessment
includes providing opportunities for students to test their understanding, using
focused feedback at appropriate points to support learning). Challenge implies



setting meaningful assessment tasks and encouraging student to take ownership of
the assessment process through supporting development of their self-regulatory
skills.

to ensure coherence of programme experiences,
supporting students to make informed choices, and ensuring that the nature of
assessment is robust in being the most appropriate mode of assessment to enable
students to demonstrate how they have met the required learning outcomes and
at the necessary standard.

Holistic involves consideration of the whole experience of the learner within a programme
and beyond the discipline, and across the entirety of the student lifecycle — transitions in,
through and beyond higher education.This includes how students’ (i) transition across
different modules and units and make sense of them, (ii) engage in academic and social
opportunities with others and wider communities to develop their understandings of
assessment, (iii) how assessments bring personal and academic worlds together to support

learning.

Agentic engagement involves students’ meaningful engagement with and leadership of their
learning. It includes learner understanding of the assessment environment and how best to
use it to meet their own needs, and how learners can effect change in learning environments
to make things work better for them. Managing assessment contexts is linked to knowledge of
context, self-belief, perceptions of one’s role in assessment, and confidence to engage in
discourse with peers and academics, and the willingness to assume ownership of assessment.
Agentic engagement is linked to notions of self-determination (the ability to make

decisions for oneself) (Accardo, et al., 2019), and self-advocacy in knowing one’s own needs
and rights and being able to pursue and get support to be able to function independently

(Pfeifer et al., 2021). In summary, agentic engagement:

e is concerned with the quality of learner engagement with assessment, and how learners
bring about changes in their learning environment to support their own learning (Reeve,
2013).

e requires understanding of the context, self-belief in one’s ability to make a difference,

willingness to act, and the opportunities to do so afforded by the learning context.



Effective self-regulation refers to learners’ abilities to manage the requirements of
a task to include accurate assessment of task requirements, the setting of appropriate goals,
choosing appropriate strategies to master a task, ongoing reviewing and evaluation of
performance to enhance achievement of goals, maintaining motivation, and accurate reflection

on the degree to which aims have been met.

Self-regulation encompasses metacognitive, cognitive, and emotional strategies used
by learners to manage learning. Metacognition denotes an ability to understand one’s own
learning processes, cognition an ability to utilise cognitive strategies to master a task, and
emotional regulation, the ability to manage one’s emotions at all stages in completion of a

learning task.

Self-regulation skills are strongly related to outcomes (Bembenutty, While, & Vélez,
2015; Dent & Koenka, 2016; Panadero, 2017): ‘Students’ strategies for learning and exam
preparation, for effort regulation, and goal setting demonstrate stronger relationships with
achievement than their personalities or personal backgrounds’ (Schneider & Preckel, 2017, p.

595). For further information on self-regulatory approaches to assessment — see Evans et al,

2021).

In summary: self-regulation refers to:

e learners’ abilities to regulate their learning (SRL) in the pursuit of goals.

e the processes learners go through when they try to master tasks (e.g., setting goals,
planning, monitoring and evaluation) (Zimmerman, 1986, 1989, 2000).

e the individual and contextual variables that impact the effectiveness of the learning
process

e describes specific patterns of regulation (orientations) that students may exhibit in their
approaches to learning (e.g., at its simplest — external vs internal regulation) (Evans &
Waring, 2024; Evans et al., 2021).

e the use of metacognitive strategies (understanding how you learn), cognitive strategies
(how you process information), and affective strategies (managing emotions in learning,
linked also to motivation and self-efficacy) (Vermunt & Verloop, 1999).

e is embedded in notions of sustainable assessment (Boud & Molloy, 2013), in how learners
come to manage learning for themselves through their development of self-evaluation
capacity.

e Is rarely done alone; usually requires support from a knowledgeable other/resource.



The EAT framework draws attention to the importance of students’ discriminatory use of
strategies in terms of appropriateness and quality of strategy use (Dinsmore, 2017).
Over-direction whereby students are not encouraged to take responsibility for their learning
can lead to negative self-regulatory strategies such as minimum effort regulation, where for
example, students become increasingly reliant on lecturer input and subsequently regulate
their learning by realising that they need to do less to achieve goals (Evans et al., 2019); Evans

etal., 2021).

Sustainability from efficiency and quality perspectives considers:

e making assessment design manageable for students and staff.

e embedding assessment initiatives within policy and practice.

e developing students’ self-regulatory skills so that they can manage assessment for
themselves and be discerning in their use of strategies (ability to choose the right
strategies and use them well).

e the relative value of what we ask students to do in the name of assessment-
what value do assessment tasks have to the individual and wider community beyond the

immediate assessment point.

Sensitive to context includes consideration of individual and contextual factors in which

assessment operates (See Evans & Waring, 2021). How do we ensure sensitivity to how

learners experience assessment, and support individuals to manage their learning (to
recognise cues to support them, engage in networks, understand the inferences and meanings
of disciplinary cultures)? This requires acknowledgement of the fact that individuals’
perceptions of assessment environments are personally constructed, how individuals process

and make sense of information is variable.

Student-staff partnership is integral to engagement. How students and academics perceive
their roles in assessment feedback matters. Lecturers’ beliefs about student capacity to take
responsibility for assessment, their confidence in working with students in partnership, and
students’ potential lack of experience of driving assessment as co-partners are areas that need

consideration. Working in partnership requires high levels of trust, confidence, and time in


https://doi.org/10.1093/acrefore/9780190264093.013.932

building collaborative partnerships. The power dynamic in assessment is also challenging, and

role boundaries and limits of influence need to be explicit.

Shared beliefs and values about the purposes of assessment impact outcomes. EAT
highlights the importance of making the tacit explicit in making the rationale underpinning
assessment decisions clear to all and encouraging open debate around cultures of assessment

and what is perceived as the right way(s) to do things and why, whose voice matters?

Meaningful learning experiences emphasize a deep approach to learning, and key

elements include:

o quality of thinking and what it is to think, act and be in a discipline / profession.
. relevance of learning to future contexts — currency of what is being assessed
. making connections across learning experiences and achieving learning at the

highest cognitive level (Durrant & Hartman, 2014).

o internalisation of learning - how an individual constructs new meanings — and
brings fresh interpretations of ideas.

. discriminating in want we want students to focus their time on (i.e.,, on
developing deeper insights and focusing on quality).

Integrative: means considering how all elements of assessment work together, and as part
of this, explores the limitations in looking at assessment components in isolation given the

strong interconnectivity of them.

Core reading
Evans, C., and Waring, M. (2024). Prioritising a self-regulatory assessment and feedback

approach in higher education. ELGAR. Link to article here

Evans, C. et al. (2021). A self-regulatory approach to assessment. Cardiff University,

Erasmus+. Link to the article here


https://www.elgaronline.com/edcollchap/book/9781800881600/chapter26.xml
https://inclusiveheorg.files.wordpress.com/2022/08/self-regulation_in_assessment_report-2021.pdf

Appendix A: Effective Assessment Feedback Principles

The

key aim of assessment feedback should be to support students to become more self-regulatory in

managing their own learning as part of sustainable assessment practice; a focus on three core areas is
recommended: Assessment Literacy; Facilitating Improvements in Learning; Holistic Assessment Design.

To support assessment literacy we should:

1. Clarify what the assessment is and how it is organised. Explain the principles
underpinning the design of assessment so that students can understand the relevance and
value of it.

2. Provide explicit guidance to students on the requirements of each assessment (e.g.
clarification of assessment criteria; learning outcomes; good academic practice).

3. Clarify with students the different forms, sources, and timings of feedback
available including e-learning opportunities.

4. Clarify the role of the student in the feedback process as an active participant
(seeking, using, and giving feedback to self and peers, developing networks of support),
and not just as a receiver of feedback.

5. Provide opportunities for students to work with assessment criteria and to
work with examples of work at different grade levels to understand ‘what constitutes
good.’

To support assessment feedback we should:

6. Ensure that the curriculum design enables sufficient time for students to apply the lessons
learnt from formative feedback in their summative assessments.

7. Give clear and focused feedback on how students can improve their work including
signposting the most important areas to address (what was good; what could be
improved; and most importantly, how to improve).

8. Ensure that formative feedback precedes summative assessment; that the links between
formative feedback and the requirements of summative assessment are clear.

9. Ensure that there are opportunities and support for students to develop self-
assessment/self- monitoring skills, and training in peer feedback to support self-
understanding of assessment and feedback.

10. Ensure training opportunities on assessment feedback for all those engaged in curriculum
delivery to enhance shared understanding of assessment requirements.

To promote holistic assessment design we should:

11. Ensure that opportunities for formative assessment are integral to curriculum design at
module and programme levels.

12. Ensure that all core* resources are available to students electronically through the
virtual learning environment (e.g. Blackboard) and other relevant sources from the start
of the semester to enable students to take responsibility for organising their own
learning.

13. Provide an appropriate range and choice of assessment opportunities throughout a
programme of study.

14.

Ensure that there are opportunities for students to feedback on learning and teaching,
both individually, and via the Students’ Union’s Academic Representatives, during a taught
module as well as at the end of it, to enable reasonable amendments to be made during
the teaching of the module subject to the discretion of the module leader.

* Core = handbook; assessment guidelines; formative & summative tasks and deadlines; resources for each
session (Based on: Evans, 2013).



Using the effective assessment feedback principles

The assessment principles need to be shared and discussed with staff and students. The
items highlighted in bold are ones that are most prevalent in student response around
what matters most to them from ongoing research with students and staff across the
sector. All student groups are very different and needs change over time and in relation
to the nature of assessment. It is worth working with students to best understand
which areas are most important to them and whether staff and students have shared

understanding of what is important.

Assessment design should be aimed at supporting students to self-
monitor/self-regulate their own learning. Access to suitable resources and
supporting students in developing their assessment literacy skills are fundamental

elements of effective assessment feedback provision (Evans, 2013).

Assessment should be fit for purpose. Assessment tasks should be the most
suitable to assess specific module and learning outcomes. Do assessments accurately
measure what we value? Are the assessment type and process robust and valid to

enable us to do this accurately and inclusively?

The importance of engaging students in meaningful assessment practices throughout
their higher education experience is essential along with the importance of
acknowledging and supporting student transitions. The assessment feedback process is
seen holistically in terms of how all assessment components fit together and are
aligned to support the student journey. A critical pedagogic stance is integral in
ensuring ongoing evaluation of assessment feedback processes and the provision of

appropriate training to support staff and students in assessment feedback practices.

Formative feedback includes all those resources that enable a student to
make progress in their learning, both in the immediate and longer term. This
definition of feedback places considerable emphasis on feed-forward (how feedback can
be applied by the learner and teacher to support learning within the context of a
programme, and in future learning gains into employment - feed-up). Feedback is not the
sole responsibility of the lecturer; the student should be an active seeker, user,

and contributor to the feedback process.
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Effective assessment feedback practices should enable students to:

J Participate fully in assessment feedback processes.

J Understand the assessment feedback requirements of the

discipline/profession they are working in.
o Embrace the aims and expectations of their chosen programme of study.

o Demonstrate understanding of, and an ability to reflect on their development

of knowledge and skills as part of self-evaluation.

. Recognise and value existing knowledge and skills and build upon them to

apply learning to new contexts.
. Make effective and responsible use of feedback that is provided.

J Offer feedback and support to others as part of collaborative learning

opportunities.

J Understand sound academic practice and behave with integrity.

. Use resources, including own time effectively.

J Contribute effectively to teaching sessions including peer support.

J Contribute to the development of the design and delivery of assessment

feedback practices

Core reading

Evans, C., & Waring, M. (2024). Prioritising a self-regulatory assessment and feedback
approach in higher education. Link to the article here
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https://www.elgaronline.com/edcollchap/book/9781800881600/chapter26.xml
https://www.elgaronline.com/edcollchap/book/9781800881600/chapter26.xml
https://www.elgaronline.com/edcollchap/book/9781800881600/chapter26.xml

2. The EAT Dimensions

EAT comprises three core dimensions: Assessment Literacy - Assessment Feedback -
Assessment Design.

EAT’s three core dimensions of practice have four sub-dimensions, making 12 sub-dimensions

in practice in total.

Each of these twelve sub-dimensions have been presented in the form of a decision-making
card (Appendix E) which identifies overarching questions to be considered when
developing assessment feedback practice. The questions / suggestions are by no means
exhaustive, but they provide a guide as to some of the key aspects that need to be considered
when implementing assessment and feedback practices from individual, team and institutional

perspectives.
Assessment Literacy (AL)

If students are to do well, they need to know what they need to do and why, have a clear and
accurate conception of what quality looks like, know how they are going to get there, and

have the self-belief that they can (Ramaprasad, 1989; Sadler, 1989, 2010).

In order for learners to be able to fully engage in their learning in higher education, they need

to have a good understanding of the requirements of assessment (Zhu & Evans, 2024).

These requirements need to be clear to students and lecturers (Balloo et al., 2018). Such
understanding is helped if there are clear principles underpinning assessment practice that are
shared and owned by all (See Appendix A). Some have argued that such an emphasis on
assessment literacy can lead to ‘criteria compliance’ (Torrance, 2007, 2012), however,
without access to the language and rules of assessment much time is wasted by students and
lecturers on lower-level concerns rather than on what really matters in learning. Engaging
students with assessment criteria by involving them in assessing each other’s work, refining
criteria to align with requirements of a specific assessment task, and supporting programme
level development of assessment criteria, are all helpful activities in enabling students to get a
deeper understanding of the requirements of assessment (Zhu & Evans, 2024). A key
question is how are learners encouraged to articulate their beliefs, understandings, opinions,

and motives in assessment feedback? (see Clark, 2012).

12


https://www.tandfonline.com/doi/abs/10.1080/21568235.2022.2118149
https://www.frontiersin.org/articles/10.3389/feduc.2018.00069/full
https://inclusiveheorg.files.wordpress.com/2022/12/appendix-a_effective-assessment-feedback_eat-3.pdf

AL 1 Clarify what constitutes good

An individual needs to have a clear understanding of what good is, and the different ways of

achieving good (Ramaprasad, 1989; Sadler, 1989).

Key considerations include the extent to which module / programme teams have a shared
understanding of what constitutes ‘good’, and that there are shared understandings of quality
between lecturers and students. In seeking to align student and lecturer goals, exploring
students’ and lecturers’ perceptions of assessment is essential (Forsythe & Johnson, 2017).
Making information accessible and explicit only goes so far in supporting students’
understanding of assessment requirements. Providing learners with opportunities to calibrate
standards for themselves (e.g., opportunities to compare work of different types and
standards, generating assessment criteria) is important (Nicol, 202; Sadler 1989, 2009, 2017,
2022).

AL 2 Clarify how assessment elements fit together

Understanding how assessment fits together is essential to support effective learning and use

of resource.

It is important that students can self-manage the requirements of assessment and are clear
about how the overall assessment design fits together. It is essential for students to map what
they think the assessment design is, and to agree, confirm, and revisit how all elements of
assessment fit together with the support of lecturers at regular intervals. It is highly probable
that individuals (students and lecturers) will perceive assessment and feedback guidance and
design in different ways; to what extent do programme teams have a shared understanding of

how assessment fits together?

A blueprint of how the assessment works together across modules in a programme is
essential. Time is needed for joint mapping of assessment tasks and identification of
connections across a programme to support shared understandings of how a programme is
perceived as a whole, and this activity needs to involve lecturers and students (El-Maaddawy,

& Deneen, 2017). It is essential to get students up to speed as soon as possible as to how

13



their programme works so that they can make informed decisions as to how to allocate their
time and effort. Analysing the programme structure is important to ensure clear progression
of learning, appropriate challenge, allocation of where assessment activities are best placed,
and weighting of tasks to ensure appropriate challenge at each stage in the students’
assessment journey. Lack of clarity about programme organisation impacts students’ use of

feedback and their learning progression (Boud et al., 2015; Boud & Molloy, 2013).

AL3 Clarify student and staff entitlement

In supporting students to self-manage their assessment journeys it is important to make it
clear what support is available and when, what the boundaries of support are, and what the
student role in assessment is. For example, feedback should be seen as a highly valuable and
rationed resource, and students should be supported to make best use of the opportunities
available to them; this requires careful preparation and management of timelines and
professional protocols to get the best out of feedback. The student role in supporting the
learning process, in contributing to assessment design and research, and as active feedback
givers as well as receivers of feedback should be stressed. Module and programme leaders
need to agree and clarify with students from the outset what meaningful student engagement
in assessment involves and what the protocols are. How students are inducted into their
roles within assessment needs to be considered at key points in transition which includes not
underestimating the skills that students bring with them into higher education. Students need
to be challenged to step up and supported in developing the skills to engage; this needs to be

a focus at point of entry into higher education.

AL 4 Clarify the requirements of the discipline

To support student retention and successful learning outcomes, students need to be able to
identify with and meet the requirements of their specific disciplines (Bluic et al., 201 I), feeling
part of the disciplinary community is an important element of this. Teams need to agree and
clarify with students what the core and threshold concepts a discipline are (essential concepts

that need to be mastered to progress), and what are the most appropriate strategies to
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support their understanding of these difficult concepts, and measure their mastery of them
(Van Heerden et al., 2017). Making overarching principles and practices explicit enables
interrogation of students’ and educators’ existing mental models about the nature of
knowledge and supports development of a common language to explore what it is to be
knowledgeable and knowing within a disciplinary context (Parker et al., 2012). Disciplines
need to signpost and explicitly articulate and model what a ‘deep approach’ within a specific
discipline is, and explore what are the most effective approaches to induct students into what

it is to think, be and act within the discipline.

Core Reading

Zhu & Evans (2024). Enhancing the development and understanding of assessment literacy -

link to article here.

Assessment Feedback (AF)

Assessment feedback comprises “all feedback exchanges generated within assessment design,
occurring within and beyond the immediate learning context, being overt or covert (actively
and/or passively sought and/or received) and, importantly, drawing from a range of sources”

(Evans, 2013, 71).

Feedback needs to meet students’ immediate assessment needs and gesture to the knowledge
skills and dispositions required beyond the module / programme as part of lifelong learning
(see Boud, 2000; Hounsell, 2007). There is a considerable body of work on the importance of
addressing students’ feedback literacy (Carless & Boud, 2018; Henderson et al., 2019). Seminal
work by Hattie and Timperley (2009) emphasized the power of feedback especially where it
was focused on process (i.e., how to improve). However, feedback has significant potential to
backfire especially when it is taken at the personal rather than the task level (Kluger & DeNisi,

1996).

Over the last thirty years much has been written about what effective feedback is, and how to
support students in developing the skills to utilise feedback effectively (Evans & Waring, 2024,
2021).
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The focus needs to shift away from the narrow issue of how feedback can be improved and
communicated, and towards the wider issue of how assessment (rather than feedback) can
enhance student learning ...any assumption that feedback must remain the primary

assessment related tool inhibits opening the agenda. (Sadler, 2013, 56)

Current research, building on the sentiment noted by Sadler above, highlights the importance
of focusing on assessment activities that support students in generating internal feedback
rather than being reliant on external sources to tell them what they need to do to improve
(Nicol, 2022). It is important to get students to clarify their understandings of feedback and
for them to ascertain where the problem lies (e.g., lack of knowledge; lack of preparation;
misunderstanding of the process and /or requirements) (See Nicol, 2022; Sadler, 2010).
Addressing students’ conceptions of feedback mediates effective use of, and responsibility for

feedback (Brown, et al., 2016).

Students need to be seen as active agents in the assessment feedback process and not as
passive recipients (Evans & Waring, 2021; Waring & Evans, 2015). Engaging students to lead
on feedback should be a priority; this requires students to do the necessary preparatory work
so that they can make the most of feedback opportunities (e.g., encouraging students to pitch
a proposal for an assignment; to ask specific questions as part of their formative work; to take
the lead in tutorials and seminars regarding what they would like feedback on). For students

to develop and maintain motivation they need to believe that their efforts will lead to success.

The impact of feedback on student attainment is variable with some learners benefitting far
more than others (Fyfe & Rittle-Johnson, 2016). From a rational, best use of resource
argument, attention is best placed on supporting learner mastery of the requirements of
assessment and working on developing those learner attributes that show strong connections
with student success, along with a more judicious exploration of factors impacting the efficacy
of feedback in context (See Evans and Waring 2021 for consideration of factors impacting the

effectiveness of feedback — Figure 2).

In addressing the four assessment feedback sub-dimensions of EAT, the role of individual
differences is important. Students’ understanding of feedback and their capacity to act on it
depends on their beliefs, motives, and established schema; feedback needs to tackle these
areas early on to ensure students’ psychological development is synchronised with other
aspects of their self-regulatory development, and so that appropriate addition and removal of

scaffolding can be applied. How learning environments are supporting students’ perceptions of

16



self-efficacy (belief in their ability to do well) is important to consider as an essential

ingredient in the development of students’ self-management skills.

Feedback cannot be discussed in isolation from assessment design as it is assessment design
that is key to managing the efficacy of feedback in context (i.e., where it is placed to have
maximum impact, ensuring self-assessment is embedded across the whole curriculum,

providing students with early, and repeated opportunities to test their understanding).

AF 1 Provide accessible feedback

Keeping assessment focused with an emphasis on how to improve is important (e.g., What
was good? What let you down? How can you improve?). Agreeing key principles
underpinning assessment feedback and consistency in the quality and nature of feedback are

essential (Evans, 2013 - see Appendix A).

For feedback to be effective, students and educators need to agree about the pedagogic
purposes of it (van Heerden, et al., 2017), and the goals of the feedback giver and receiver

need to be aligned (Archer, 2010).

Emphasis must be placed on how assessment can be designed to maximise opportunities for
students to come to understand requirements for themselves without being dependent on
external feedback to be able to accurately judge the quality of their own learning (Boud &
Molloy, 2013). The importance of co-constructed dialogue between lecturer and student to
support understanding of assessment is important (Ajjawi, & Boud, 2017; Carless & Boud,
2018; Farrell et al., 2017; Nicol 2010). Building effective dialogue requires sufficient baseline
knowledge of the discipline by both parties, confidence, trust and shared goals. The emphasis
on collaborative dialogic exchange, although certainly not new still requires a substantial shift

in thinking for many students and academics alike.

Of key importance is considering what the best method is to give feedback in relation to the
nature of the task. More adapted forms of feedback are possible through utilisation of Al
technologies. Using data with students to demonstrate the benefits and limitations of certain

approaches to learning on outcomes can be valuable (Evans et al., 2019).

17



Attainment

Personality
Constructs

Individual
differences

Cognifive Abilities
and Dispositions

Regulation Abilities

Beliefs albbout Ability

Beliefs about
Leaming

Motivation

Prior achievement

Experience of success
Conscientiousness

Openness
Need forcognition/metacognition

social, cultural and

Ethnicity political capital

Social class }
Gender

Warking memary capacity/
cognitive load

Heuristics - schema

Cognitive styles & meta-style
flexibility
Metacognitive/cognitive/
affective abilities

Agentic engagement: mobilisation
and use of environmental resources
-co-shared regulation

General/academic self-efficacy
Self-concept

Belisfthat human attributes

are malleable

Belief that knowledge can

be developed

Belief that assessment feedbackcan
support improvements in learning

Valuing a task

Future time perspective
Perceptions of future selves
Minimum grade goal

Learning and performance

goal orientations

Locus of control

Positive outcome expectations
Conceptions of learning and teaching
Learning dispositions

Individual
student

The HE Field/
Discipline

Lecturer
Characteristics
and prior
experiences

Lecturer
Perceptions

Instructional
Clarity

Metacognitive,
Caognitive

and Emotional
Regulation
Strategy
Instruction

Figure 2: Triadic symbiotic relationship between individual and contextual factors, and assessment feedback skills (Evans & Waring, 202 1)

Cultural toolkits and ways of knowing

Experience of self-regulation
approaches

Competence in the use of
self-regulation approaches
Awareness of /commitment to,
inclusive assessment and individual
learning differences

Beliefs about the relevance, utility,
and importance of self-regulation
Attitude toward agentic assessment

Instruction approaches and

their purposes

Goals

Success criteria

Fairness

Authenticity

Roles

Purposes of assessment feedback
Promotion of assessment literacy

Un-going practice 1n self-assessment
Multiple opportunities for students

to test their understanding -
repeated testing

Training in self- and peer assessment
Emphasis on emotional regulation skills
Training in critical reflection
Observation, modelling and immersion
in self-regulatory approaches and
focused feedback

Ensuring assessment tasks promote
the use and application of high level
self-regulatory skills

Mmeaningful and challenging assessment
Network development

15



AF2 Provide early opportunities for students to act

on feedback

Early assessment opportunities facilitate student self-calibration of the extent to which they
are meeting assessment requirements, and educator calibration of the extent to which the

delivery approaches are meeting the needs of all students.

To support students to help themselves, early assessment of needs is important (DiFrancesca
et al. 2016). Emphasis should be on providing early opportunities for students to receive
feedback on key areas of practice while there is sufficient time for them to use such feedback
to enhance their work; assessment design must take account of this. Furthermore, formative
feedback must directly link into the requirements of summative assessment as part of an
aligned approach. Repeated testing has been shown to have significant impact on student
learning outcomes (Heeneman et al.,, 2017; McCann, 2017; Sennhenn-Kirchner, et al., 2017).
For practice to be effective, it needs to be undertaken in the context of a specific task and
requires retraining across tasks, and regular revisiting to support internalization of strategies
(Panadero & Alonso-Tapia, 2013). Over-engineering support may have unwanted impacts for
certain learners However, frequent testing and constant feedback can have negative effects on
student progression through increasing student dependency rather than independence in
learning (Lardon et al., 2016). Assessment design should factor in opportunities for students
to regularly check their understanding and students should be encouraged to also lead on

these activities.

AF 3 Prepare students for meaningful dialogue /

peer engagement

Peer engagement activities are important in promoting student self-regulatory skills and
attainment (Schneider & Preckel, 2017), but peer support needs to be of high quality and
students’ needs to be discerning in their selection and use of it (Brown et al., 2016). The term
"peer engagement" focuses on student collaboration, confidence, and autonomy (Cowan &
Creme, 2005) and predominantly comprises formative support as opposed to summative peer

assessment.
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It is possible to identify key elements of effective peer feedback designs ... These
elements include the importance of setting an appropriate climate for the development of
peer feedback practice, acknowledging the role of the student in the process, ensuring
authentic use of peer feedback, the need for explicit guidance on what constitutes
effective feedback practice, encouraging students to critically reflect on their own giving
and receiving of feedback, and addressing ongoing student and lecturer training needs. A
key question for educators is how to maximise the affordances of peer feedback designs
while at the same time minimise potential constraints for learners. (Evans, 2015b, p121-

122)

Clarifying student responsibility within peer engagement models is important; this requires
transparency regarding student expectations with peer engagement designs, and student
access to resources to ensure full preparation for meaningful rather than meaningless
dialogue. A key question is how are you mobilising students to effectively contribute to the
design and delivery of programmes as genuine partners? Authentic use of peer engagement
activities as an integral part of the self-assessment process rather than being a distinct process
is needed (Nicol et al. 2014). Authentic peer contribution should value students’ co-/shared
regulatory potential in being able to identify and utilise the strengths of a team most
effectively to achieve best outcomes with everyone owning the final product, having
contributed to it in different ways. Peer-led activities need to make best use of individual
student attributes to achieve a common goal and support individual agency and individual

accountability (Huitt et al., 2015).

AF4 Promote development of students’ self-

evaluation skills to include self-monitoring /
self-assessment and critical reflection skills

For feedback to be sustainable, students need to be supported in their self-monitoring (in the
moment) and self-assessment (aggregation of information from multiple past events of their
work), independently of the lecturer / teacher (cf. Carless et al., 201 ). (For clarification on

self-monitoring and self-assessment see Eva and Regehr (201 1)).

Curriculum design is important in ‘creating opportunities for students to develop the

capabilities to operate as judges of their own learning’ (Boud & Molloy, 2013, p. 698). A key
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question is how are we engaging students in co-judging their work with lecturers and their

peers?

The importance of developing students’ self~-monitoring skills cuts across all 12 sub-
dimensions of EAT. Self-assessment is fundamental to the self-regulation of learning (see
Archer, 2010). Opportunities for students to assess their own work and that of others are
important in enabling students to develop self-assessment capacity (Nicol, 2021). Supporting
students to find their own resources and networks to support their understanding, the use of
modelling of approaches, and use of tools to explicitly demonstrate different ways of thinking
are all important in supporting students in this endeavour. For students to critically reflect on
their learning it is important to consider how their reflexivity can be developed through
support structures (e.g. student support groups; direction to new sources of information;

ensuring sufficient challenge so that students can re/consider their approaches to learning).

In considering feedback dynamics and building on the Feedback Landscape (Evans, 2013), many
variables impact how students make sense of feedback, and we need to have a better
understanding of these individual and organisational factors if we are to maximise the
effectiveness of assessment feedback (Evans & Waring, 2021). In Figure 2, the factors
implicated in student attainment are illustrated highlighting the importance of supporting
students’ self-regulatory skills development, self-assessment is an important component of

this.

Perfecting self-assessment requires support (Panadero, et al., 2017). Students need assistance in
using internal and external cues to predict performance more accurately, which is facilitated by
provision of explicit task criteria from the outset, and explicit modelling of self-assessment
strategies as part of the learning process (Dinsmore, 2017; Panadero & Alonso-Tapia, 2013).
One of the biggest threats to self-regulation is the over-scaffolding of learning which HE
environments need to be mindful of when planning transitional learning support activities for

students.

Core Reading

Waring, M., & C. Evans (2015). Making sense of critical reflection - access from the link here

Evans & Waring (2021). Enhancing students’ assessment feedback skills within higher education.
Access from the link here
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Assessment Design (AD)

A holistic approach to assessment design is needed to address central issues such as: (i) the
relevance of assessment, (ii) volume of assessment, (iii) inclusive nature of assessment, and (iv)
collaborative design of assessment to ensure shared understandings, sustainability, and
manageability. A fundamental question is how can technology support the operationalisation

of EAT and the development of each of the 12 sub-dimensions?

A programme level assessment approach is useful to fully consider the learning journey of the
student and to critically review what we need to assess and how, and the impact of design on
different types of learners. A critical pedagogies approach is essential in ensuring inclusive
practices through exploring who may be advantaged and disadvantaged by changes to

assessment and feedback.

A key question is how does curriculum design support the development of self-efficacious
self-regulatory learners? In implementing innovative assessment design, we need to consider
the evidence-base for using specific approaches especially if we are expecting colleagues and
students to ‘buy in’ to an approach. ‘Bang for buck’ is important for pedagogical and viability
reasons. It is useful to consider what changes in assessment practice make the biggest
difference in relation to the impact on student learning outcomes in the immediate and terms,

and the level of investment required to effect such changes.

It is possible to develop positive assessment habits by looking for small improvements in each
of the 12 sub-dimensions of EAT building on Brailsford’s notion of marginal gains used so
effectively by the UK Cycling team — Team GB in the 2012 Olympics. Put simply by Brailsford
it is about the: “aggregation of marginal gains...The one percent margin for improvement in
everything that you do.” The argument is that the sum of small incremental improvements can
lead to significant improvements when they are all added together. Relatively small changes in
assessment practice have the potential to impact significant change in outcomes (e.g.,
allocating a few minutes in each taught session to direct students to important resources and
for them to share those they have found most useful (Evans et al, 2015; Evans et al., 2018,

2019).
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AD1 Ensure robust and transparent processes and

procedures, QA literacy

Ensuring shared understandings of assessment policies and procedures is essential if they are
to be effective. Policy needs to be co-owned by educators and students and written in a
language that is accessible to all, mindful of disciplinary nuances. Policy also needs to be agile,

and regular training is required to ensure fidelity in operationalising it.

To innovate with confidence, we need a good understanding of quality assurance, hence the
emphasis in the framework on developing lecturer and student QA literacy. QA literacy
gives us the freedom to implement new approaches to assessment in an informed and
responsible way and to cut through prevailing misconceptions and hurdles regarding what
we can and cannot do. Within modules and programmes an understanding of QA literacy is
not the preserve of one person; it is the responsibility of the whole team in developing
collaborative assessment designs. As part of this, training is needed to support teams to
calibrate standards (Sadler, 2017); lecturers and students both need to be clear about

marking and moderation processes.

Clear benchmarking of standards within and across programmes is important in supporting
students’ and educators’ perceptions of assessment value (Gonsalvez, et al., 2017). Teams-
based approaches to get underneath assessment and to develop shared understandings of

how judgements are made are essential (Grainger et al. 2017; Sadler, 2017).

Students need explicit guidance in how to use generative artificial intelligence (GAl) in
assessment and need training in how to use GAIl well (Waring & Evans, 2024). Academics
also need support in being able to use GAI to support effective planning and delivery of
assessment and feedback. Issues of ethics, the validity and reliability of assessment are all key
considerations which lead to fundamental questions about what we are assessing and why

with enhanced emphasis on the process of learning and not just the outcomes.

Core Reading

Waring, M., & Evans, C. (2024). Facilitating students' development of assessment and feedback
skills through critical engagement with generative artificial intelligence.

Access article from the link here
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AD 2 Promote meaningful and focused assessment

We need to ... bridge the classroom with life outside of it. The connection
between integrative thinking, or experiential learning, and the social network, or
participatory culture, is no longer peripheral to our enterprise but is the nexus
that should guide and reshape our curricula in the current disruptive moment in

higher education learning. (Das, 2012, p. 32)

Meaningful assessment highlights the importance of process and product in promoting the
development of knowledge and skills that have application beyond the immediate assessment
task, and with co-construction with the wider community in mind (Das, 2012; Macht & Ball,
2016). Embedded assessment rewards process by valuing the steps made by a student in the

creation of a product, rather than just valuing the final output (De Hertogh, 2014).

The importance of authentic and deep approaches to assessment practices are known
(Ashford Rowe et al., 2014). What is common to them, is their engagement of students
centrally within challenging designs working on real problems that are relevant to their
future careers and in real contexts (Bedard et al., 2012; Crowl et al,, 2013; Erekson, 201 [;
Solway et al. 2015). A key question is what a deep approach looks like in preparing students
for the 4" industrial age. Within specific disciplines and professions, what knowledge and
skills are most valued now, and will be of most value in the future, and how are such skills

best assessed?

Paraphrasing Friedlander et al. (2011, pp. 416-417), it is important to carefully consider the
rationale underpinning what we are asking students to do, and its relevance to their current

and future needs:

[students] are relational agents, with tremendous demands on their time and attention,
and must make choices about where to focus their energies and attention most
efficiently...at both conscious and unconscious levels, their brains are engaging in a

continuous process of triaging for the allocation of finite neural resources.

Manageability of assessment for lecturers and students is a key concern and one that can be

addressed through a programme level approach to the review and rationalisation of learning
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outcomes and patterns of assessment to ensure the assessment design works as a coherent
whole. Bass (2012) highlights the importance of team-based design of learning environments to

ensure shared understandings, collaboration, and integration of ideas across modules.

AD 3 Equal access and equal opportunities

A key aim of assessment design is to ensure that no learner is disadvantaged by the nature
and pattern of assessment. Inclusive assessment is a fuzzy term; there is a need for clear
demarcation of what it is and is not, what approaches are being focused on, and how teams
are ensuring that practices across programmes are inclusive for all students. Using data
effectively to track student progress and to assess the impact of different assessment designs

on learners is important (Evans et al., 2019).

Inclusive approaches require understanding of the different ways in which learners’ process
information (Friedlander et al., 201 |; Waring & Evans, 2015), and with individual and
organisational factors impacting student success (Evans et al.,, 2021; Schneider & Preckel,
2017). For example, giving students unlimited choice in assessment may penalise those whose
self-regulatory abilities are not as well developed. EAT emphasizes the importance of

negotiated and managed choice with students working with lecturers to agree options.

The concept of universal design is applicable to the design of assessment and feedback in
promoting adaptive assessment designs that enable access for all learners rather than focusing
on adapted designs to suit the needs of specific groups (Evans et al., 2015; Waring & Evans,
2015). Computer technologies and Al already offer considerable opportunities to support
adapted designs but require strong pedagogy underpinning them and data analysis skills to pull
out the complex relationships between variables to address preconceived assumptions about

learning.

Ensuring early and full provision of resources is one way to promote access to learning.
Supporting students to develop strong resource networks (e.g. appropriate sources of
information; relevant research/discipline groups; peer groups, academic and professional
mentoring etc.) are additional ways to address the limited academic and social networks that

some students have.
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AD4  Ensure ongoing evaluation to support the
development of sustainable assessment and

feedback practice

Students and lecturers need to work in partnership to inform teaching on an iterative basis.
Feedback mechanisms need to be integral to curriculum design. Feedback should be part of
the ongoing dialogue within taught sessions on what can and cannot be changed to enhance
practice and why. It is about clear communication about why assessment needs to be a
certain way, justifying the rationale underpinning assessment, and what is reasonable and not

reasonable to change and why.

Requesting feedback about assessment does not need to be overcomplicated; a ‘what was
good’, ‘what could be improved’, ‘what are you most concerned about’ serve an important
purpose in gaining immediate feedback. Students need guidance regarding ‘feedback capture’.
More detailed feedback questionnaires also need to be aligned to what the assessment
feedback priorities are to catch relevant and focused information where necessary. A key
issue is how feedback is shared among lecturers and students to promote the exchange of
good practice for the benefit of the whole programme during the teaching cycle as well as

after it as part of annual programme review.

In moving assessment practices forward, the rationale underpinning the assessment design
needs to be transparent to all, with alternative approaches to addressing issues being
modelled and supported. In engaging students actively in assessment, we need to be very
careful that we do not fall into the trap of engaging students and lecturers in ‘waste of time’
activities. Ve need a clear understanding of what facilitates students’ and lecturers ‘knowing
to’, and what is a distraction from this core purpose. Central to this debate is an awareness
of individual differences, and an understanding that learners will use strategies in different
ways. Individual and situational constructs need to be factored into assessment design as
solutions need to be found at the local level and supported by institutional clarity and
openness to explore and evaluate assessment at all levels within an organisation as to what
is working well and for whom. The predictive use of data to support understanding of
individual and group learning journeys needs to be more rigorously utilised to support
enhancements in assessment design (Emke et al., 2017; McEvoy 2017. Policy needs to be

agile in responding to feedback.
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In summary, EAT is an example of an integrative assessment framework that can support
both small- and large-scale assessment and feedback change. Key emphases include self-
regulatory development; student and lecturer ownership and co-ownership of programmes;
collaborative endeavour, all underpinned by an inclusive pedagogical approach (PLSP) with a

critical pedagogic stance.

Core Reading

Evans, C,, et al. (2024). Developing a scale to explore self-regulatory approaches to
assessment and feedback with academics in higher education. Frontiers in Psychology, I5.

Access the article through the link here
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3. Using the EAT Wheels

Promoting Student Engagement

The Developing Student Engagement in Assessment Table (Appendix F) asks
lecturers to consider how they engage with students as partners alonga continuum from left
to right of the table, moving from a directional/telling approach toa more transformative

approach that engages students actively in the design of learningand teaching.

In supporting the learning progression of students there may be times where a directive
approach is the most suitable such as at key transition points into learning. However, to
promote student agency in learning, we need to actively engage them in taking a lead in their

own learning.

The table asks lecturers to consider the extent to which they engage students in all aspects of
assessment practice. The exercise also asks lecturers to consider their relative use of
transactional and transformational approaches to assessment and in what contexts specific
approaches are most appropriate. For example, the nature of the task, time available, stage in the

student learning journey; location of the learning activity etc

In exploring effective student engagement this appendix draws on Evans (2013, 2015a)
identification of students who were highly effective in navigating assessment — referred to as
‘savvy feedback seekers’ who shared the following characteristics: (a) they were focused on
meaning making; (b) had good self-management skills; (c) demonstrated perspective; (d)
accurately picked up cues from the environment (good noticing skills), () were resilient in
persisting and bouncing back from unsatisfactory experiences; (f) managed personal response to
feedback; (g) were pro-active in their feedback-seeking behaviours; (h) were adaptable and
flexible — willing to try new ideas associated with a growth mindset (Dwek, 2012), and (i)
forward thinking about how they could apply learning to future contexts. The attributions of a
savvy feedback seeker demonstrate strong self-regulation skills in that learners can understand
their own processes of learning, use cognitive strategies to process information effectively, and

manage the emotional dimension of assessment feedback.

Key to supporting student progression in learning is how and when to remove scaffolding of

learning to support their engagement with and ownership of learning and teaching.
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In summary, the Developing Student Engagement in Assessment Table can be used:

e as a self-reflection tool to evaluate your own practice.

e to discuss teaching approaches with colleagues as an integral part of curriculum
design to view key progression points in the student learning process and what

approaches are best and where and when.

e to ensure a consistent approach to engaging students within the curriculum.

e to discuss with students the importance of their role within learning and to clarify

expectations of them as partners within assessment.

Core Reading

Balloo, K., Evans, C., Hughes, A., Zhu, X., & Winstone, N. (2018). Explicit Assessment
Criteria as the Antithesis of ‘Spoon-Feeding’: How transparency in the assessment process
can support students’ self-regulatory development. Frontiers in Education.

The article can be accessed via this link
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Appendix F: Developing Student Engagement in Assessment

—
Transactional \ Identify your position Transformational

Assessment Literacy

1

2

3

4q

5

Telling - one directional guidance on
assessment criteria - lecturer to
student.

Explaining / discussing requirements with
students.

Teacher driven rubrics.

Student generated rubrics.

Provision of exemplars.

Student development of exemplars.

Provision of assessment criteria.

Student reworking/creating assessment
criteria.

Provision of glossaries.

Student generated glossaries.

Given assessment regulations.

Students contributing to development of
regulations.

—

Assessment Feedback

Transformational

Reliance on the teacher for feedback.

Reliance on range of sources — emphasis on
developing student self-assessment.

Corrective feedback — one directional
from teacher to student — work
corrected.

Examples of how to correct with the
responsibility on the student to apply the
approach.

Provision of guidance on how to
improve.

Student responsibility for developing action
plan based on feedback on how toimprove.

Asks students to reflect on their
feedback.

Provides frameworks to support studentsin
reflection involving dialogic practices and
focused application to demonstrate
understanding rather than reflection alone.

Directive. Solutions provided.

Challenges the student to find solutions.

Focus on the immediate
requirements of the module task

Focus on application of learning within and
beyond the course.

—

Assessment Design

5

Transformational

Assessment tasks designed for
students.

Assessment tasks designed with & by
students.

Teacher summative assessment.

Student and teacher summative assessment.

Teacher ownership of assessment tasks.

Student ownership of assessment tasks.

Tasks designed exclusively to meet
specific learning outcomes.

Tasks designed to meet learning outcomes
and to go beyond.

Strongly scaffolded learning tasks-
students regulated and told what to do.

Students taught to self-regulate as part of
course design.

Resources to support learning
provided but relationship between
them not made explicit.

All key resources available from the outset to
enable student control of learning &
signposted in relation to tasks and key crunch
points. Clear links to resources provided.

Guidance mainly provided by teacher.

Students supported to build networks and to
identify guidance from range of sources.

Resources provided for students.

Students/teachers generate resources.

Limited opportunities for self-
assessment.

Ongoing aligned opportunities for self-
assessment from start to finish.

Limited opportunities for students to
explore complexities of assessment.
Teacher directs solution-finding.

Key threshold concepts identified from the
outset. Students encouraged to provide
resources to support understanding in areas
seen as difficult, and to find own solutions.
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Using the EAT Wheels with Staff and Students to
Promote Engagement in Assessment

Student engagement can be explored with students using the EAT Wheels to enable them
to assess the extent to which they engage with the |12 key areas of assessment. This leads to
important discussions about whether they think the design of assessment enables them to
engage, and to consider personal reasons why they may not choose to engage, and how
such barriers can be overcome. Through discussion with students, lecturers can review the
way in which they design assessment activities impacts the level of engagement of students

and especially for certain groups of students.

The EAT Wheel can be used at individual and team / organisational levels, as a

e Diagnostic tool: to evaluate strengths and weaknesses in assessment design

e Design tool: to focus on the development of one area of practice e.g. feedback and
consider what needs to happen in all |2 areas of practice.

¢ Predictive tool: to explore relationships between student engagement and
outcomes.

e Evaluative tool: to evaluate the relative effectiveness of assessment feedback
practices.

e Training tool to support student and lecturer skills’ development.

There are lecturer and student versions (under/post-graduate) of the EAT wheel
(Appendices B — D) that can be used to ask focused questions around the |2 sub-
dimensions of EAT. Levels of engagement can be ranked from | (low) to (5) (high).
Questions can be adapted to suit the specific focus under investigation. Examples of key
questions are highlighted in Figures 3 and 4 showing scoring of the wheel for students and
lecturers which can be used to: (i) capture individual and group perceptions of the design of
assessment in its ability to engage students actively in their learning; (ii) enable students and
academics to examine changes in perceptions of engagement over time; (iii) explore the

impact of an assessment intervention on levels of engagement.
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The lecturer version of EAT (Appendix B), can be used to consider the extent to
which assessment design enables students to actively engage with it, and which areas of
practice need development. It is important to look at the interconnected nature of all three
core dimensions of practice (i.e. assessment literacy, assessment feedback, and assessment
design). It is also possible to focus on specific areas of assessment feedback that you have
identified as relative weaknesses / priorities for development, acknowledging the fact that

activity and development in one area will impact on other areas of EAT.

Using Appendices C, D, and E, students can self-assess how they are attending to each of
the areas highlighted in EAT as part of trying to understand and develop their own role(s) in
assessment feedback practice, and to identify blockages to their engagement from individual,

course design, and organisational perspectives.

AD4: Ensure ongoing evaluation to AL 1: clarify what constitutes good LECTU RE R

support the development of Standard of work; recognition and application of
sustainable assessment and good academic practice; student and lecturer beliefs ‘I

feedback practice
y — S % AL 2: clarify how assessment elements
AD 3: Ensure access and equal e b fit together
opportunities N

Provision of Resources; Guidance;

—F | / ™ _ AL 3: Clarify student and staff entitlement

Student/Lecturer roles and principles
] ] \ underpinning the 'What', ‘When', and 'How' of
AD 2: Promote meaningful [ feedback
and focused assessment / \
Fit for Purpose; Relevant 4 AL 4: Clarify the requirements of the
Programme Level Assessment; \ " 1 : discipline
Collaborative Design; Manageable g

Network Development; Choice

Core and threshold concepts; deep approach

AD 1: Ensure robust and
transparent processes and
procedures: QA literacy

AF 1: Provide accessible feedback
Specific, and focused on how to improve.
Encourage students to clarify their
interpretation of the feedback

B

f AF 2: Provide early opportunities for students to

self-evaluation skills A act on feedback
59{'{'2?"“"""8: self-assessment, and critical AF 3: Prepare students for meaningful The paFtern and timir}g of assessment, and alignment of
reflection dialogue / peer engagement formative to summative assessment

AF 4: Promote development of students’

Figure 3: Overlaying engagement profiles (one person at 2 different points in time; or
different perspectives student and lecturer; different perspectives from different lecturers

Accessible versions of the EAT Wheel can also be accessed through this embedded link and

are also available on the inclusivehe website at:

https://inclusivehe.org/wpcontent/uploads/2022/12/appendices_b_c_accessibleversions_eat_
wheel- | .pdf

Core Reading

Evans & Zhu (2023). The development and validation of the assessment engagement scale
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https://www.researchgate.net/publication/343933632_EAT_Framework_2020_accessible_version_pdf
https://www.researchgate.net/publication/343933632_EAT_Framework_2020_accessible_version_pdf
https://www.frontiersin.org/journals/psychology/articles/10.3389/fpsyg.2023.1136878/full

AD4: Supporting the development of the course AL 1: What constitutes good? What am | aiming for? STU DE NT
Am | giving useful feedback on how to enhance assessment Do | know what good looks like? Do | know what to do to X,
feedback practice? How am | owning the course? meet the assessment criteria and learning outcomes?

AL 2: How assessment elements fit together
Have | mapped how the assessment works in / across
modules and how | am going to manage this?

AD 3: Making best use of resources
Do | know how to access and make best
use of resources?

Am | developing networks to support my S ~ e - N AL 3: Student and staff entitlement

learning now and into employment? Do | know what: feedback looks like; support | am

entitled to; my role in feedback is?

AD 2: Meaningful work

R gf . AL 4: Am | clear about the requirements
Am | using the knowledge acquired ] J { / \ el o
across modules to inform my / / of the discipline?
overall development? Am | aware of the key concepts | need to know
Am | adopting a deep approach in \ / / and the main ways of working and thinking in
my work? \ ) . / f / my discipline? Do | feel part of the discipline?

AF1: Ensuring | know how to improve
AD 1: Do | have a good . ] . g s Do | know how to improve my work from the

. - = 2 feedhack? If it is not clear, what am | doing
aboutit?

understanding of HE assessment ; i ‘
processes / and regulations? =

AF2: Using formative feedback opportunities
f Am | actively seeking out feedback opportunities and

making full use of them?

AF 4: Self-evaluation
Do | know how | am doing?
Do | know what to do when | do not know? AF3: Have | done the necessary preparation to participate fully in peer dialogue?
Am | managing my learning effectively? How do | support others in giving and receiving feedback?

Figure 4: Plotting levels of engagement using EAT

Using EAT it is possible to:

e Explore facilitators and barriers to engagement in assessment and feedback from

institutional and personal perspectives to move assessment practice forward.

e |tis also possible for lecturers to overlay their EAT profiles and compare different
course, modules and programmes to look at differences in approaches and impact on

student learning outcomes.
e To account for areas of difference and to look at strengths and areas to develop.

e Students can also overlay their interpretation of the teaching within a module/

programme with that of the lecturer to identify points of agreement and difference.

e Student engagement scores can be examined in relation to performance outcomes
and used with students to show the potential relationships between engagement and
results. Changes in engagement can be mapped and the impact of such changes

explored.

Core Reading

Hobson, D., & Evans, C. (2024). Supporting the development of Graphic Arts’ students’
assessment literacy.

Grange, L., Evans, C., & Zhu, X. (2024). Supporting STEM students’ self-regulatory skills
through developing their assessment literacy and evaluative judgement capabilities.
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https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196409_Supporting_the_Development_of_Graphic_Arts_Students%27_Assessment_Literacy&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238480010%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=G6zUv%2B%2BaGVKii%2FY0O7zZf3aXjEc0LikQu%2BgRV4LqdyQ%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196409_Supporting_the_Development_of_Graphic_Arts_Students%27_Assessment_Literacy&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238480010%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=G6zUv%2B%2BaGVKii%2FY0O7zZf3aXjEc0LikQu%2BgRV4LqdyQ%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196614_Supporting_STEM_Students%2527_SelfRegulatory_Skills_through_Developing_their_Assessment_Literacy_and_Evaluative_Judgement_Capabilities%3Fchannel%3Ddoi%26linkId%3D64df711e177c590413030f39%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238497869%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=9aZDqsQXHumOxajWPEsTG%2Fc10klII5Cxt%2BNJ%2F6stcAU%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196614_Supporting_STEM_Students%2527_SelfRegulatory_Skills_through_Developing_their_Assessment_Literacy_and_Evaluative_Judgement_Capabilities%3Fchannel%3Ddoi%26linkId%3D64df711e177c590413030f39%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238497869%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=9aZDqsQXHumOxajWPEsTG%2Fc10klII5Cxt%2BNJ%2F6stcAU%3D&reserved=0

APPENDIX Bl: EAT areas doc

AD4: Ensure ongoing evaluation to AL 1: Clarify what constitutes good LECTURER
support the development of Standard of work; recognition and application of ﬁ

sustainable assessment and good academic practice; student and lecturer beliefs
feedback practice

AL 2: Clarify how assessment elements

AD 3: Ensure access and equal fit together

opportunities
Provision of Resources; Guidance;

AL 3: Clarify student & staff entitlement
Network Development; Choice

' Student/Lecturer roles and principles
LITERAC underpinning the '"What', 'When', and 'How"

AD 2: Promote meaningful ASESMENT i \ ) of feedback
and focused assessment DESIGN \ , \

Fit for Purpose; Relevant 1—2—3—;:1—5 AL 4: Clarify the requirements of the
Programme Level Assessment; / / discipline

Collaborative Design; Manageable Core and threshold concepts; deep approach

ASSESSMENT £

B o— N — W — B ——

AD 1: Ensure robust and  |[ASSESSMEN

transparent processes and
procedures: QA literacy N/ FEEDBACK Specific, and focused on how to improve
i L — Encourage students to clarify their

AF 1: Provide accessible feedback

% L B @ interpretation of the feedback
AF 4: Promote development of students’ |iL’

AF 2: Provide early opportunities for students to
self-evaluation skills - _— act on feedback

Self—m?nitor'lng, self-assessment, and critical AF 3: Prepare students for meaningful The pattern and timir?g of assessment, and alignment of
reflection formative to summative assessment

dialogue / peer engagement
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APPENDIX B2: EAT scoring doc (COLOUR version)

AD4: Ensure ongoing evaluation to AL 1: clarify what constitutes good I_E CTU R E R
support the development of Standard of work; recognition and application of
sustainable assessment and good academic practice; student and lecturer beliefs

AL 2: Clarify how assessment elements

feedback practice
fit together

AD 3: Ensure access and equal
opportunities
Provision of Resources; Guidance;

AL 3: Clarify student and staff entitlement
Network Development; Choice

Student/Lecturer roles and principles

underpinning the "What', "When', and 'How' of
feedback

ok e ) ) — ,p__m

AD 2: Promote meaningful
and focused assessment j j / / .
Fit for Purpose; Relevant 5—4—3—2—1
Programme Level Assessment; ' ' ' '
Collaborative Design; Manageable

1—2—3—4—5 AL 4: Clarify the requirements of the
[ Y B [ discipline
Core and threshold concepts; deep approach

1
l

AD 1: Ensure robust and

transparent processes and \ o |3 — / y e e

procedures: QA literacy N | Specific, and focused on how to improve.

T — Encourage students to clarify their
Q | @ interpretation of the feedback
.-"'--.__5__.--"' a

AF 4: Promote development of students’ ‘i\Ll AF 2: Provide early opportunities for students to
self-evaluation skills - act on feedback

5€|f-m'_3“itﬂﬁnﬂ- self-assessment, and critical AF 3: Prepare students for meaningful The pattern and timing of assessment, and alignment of
reflection formative to summative assessment

dialogue / peer engagement
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APPENDIX B2: EAT scoring document (B & W version)

. @ interpretation of the feedback

AF 2: Provide early opportunities for students to
- act on feedback

AF 3: Prepare students for meaningful The pattern and timing of assessment, and alignment of
formative to summative assessment

AD4: Ensure ongoing evaluation to AL 1: Clarify what constitutes good LECTURER
support the development of Standard of work; recognition and application of
sustainable assessment and good academic practice; student and lecturer beliefs
feedback practice

e T = ‘ AL 2: Clarify how assessment elements

AD 3: Ensure access and equal a4 N fit together
opportunities |

Provision of Resources; Guidance; P y - ' T ' AL 3: Clarify student and staff entitlement

Network Development; Choice A / .

f ' 2 Student/Lecturer roles and principles
/ i / | underpinning the "What', "When', and 'How' of

AD 2: Promote meaningful & [ < N - feedback
and focused assessment _ _ _

Fit for Purpose; Relevant l S—4—3—2—1 1—2—3—4—>5 AL 4: Clarify the requirements of the

Programme Level Assessment; ' ' ' ' / discipline

Collaborative Design; Manageable = L] Core and threshold concepts; deep approach

AD 1: E:::::ar;::?::::sses and & NS | L AF 1: Provide accessible feedback
procedures: QA literacy . \/ | Specific, and focused on how to improve.

3 — Encourage students to clarify their

AF 4: Promote development of students’

self-evaluation skills
Self-monitoring, self-assessment, and critical
reflection

dialogue / peer engagement
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APPENDIX B3: LECTURER BLANK VERSION

AD4: Ensure ongoing evaluation

AD 3: Ensure access and equal

opportunities

AD 2: Bl ASSESSMENT @

DESIGN

Promote meaningful

and focused assessment '

5
|
|
3
l
i
I
l.

N\

AL 1: Clarify what constitutes good

| ASSESSMENT 2
LITERAC

LECTURER

=l
AL 2 Clarify how assessment elements fit
together

AL 3: Clarify student & staff entitlement

1—2—3—4—5

AL 4: Clarify the requirements of the
discipline

ASSESSMEN

0 AF 1: Provide accessible feedback

AD 1: QA literacy
FEEDBACK |~
g
AF 4: Promote development of students’ i f AF 2:| Provide early opportunities for students to
self-evaluation skills act on feedback

AF 3: Prepare students for meaningful
dialogue / peer engagement
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APPENDIX Cl: EAT student areas document

AD4: Supporting the development of the course AL 1: What constitutes good? What am | aiming for? STU DE NT
Am | giving useful feedback on how to enhance assessment Do | know what good looks like? Do | know what to do to
feedback practice? How am | owning the course? meet the assessment criteria and learning outcomes?

AL 2: How assessment elements fit together
AD 3: Making best use of resources

T Have | mapped how the assessment works in / across

oo kPOW how tg access and make best 4. modules and how | am going to manage this?

use of resources? .

Am | developing networks to support my . |3 N ) AL 3: Student and staff entitlement

AT T A ST | ASSESSMENT B Do | know what: feedback looks like; support | am
= LITERACY ' entitled to; my role in feedback is?

AD 2: Meaningful work : B |1 ' _ a : - - :

Am | using the knowledge acquired 8 ASSESSMENT L\ : Am | clear about the requirements

overall development? Am | aware of the key concepts | need to know
Am | adopting a deep approach in \ \ : y f f and the main ways of working and thinking in
my work? ' \ | - N\ f / my discipline? Do | feel part of the discipline?

l / AF1: Ensuring | know how to improve
P 0 Do | know how to improve my work from the

across modules to inform my DESIGN | | of the discipline?

. -~ |ASSESSMENT |
AD 1: Do | have a good " .
understanding of assessment / FEEDBACK feedback? Ifitis not clear, what am | doing

about it?

processes / requirements?

4

AF 4: Self-evaluation
Do | know how | am doing?

Do | know what to do when | do not know? AF3: Have | done the necessary preparation to participate fully in peer dialogue?
How am | managing myself? How do | support others in giving and receiving feedback?

my work? Do | actively seek out feedback opportunities?

T _L el AF2: Using formative feedback opportunities
fﬂ : Am | making full use of opportunities to get feedback on
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APPENDIX C2: EAT student scoring colour document

AD4: Supporting the development of the course

DENT

\
\

AL 1: What constitutes good? What am | aiming for? STU
Do | know what good looks like? Do | know what to do to
meet the assessment criteria and learning outcomes?

Am | giving useful feedback on how to enhance assessment
feedback practice? How am | owning the course?

AL 2: How assessment elements fit together
Have | mapped how the assessment works in f across
modules, and how | am going to manage them all?

AD 3: Making best use of resources
Do | know how to access and make best

use of learning resources?

Am | developing networks to support my
learning now and into employment?

AL 3: Student and staff entitlement
Do | know what: feedback looks like; support | am
entitled to; my role in feedback is?

AD 2: Meaningful work

Am | using the knowledge acquired
across modules to inform my
overall development?

Am | adopting a deep approach in
my work?

AL 4: Am | clear about the requirements

. _ _ of the discipline?
1—2— 3 45

Am | aware of the key concepts | need to know
and the main ways of working and thinking in
my discipline? Do | feel part of the discipline?

/ AF1: Ensuring | know how to improve
P @ Do | know how to improve my work from the

AD 1: Do | have a good
understanding of HE assessment
processes / and regulations?

feedback? If it is not clear, what am | doing
about it?

Am | actively seeking out feedback opportunities and
making full use of them?

- @ AF2: Using formative feedback opportunities

AF 4: Self-evaluation

Do | know how | am doing?

Do | know what to do when | do not know? AF3: Have | done the necessary preparation to participate fully in peer dialogue?
Am | managing my learning effectively? How do | support others in giving and receiving feedback?

/ /
[||:>Ln._'h_w_n_&
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APPENDIX C2: EAT student black and white scoring document

AD4: supporting the development of the course

feedback practice? How am | owning the course?

AD 3: Making best use of resources
Do | know how to access and make best

use of learning resources?

Am | developing networks to support my
learning now and into employment?

AD 2: Meaningful work
Am | using the knowledge acquired

overall development?

Am | adopting a deep approach in
my work?

AD 1: Do | have a good \>

understanding of HE assessment
processes [/ and regulations?

AF 4: Self-evaluation

Do | know how | am doing?

Do | know what to do when | do not know?
Am | managing my learning effectively?

across modules to inform my & j -
S5—8—3—2—1

AF3: Have | done the necessary preparation to participate fully in peer dialogue?

AL 1: What constitutes good? What am | aiming for?

Am | giving useful feedback on how to enhance assessment Do | know what good looks like? Do | know what to do to

meet the assessment criteria and learning outcomes?

STUDENT

;N

AL 2: How assessment elements fit together
. Have | mapped how the assessment works in / across

modules, and how | am going to manage them all?

AL 3: Student and staff entitlement
Do | know what: feedback looks like; support | am
entitled to; my role in feedback is?

AL 4: Am | clear about the requirements

\ \ '_ . Z of the discipline?
l—2—3—4—5 Am | aware of the key concepts | need to know

and the main ways of working and thinking in
my discipline? Do | feel part of the discipline?

AF1: Ensuring | know how to improve
Do | know how to improve my work from the

feedback? Ifit is not clear, what am | doing
about it?

making full use of them?

%

' @ AF2: Using formative feedback opportunities

Am | actively seeking out feedback opportunities and

How do | support others in giving and receiving feedback?
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APPENDIX C3: EAT student BLANK scoring document

AD4: Am | contributing to teaching, research,
enterprise to enhance my learning and that of others

AL 1: 1 am clear about what good looks like? STU DENT

LN

AD 3: Do | know where and how to

5| o

‘ AL 2: How does all the assessment fit together?

=
access resources and network well? L
|3 AL 3: How do | see my role in assessment?
Bl ASSESSMENT §
AD 2: Am | doing my best to | p— : ! I'ITERACY : \ i -
really understand the subject? [l ASSESSMENT , ’ Z AL 4: Am | clear abou;. what being an
expert in this subject/profession requires?
- DESIGN 1_2_3_4_5'

|assessMENT |

AD 1: Do | understand
regulations?

{ AF1: Am | able to use feedback from
others effectively?
. | FEEDBACK |~~~
% ~—— L - @ AF2: Do | make the most of all opportunities to
f test my understanding?

AF3: Have | prepared sufficiently to make the most of learning opportunities —do |
actively support others........

AF 4: How accurate is my own assessment
of how | am doing?
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APPENDIX DI: PHD Lecturer Version

AD 4: How are you reviewing in an ongoing way
how your student is doing and how your working
relationship is evolving?

AD 3: Ensure access and equal
opportunities

Have students been alerted to key
resources, sources of support?

Have students’ individual differences
been addressed?

AD 2: Promote meaningful and
focused assessment How is the
PhD programme supporting student
progression in an integrated way and
as integral members of the research
community?

AD 1: Ensure robust and
transparent processes and
procedures: QA literacy: How are
students being made aware of
regulations? Do supervisors have
shared understandings?

AF 4: Promote development of students’

self-evaluation skills
How are you engaging students in reviewing their
own and others’ work? (e. g. tools/frameworks)

E—

5—4—3—2—1

AL 1: Clarify what constitutes good? Do you and your PhD L

PhD student have a shared understanding of what quality at
PhD looks like especially in relation to their focus and design?

Is it clear to the student how the different element of their
PhD programme fit together and the requirements of them?

’ AL 2: Clarify how assessment elements fit together

AL 3: Clarify student and staff entitlement
Have supervisory expectations been agreed and
made clear from the outset?

L e w—b—ui'

AL 4: Clarify the requirements of PhD

research design, substantive content, analysis),
and in addressing issues of originality,

contribution to research.

Z study (e.g. in relation to research questions,
l—20——3—4—5

AF1: Provide accessible feedback
Is the feedback you give supporting students
— to take responsibility for themselves? How do

you know your feedback is accessible?

1
|
2
| .
¢ —d—
— L __— AF2: Provide early opportunities for students to
il act on feedback

How is supervision supporting student progression?

AF3: Prepare students for meaningful dialogue / peer engagement
How are you encouraging students to take responsibility for sessions / developing networks etc./
contributing to the work of the department as members of the team?
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APPENDIX D: PHD Student Version

AL 1: What constitutes good? What am | aiming for?
Do | know what good looks like? Do | know how to meet
PhD assessment requirements? What am | unclear about?

AD 4: Supporting the development of the programme
How am | contributing to the PhD com(‘nunitv? What can |
offer to enhance the development of the programme; what

activities can | initiate/contribute to?

AD 3: Making best use of resources
Do | know how to access and make best

AL 2: How assessment elements fit together
. Have | mapped how the different elements of my PhD

programme fit together and how | will manage these?

use of resources? Am | developing
networks to support my learning? Am |
aware of key researchers in my field?

AL 3: Student and staff entitlement
Am | clear about my role and responsibilities and
those of my supervisors in the process?

AD 2: Meaningful work

Am | adopting a deep approach in my
work? Do | have a clear warrant (Why J | J / )
is my research important? What is S 4 321
original about it? What lessons have | | \ 3 ;
learnt from it?). Am|am able to
demonstrate criticality/ synthesis in my

LN - m—g—m' ‘\

AL 4: Am | clear about the requirements

Z of the discipline?
l—2—3—4—5 Am | aware of the key concepts | need to know

and the main ways of working and thinking in
my discipline at PhD level?

work? What is my roles as an integral
member of the research community?

AF1: Ensuring | know how to improve
Do | know how to improve my work from the

feedback? If it is not clear, what am | doing
about it? (e. g. accessing training).

AD 1: Do | have a good
understanding of PhD

regulations and where to access
information on this?

my work? Do | actively seek out feedback opportunities?

1
|
2
“-.. — ..f'J
e L _— AF2: Using formative feedback opportunities
f ' Am | making full use of opportunities to get feedback on

AF 4: Self-evaluation

Do | know how | am doing?
Do | know what to do when | do not know?
Am | managing my learning effectively?

AF3: Have | done the necessary preparation to participate fully in peer dialogue?
How am | working with others to support my understanding (e.g. discussion papers /leading sessions)?




4, Applying EAT to Practice

Using the Decision-Making Cards

The decision-making cards provide examples of how you can develop your assessment and feedback
practice with many practical suggestions provided. There are cards for each of the dimensions and
subdimensions of EAT (12 areas in total) to support colleagues in considering specific aspects of their own

assessment practice.

In addition, there are specific questions for Programme Leads and their teams at the end of each core

dimension:

Assessment Literacy 45
Assessment Feedback 51
Assessment Design 57

There is also a summary of quality assurance issues for each of the three core dimensions for all teams to

consider:

Assessment Literacy 46
Assessment Feedback 52
Assessment Design 58
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AL 1:

Clarify What Constitutes Good

Lecturer / Teacher Focused (LT)

Key
Foci

ILT

2LT

3LT
4LT

S5LT
6LT
LT
8LT

Involving students in the development of assessment criteria.
Explaining the rationale underpinning the assessment criteria.
Exploring therelevance and validity of the assessment criteria and tasks.

5-minute focused questions to students throughout a module on what
they are finding difficult.

Provide explicit guidance from the outset on the requirements of the assessment
tasks.

Check students’ understanding of requirements through small-focused tasks and
opportunities for discussion and reflection about the assessment criteria (e.g.
demystifying critical reflection; writing styles; referencing etc.).

Model examples of good practice in taught sessions.

Provide students with examples of good practice and identify why they are good
using explicit assessment marking criteria.

Select snippets of good practice to discuss in sessions on a regular basis.
Set formative tasks asking students to focus on key concepts.
Provide model answers to questions and FAQs that are also available online.

Develop rubrics so that students are directed to the requirements of the
assessment task.

Student Focused (S)

IS

25
3S

4S

55

6S

75

8S

9S

Get students to produce model answers individually and in groups to share with
their peers.

Ask students to mark work using the assessment criteria.

Get students to personalise the assessment criteria in relation to the requirements
of a specific task (i.e. write it in their own words).

Get students to set the marking criteria for specific pieces of work using the
guidelines for assessment ratified for your module/ programme.

Get students to advise on developing the assessment criteria guidance for following
cohorts of students; get students to map learning outcomes across modules.

Get students to develop and personalise rubrics to support their own learning
within and beyond the module of study.

Get students to self-assess their own performance as part of the summative
assessment (e.g. using the assessment criteria grid to annotate where they think
they are according to the different criteria and justify why).

Give students an article to assess and then get students to moderate their
decisions in groups and to summarise and justify conclusions to the group.

Students review work of varied quality to support understanding of quality and
seeing that quality can be achieved in different ways (Sadler, 2010, 2013).
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AL 2: Clarify How Assessment Elements Fit

Together

Lecturer / Teacher Focused (LT)

Key
Foci

ILT

2LT

3LT
4LT

S5LT

6LT

Making clear how all elements of a programme fit together and how
the assessments were linked for staff and students

Identifying and mapping high level skills required throughout a
programme.

Getting students to ‘walk’ through the programme and tomap their own journeys
and potential crunch points.

Team development of programmes (AD2) to critically examine the
placement and nature of different assessments andhow these map to
learning.

Provide a route map/diagram showing how all assessment elements (formative and
summative) fit together for students and lecturers.

To ensure buy in, clarify with students why the assessment design is relevant and
valuable in supporting students to meet learning objectives within and beyond the
module.

Signpost key tasks and timelines.
Demonstrate how assessment tasks and assessment guidance are organised on the
virtual learning environment.

If completing formative assignments is a condition for submitting summative assignments
make this explicit from the start.

Revisit the assessment route map with students at regular intervals throughout the
module/programme.

Student Focused (S)

IS

25

3S

4S
55

6S

Get students © produce their own picture of the assessment pattern and
get them tooutline theirrole(s) in the process. (Gantt charts can be useful for
students to demonstrate how they are going to organise and manage the
requirement of assessment).

Get the students to rewrite the learning outcomes in their own language. Map
with them how you are intending to cover these within the module.

Get students to complete a self-assessment on what aspects of assessmentthey are
clearabout and what areas they need more guidance on.Produceasummary ofkey
points for all students based on student feedback queries.

Involve students in contributing resources to the module/programme.

How can students in years |,2 and 3and at PG level contribute towards
supporting understanding of how the module/programmefits together; what
resources can they share!?

Ask students to review guidance in the course handbook and towork with you to
make information more explicit where and if necessary.
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AL 3: Clarify Student Entitlement

Lecturer / Teacher Focused (LT)

Key
Foci

ILT

2LT

3LT

4LT

5LT

6LT

LT

Being explicit about what partnership means and what entitlement is —
how much support and when?

Clarifying with students at point of entry what is expected from them
in terms of their contribution to programme development, attendance,
supporting other students.

Not to under-estimate the strengths students bring with them and using
them to best effect and from point of entry.

Clarify expectations regarding the hours of study and the amount of preparation
required for each session.

Be explicit and precise about the hours of support available for feedback and
make sure this is consistent in handbooks and all other sources.

Be clear about what constitutes feedback and where and when feedback will take
place.

Be clear about what you want the students to do with feedback and set specific
tasks related to this (e.g., developing an action plan; reflecting on the feedback about what
is understood and what is not; how they are going to advance their work...).

In giving written feedback ensure consistency in the timing of feedback across
the feedback team within a module so that students receive the feedback at
approximately the same time.

Use individualand groupfeedback judiciously—when is group feedback most
appropriate?

Tackle the emotional dimension of feedback directly with students (e.g., enable time
between the receiving of feedback and asking students to act on feedback).

Student Focused (S)

IS

25
3S

4S
5S

6S

Clarify the role(s)of the student in the feedback process and formalise
this (e.g., contractregarding expectations as part of the feedback process).

Support students in leading discussions with academics.

Get students to produce a summary of what they understand from the
feedback they have received.

Support students to establish peer feedback mentoring roles.

Encourage students to audit where their own strengths and areas for
development lie and where they can best support peers.

Ask students to take responsibility for auditing in-session feedback to feed into
future delivery working with the lecturer.
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AL 4: Clarify the Requirements of the Discipline

Lecturer /| Teacher Focused (LT)

Key
Foci

ILT
2LT
3LT

4LT
S5LT

6LT

LT

8LT

LT

Clarifying the core and threshold concepts and agreeing these as a team.

Signposting at point of entry the key knowledge, understanding and skills
students will need to be successful in their field of inquiry .

Auditing/base line testing key knowledge and skills at point of entry to
identify strengths and gaps.

Agreeing a ‘common language’ for the discipline and making this accessible
to students.

Focusing on relational dimensions in building a discipline-specific community
with students.

Clarify what constitutes good within the discipline and/or dimensions of it.
Model what constitutes a deep approach within your discipline.

Be clear about who are the leading researchers/sources within your discipline that
student should be consulting.

Less is more — highlight key concepts and focus attention on these in your teaching.

Identify threshold concepts — those that are likely to present difficulties to students
and provide resources onthese.

Provide links to where further information can be sought on difficult concepts.

Do an academic needs analysis with students to identify gaps inknowledge; use this
information to pair students to support one another and/or to set up mixed groups
for peer support.

Ensure a programme level approach to the covering of core concepts to agree
where replication is warranted and to avoid unnecessary duplication.

Consider progression of ideas at programme level and how modules are
working together to support student learning, and specifically how the flow of
ideas/concepts/ knowledge, and skills from one module feed into another.

IOLT Consider how resources are best shared across modules.

Student Focused (S)

IS

25
3S

4S

5S

Be clear about what information students can source and cover for themselves, and
provide links to useful resources/sites.

Provide self-assessment tools for students otest their understandings of key ideas.

Get students to write mini- tests for each other to use.

Get students to produce key summaries of problematic concepts in an
accessible language for their peers.

Encourage students to produce and offer resources for other cohorts.
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ASSESSMENT LITERACY PROGRAMME DIRECTOR QUESTIONS
ALl

1 Do teams have a shared understanding of what constitutes good?

2 How is what constitutes ‘good academic practice’ shared within and across
disciplines?

3 How are you ensuring that the assessment criteria are fit for purpose?

4  How are new colleagues inducted into the requirements of good academic practice?

1 Is the rationale underpinning how the assessment elements fit together clear to all?

2 Is information in module / programme handbooks clear and consistent throughout
about how the different elements of assessment fit together?

3  How effective is the pattern of assessment within and across modules (timing;
variety; fitness for purpose; organisation of formative and summative)? Who is
overseeing this?

4  How are students feeding into the development of modules / programmes to
support their understanding of how elements of assessment fit together?

AL3
1 How are roles and expectations in assessment made clear to all?
2  What does student engagement in assessment look like?
3  What baseline of expectations regarding assessment practice has been agreed?
4  How have you established where consistency is essential?
5  Whatis being done to develop a shared understanding of assessment feedback
approaches?
6 How are students being supported to give and act on feedback as part of their role?
7  Are hours of required study by students and hours of lecturer support made explicit?

8 How are students being supported to recognise and make best use of the support
offered?

AL4
1 Is it clear what it is to think, act and be in specific disciplines/professions? How are
you ensuring shared understandings of this?

2 How are you inducting students to become members of your academic discipline?

3  What networks beyond the disciplines should colleagues and students be tapping
into to support understanding within the disciplines?

4  How is the course content linking to the latest research within & beyond the faculty
and university?

5 How are you promoting innovation within the disciplines, and as part of
interdisciplinary research?

6 How are students contributing to the knowledge base of the discipline?
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Quality Assurance Assessment Practice Checklist

Assessment Literac

Dimension Description

ALI.I

ALI.2

ALI.3
ALl .4

AL2.1

AL2.2

AL2.3

AL3. |

AL3.2

AL3.3

AL3 4

AL4.1

AL4.2

AL4.3

AL4.4

AL I: Clarify what constitutes good

Students should receive explicit guidance on the requirements of assessment tasks
from the outset.

Criteria for assessment should be as clear as possible to tutors, examiners, and
students to ensure equity, validity, and reliability.

What constitutes good academic practice should be made clear to all students.

All those involved in the teaching, learning and assessment on a programme (staff
and students) should be trained in assessment feedback practices including the
requirements of good academic practice.

AL 2: Clarify how assessment elements fit together

How all the different elements of assessment fit together across a programme
should be made clear to students from the outset.

The pattern of assessment should be considered at the programme level to ensure
coherence and progression in the development of knowledge, skills, and
understanding in relation to learning outcomes.

How formative and summative assessment operates across a whole programme
should be made clear to students and staff from the outset.

AL 3: Clarify student and staff entitlement

Every student should be provided with clear and current information that specifies
the learning opportunities and support available to them.

The role and expectations of students in assessment and feedback practices should
be clarified with all students from the outset.

Information regarding student entitlement should be clear and consistent in module
and programme handbooks and online provision.

Principles underpinning the assessment and feedback design should be made clear
to students to enable them to engage fully in assessment and feedback practices.

AL 4: Clarify the requirements of the discipline

All students should be inducted into the requirements of the discipline and what is
to be a member of such a community from the outset.

Core and threshold concepts should be identified at module and programme levels
to support student progression throughout a programme of study.

Assessments should be relevant to the requirements of the discipline and related
professional, statutory and regulatory bodies.

Assessments should be designed to encourage a deep approach to learning within
the discipline.
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AF 1: Provide Accessible Feedback

Lecturer / Teacher Focused (LT)

Key
Foci

ILT

2LT
3LT
4LT
S5LT

6LT

LT

8LT

9T

[OLT

FILT
12LT

Focusing feedback on what was good, what let you down and how to
improve. Rationalising feedback on the most important points.

Staff and students working together to clarify what feedback is, how to
seek, give and use it.

Situating feedback where it can have most impact (AD2).

Agreeing clear baselines for the quality of feedback, ensuring quality and
moderating quality.

Explain the principles underpinning how you give feedback and why your approach
is good.

Agree the most appropriate form(s) for feedback for specific tasks.
Ensure there is time for feedback in each taught session and identify it as feedback.
Ensure feedback is specific and focused on how to improve.

Ensure feedback contains reference to what the student has done well prior to
elaborating on what needs improvement (address “is anything | did okay?”).

Ensure feedback relates directly to the assessment criteria but also gestures to
beyond the module.

Ensure feedback focuses on the most important areas to address and not the
minutiae.

Ensure feedback is realistic in expectations (student has sufficient knowledge to be
able to use feedback effectively).

Provide links to where further information can be found to support development
of ideas.

Give detailed feedback on key sections of text so that students can learn to
address this throughout their work without you doing the whole thing for them.

Do not give feedback on full drafts and use comment boxes judiciously.

If a student has failed an assignment summarise succinctly what the key things are
that they must address to achieve a pass.

Student Focused (S)

IS

25
3S

4S

Get students to ask three focused feedback questions when submitting formative
work and address these specifically.

Ask Masters and PhD students to commit to what they want feedback on.

Get students to do something with the feedback to check their understanding of it,
and their ability to use it within and beyond a module.

Get students to diagnose where their problem lies (e.g. lack of knowledge; lack of
understanding of feedback; effort; lack of awareness of resources; misunderstanding
of requirements etc.).
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AF 2:

Provide Early Opportunities for Students to
Act on Feedback

Lecturer / Teacher Focused (LT)

Key
foci

ILT
2LT

3LT
4LT

5LT
6LT

Making sure students have multiple opportunities to test their
understanding from pointof entry into university—with students also
leading on providing such opportunities.

Ensuring that formative feedback directly supports summative work.

Supporting student reflection on feedback but with an emphasis on
goal setting — on how feedback is used to move forward.

Repeated practice and application of such skills in real life /
approximations of practice conditions.

Ensure that there is sufficient time for formative feedback to feed into summative.

Ensure formative tasks lead directly into summative and that students can see the
link.

Be selective with assessment tasks.

Aim to reduce the emphasis on summative assessment; distribute tasks across a
module.

Use formative assessment but make tasks compulsory to ensure engagement.

Use pre- and post-session tasks to ensure students make the most of the
opportunities presented.

Student Focused (S)

IS
25

3S

4S
55

75

Get students to do | - 3 minute videos on key points covered in a lecture/seminar.

Use a series of assignment tasks of different types that can be brought together.
Allow students to select which ones will comprise their final submission and ask
them to justify their reasons for the inclusion of the specific final submission.

Integrate self and peer engagement opportunities into the module / programme so
that students learn to self-assess as they progress through the module. Aim to
include an aspect of self-assessment in each taught session.

Use online self-checking tests that students can use to test their knowledge.

Use technology to support learning (e.g. lecture capture; audio on powerpoints) so
students can go back and check understanding.

Get students to map how they can best support each other as part of peer
engagement agendas within and beyond the taught programme.
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AF 3:

Prepare Students for Meaningful Dialogue /

Peer Engagement

Lecturer / Teacher Focused (LT)

Key
Foci

T
2T

3T
4T
5T
6T
7T
8T
9LT

IOLT

[1LT

Providing training for students in how to give, use and seek feedback with
others.

Making requirements for peer support explicit.

Ensuring team activities are authentic and support students to use the
individual strengths of team members to maximise outputs.

Reward is based on getting all team members over the line.

Addressing potential tensionsinvolved in team-work explicit from the
outset.

Providing the mechanisms to support the building of team networks.
Flexibility in team membership and individual ownership of team efforts.

Make expectations regarding student participation clear from the outset.

Justify if and why collaborative learning is important in relation to learning outcomes
| preparation for professions.

Ensure opportunities for students to work with both the same and different groups;
support lone working and collaborative activity.

Be clear about the remit of groups (contribution to teaching sessions; peer feedback;
summative assessment; study group; roles within groups).

Ensure that group activities (wiki; blog; etc) are purposeful and relevant to learning
outcomes and beyond.

Be clear about exactly what type of feedback you want students to give to each
other.

Provide students with training in how to give and use feedback.

Ensure assessment encourages cooperation rather than competition (e.g. individual
students’ marks and group activity comprise the collective score for all in the group
to ensure each student supports others in the group or a nominated person.

Use pre-tasks to ensure students have prepared to be ready to have meaningful
discussions with peers.

Build collaborative requirements into formative assessment (e.g. each student needs
to give feedback to three peers).

If using peer assessment, be very specific about what criteria is being assessed and
keep this very narrow; ensure multiple markers; ensure training in the allocation of
marks; and that the mark allocated by peers is a small component of the student’s
overall mark.

Student Focused (S)

IS
2S
3S
4S

5S

Encourage student groups to set up their own informal meetings / ways of working.
Encourage student groups to manage session feedback to feed into following lectures
Ask students to prepare resources and questions for each other.

Get students to use materials pre-lecture to develop reciprocal questioning on key
themes.

Ask students to generate assessment criteria for group projects.
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AF 4: Promote Development of Students’ Self-
Evaluation Skills

Lecturer / Teacher Focused (LT)

Key Student self-assessment and opportunities to feedback to others built into
Foci all activities.
Students engaged in summative marking and moderation.

Repeated practice and application of such skills in real
life/approximations of practice conditions.

ILT  Ensure students have full access to resources and course information so that they
can self-regulate their own learning.

2LT  Provide a range of resources so that students can check their own understanding.

3LT  Use ipsative* approaches to get students to gauge where they currently are, and to
help them to develop strategies to enhance their performance, and to measure
self-development rather than development in relation to others.

4LT  Unpack key concepts like critical reflection through modelling and the provision of
a range of tools to assist with this process.

*|psative — comparing performance against one previous performance
Student Focused (S)

IS  Support students to identify useful networks of support (e.g. individuals; resources;
memberships of organisations etc.) that can support their own learning journeys.

2S  Support learners to self-regulate their own learning through an understanding of
how they learn, what their current strengths and limitations are, and what
strategies would be most useful to support their development.

3S  Support learners to see connections across modules to support their learning.
4S  Ask students to specify specific areas they would like feedback on.

55  Get students to reflect on their responses to feedback. Train students in how to
seek out and act on feedback.

6S  Create opportunities for students to assess their peer’s work.

7S As part of summative assessment, ask students to reflect on their giving of
feedback to others; and their own seeking and acting on feedback abilities.

85  Get students to grade their own mark and to defend the grades allocated.

9S  Ask students to reflect on how they can apply learning acquired beyond the
module of study.
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ASSESSMENT FEEDBACK PROGRAMME DIRECTOR QUESTIONS

Do you have agreed principles of effective feedback underpinning all programmes?

How are you ensuring consistency in the quality of feedback?

Is your strategy for implementing University strategy at the faculty level clear to all?

How are you evaluating the effectiveness and efficiency of feedback mechanisms?

Is time built into workload models for training to ensure shared understandings of

what the base line of quality is for giving feedback and for agreeing what constitutes
ood?

UT A W DN —

I Do you have a clear policy on the nature and timing of formative feedback that
students can expect to receive!
How are you ensuring early assessment of students’ needs through the design of
assessment!?

3 How are you ensuring balance between formative and summative assessment?

What marking can students do for themselves and how can technology support this?

5  How are you ensuring that deadline dates enable students to use the whole content
of the module (should allow students to use information covered in the last session)?

6  How are you managing deadline dates across the whole programme to not have
negative knock on effects (e.g. can use formative assessment to spread load; can use
same dates for final submissions if given interim formative feedback)?

7 How can you make summative feedback formative in supporting students to move
forward in their next module(s)?

N

I How are you defining peer engagement (formative peer support vs summative peer
judgements?)

2 How are you mobilising students to effectively contribute to the design and delivery
of programmes as genuine partners?

3 How are you ensuring students are prepared for dialogue (e.g. design of curriculum;
pre-tasks)?
How are you ensuring that peer engagement activities are authentic and relevant?

4 How do you know which are the most effective peer engagement activities within
disciplines?

5  How is technology supporting interaction and dialogue?

| How are students being supported to self-regulate their own learning?

2 How are programmes supporting students’ development of self-assessment skills?

3 How are programmes helping students to understand what critical reflection is, and
how to achieve it?

4  How can technology support students to develop their self-assessment skills?

5 How is getting students up to speed with the requirements of assessment feedback
being addressed as part of induction into HE?

6  How are you engaging students in assessing their own work?
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Quality Assurance Assessment Practice Checklist

Assessment Feedback

Dimension Description

AFI|: Provide accessible feedback

AFI.1
AFI.2

AF1.3
AFl .4
AF1.5

Feedback should be focused on supporting students’ learning in ‘how to improve.’
Feedback should directly relate to the assessment criteria and the learning
outcomes being assessed and all students should receive parity of treatment.

The feedback method used should be appropriate for the assessment task.

The rationale for the awarded mark should be clear.

The effectiveness and efficiency of feedback mechanisms should be evaluated on an
ongoing and iterative basis with students and staff.

AF2: Provide early opportunities for students to act on feedback

AF2.1

AF2.2

AF2.3

There should be early opportunities to assess students’ competence in key areas of
knowledge, skills, and understanding to enable students to benchmark where they
are at, and where they need to get to.

Feedback should be given in sufficient time to enable a student to use the feedback
prior to summative assessment.

Formative feedback tasks should directly relate to summative tasks and the links
between them should be made clear.

AF3: Prepare students for meaningful dialogue / peer engagement

AF3.1

AF3.2
AF3.3

There should be regular opportunities for students and staff to engage in dialogue
to enhance understandings of assessment and feedback and relevant standards to

understand what is required from, and entailed in, the assessment process.

Peer engagement activities should be authentic and relevant.

Where students are involved in peer teaching and feedback activities expectations
regarding student participation should be made clear from the outset.

AF4: Promote development of students’ self-evaluation skills

AF4.1

AF4.2

AF4.3

Assessment and feedback practices should support students to successfully manage
their own learning.

Learning opportunities should be made available to students to support them in
reflecting on their own learning and enable them to develop the skills to self-
monitor and self-evaluate their performance.

Students should be made aware of existing networks of support that are available
to them (discipline and University) and supported in developing their own
networks of support.
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AD1: Ensure robust and fransparent processes

and procedures: QA literacy

Lecturer /| Teacher Focused (LT)

Key
Foci

ILT

2LT

3LT
4LT

5LT

6LT

LT

Training staff and students in assessment regulations.

Making marking and moderation procedures explicit.

Allocating time in workload models to ensure teams can come together
to discuss assessment processes and to calibrate judgements.

Make the marking and moderation processes explicit to students and staff to
ensure confidence in the process.

Ensure ‘guest lecturers’ are aware of the nature of the specific assessment demands
on the students.

Keep marking teams small where possible to make it easier to ensure consistency.

Ensure programme meetings have a training element to allow time to consider
marking and moderation and review best practice.

Ensure assessment timelines enable students to demonstrate lessons learnt from
formative assessment and to allow students to use material covered in the whole
module.

Ensure that you clarify with students how marks have been awarded at the
individual task level and how marks are combined at the module / programme
levels.

Ensure all staff new to a programme are given comprehensive induction into the
QA associated with it.

Student Focused (S)

IS
2S

3S
4S

55
65

Involve students directly in quality assurance and enrichment processes.

Consult and work with students in the development of University QA assessment
and feedback documentation.

Ensure documentation is written in an accessible style for all stakeholders.

Make explicit how module marks result in grades and what algorithm is used to
award final grades.

Engage students directly in the development of policy and procedures.

Ensure the language of policy and process is written in an accessible style with
students.
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AD 2: Promote Meaningful and Focused Assessment

Lecturer / Teacher Focused (LT)

Key
Foci

ILT

2LT

LT

4LT

S5LT

6LT
LT

Ensuring the mode of assessment is the most appropriate to test understanding
required by the learning outcome and being explicit on the range of ways in which
meeting the requirements of the learning outcome can be achieved.

Working as co-producers with the wider community on real problems.

Emphasis on inquiry based, project-/product-based learning requiring depth of
understanding.

Training for staff and students in the development of self-regulatory skills.
Students as mentors to other and trained in mentoring.

Designing assessments that require engagement.

Work with students to develop aspects of assessment (timing of formative; selection of
products for assessment, engaging with each other and the wider community etc.).

Encourage students to demonstrate how can they apply their learning both within & beyond
the module (e.g. working in the community; real world issues; new designs; research).

Manage choice in assessment by negotiating with students exactly where the choices are and
the limits of such choices (e.g. being clear on what students can lead on).

Involve students in developing and mapping learning outcomes within modules, and across the
programme.

Work with students to demonstrate the linkages and progression from one module to the
next so they can gain a holistic sense of how the programme fits together, and so they can
understand the assessment requirements at each level.

Work with students to ensure ‘buy in’ to the assessment (creative engagement).

Modelling approaches to support students’ developing key skills.

Student Focused (S)

IS

2S

3S

4S

5S

6S

Work with students to develop aspects of assessment (timing of formative; selection of
products for assessment, engaging with each other and the wider community etc.).

Encourage students to demonstrate how can they apply their learning both within & beyond
the module (e.g. working in the community; real world issues; new designs; research).

Manage choice in assessment by negotiating with students exactly where the choices are and
the limits of such choices (e.g. being clear on what students can lead on).

Involve students in developing and mapping learning outcomes within modules, and across the
programme.

Work with students to demonstrate the linkages and progression from one module to the
next so they can gain a holistic sense of how the programme fits together, and so they can
understand the assessment requirements at each level.

Work with students to ensure ‘buy in’ to the assessment (creative engagement).
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AD 3: Ensure Equal Access and Equal Opportunities

Lecturer / Teacher Focused (LT)

Key Ensuring access to key resources and making how to use them to best effect
Foci  explicit.

ILT  Ensure assessment is appropriate and manageable in relation to student level.

2LT  Support student transitions by providing an in-depth session or series of sessions
that explore the students’ previous experiences of assessment and feedback and
initial concerns that can be targeted in subsequent teaching sessions.

3LT  Ensure provision of all resources prior to students starting the module /
programme (e.g. handbooks; virtual learning environment; assessment guidelines,
and submission deadlines).

4LT  Ensure resources are clearly organised to promote access (provide a route map /
explanation of how resources are organised) and ensure students receive training
in how to access and use resources.

S5LT  Introduce early assessment opportunities to enable appropriate support to be put
in place.

6LT  Ensure learning environments are adaptive rather than adapted and enable
flexibility (opportunities for learner to proceed at appropriate pace; alternative
pathways; opportunities to specialise and/or generalise etc.).

7LT  Ensure appropriate variety in the nature and forms of assessment matched to the
learning outcome requirements to enable all students to fully demonstrate their
understanding.

8LT  Support learners to make informed choices (e.g. opportunities for individual and
group working; self-selection of focus for assessment with guidance; choice over
formative deadlines; modes of feedback; nature of groups and ways of working
within and beyond sessions; ensure sufficient time to enable choices to be realised
over a programme of study).

Student Focused (S)

IS  Encourage students to take responsibility to address their specific learning needs as
to what they can do and what we can reasonably do in partnership to support each
other.

2S Ensure that assessment design including feedback is accessible to all students.

3S Undertake early assessment to ascertain student needs and to engage students in
undertaking their own audits of their needs.

4S Provide students with managed choices as to how they navigate their learning
environments and encourage students to take responsibility for their assessment
choices.

5S  Support students’ development of networks of support so to ensure their
integration into communities of practice to support their work at the University.

6S Ensure students are aware of support mechanisms available to them across the
University.

56



AD 4: Ensure Ongoing Evaluation to Support

Development of Sustainable Assessment and
Feedback Practice

Lecturer / Teacher Focused (LT)

Key
Foci

ILT

2LT
LT
4LT

5LT

6LT

LT

8LT

Ensuring students in resource development including design of assessment.

Using data to interrogate whether any students are disadvantaged by
assessment

Using data with students to support their approaches to learning.
Academic mentoring and partnerships between students and academics in
research.

Supporting students to manage the learning environment for themselves; evaluate
how effectively your assessment design is enabling this.

Elicit short, sharp feedback from students on your teaching within taught sessions
(e.g,. through use of clickers; post-its; what went well; what could be better
questions).

Demonstrate how student feedback is being taken on board (where appropriate)
within teaching sessions.

Provide opportunities for frequent low stakes assessment tasks to support student
engagement and to enable you to measure progress and/or stumbling blocks.

Set pre-tasks where students need to prepare focused questions for discussion in
the taught session; enable student groups to take turns in producing model
answers.

Demonstrate to students how mid-semester feedback is being used to inform
learning and teaching and gain feedback from the students about the enhancements
you have made.

Clarify with students where it is not appropriate to make requested changes to
assessment and why?

Supporting students to manage the learning environment for themselves; evaluate
how effectively your assessment design is enabling this.

Student Focused (S)

IS

2S

3S

4S
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6S

75
8S

Get students to write a five-minute essay and share with peers for feedback and
further discussion.

Use the three-minute elevator pitch idea (time it takes to get into and out of lift!)
to get students to summarise key ideas and to gain feedback from peers.

Collate student snapshots of feedback during and at end of programme to feed into
developments.

Get students to write guidance for students on key lessons that they learnt that
would be useful to have known at the start.

Get students to evaluate their own feedback seeking, giving, and using
performance.

Get students to map their key crunch points during the module and collate their
feedback on how to address this.

Work with students to evaluate the effectiveness of the module in meeting aims.
Encourage students to act as mentors to the next cohort.
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ASSESSMENT DESIGN PROGRAMME DIRECTOR QUESTIONS

1  What procedures and questions are in place to ensure that colleagues have a good
and current understanding of quality assurance and how this relates to the
development of assessment practice?

2 lIs there an easily accessible summary on key assessment regulations within Faculty
and University that is available to all colleagues and students with clear and active
links to relevant and updated information sets?

3  Is there agreement on how, when, and where key information on processes and
procedures is disseminated to students (e.g. one overarching virtual learning
location; one key person or individual module leads; programme handbook)?

4  How do Faculty curriculum & quality assurance teams support innovative
developments in assessment practice; is colleagues’ expertise being used fully?

5 How are you ensuring additional support for lecturers new to a module?

6  How are you ensuring that assessment policies, regulations, and processes are
explicit, transparent, and accessible to all stakeholders?

7  How are you ensuring student performance is equitably judged?

8 How are you evaluating the effectiveness of marking and moderation processes /
procedures?

1 How are you promoting meaningful assessment practices?

2  How are you streamlining assessment to ensure that you do not over-assess (e.g.,
focus on programme level assessment -key considerations include: ensuring
coherence of modules; streamlining programme structure; rationalising learning
outcomes; rethinking the types and patterns of assessment across the programme as
a whole to ensure an integrated and developmental experience for the learner;
rethinking the balance of formative and summative assessment)?

3  How are you encouraging collaborative design (e.g. involving colleagues beyond the
module (programme team; QA team; Library Services etc.)?

4  How are you ensuring mechanisms for the development of programmes are
appropriate to enable assessment practice to be responsive to needs?

5 How are you providing opportunities for teams to consider assessment holistically
across modules to ensure progression; managed choice; rationalisation of learning
outcomes?

6  How are you ensuring that all lecturers have a clear understanding of how their
module(s) fit within the overall programme structure! Do you have a one-page
outline summarising this?



ASSESSMENT DESIGN PROGRAMME DIRECTOR QUESTIONS

JA\D]
How are you ensuring an adaptive design (one that enables all students to access the
curriculum?
2 Whatis the agreed baseline expectation regarding resource provision including online
provision? To what extent are assistive technologies mainstreamed?

3 How are you ensuring that all students’ needs being addressed as an integral part of
design?

4 Whatis inclusive assessment design? How are you monitoring and evaluating
inclusive assessment practice within and across modules and programmes?

5 Do you know who is advantaged and disadvantaged by different forms of assessment
design?

6 How is formative assessment supporting students to successfully manage their own
learning?

AlL4
1 How are you using and sharing feedback from students and staff to inform the
development of your programmes?

2 How are you evaluating with teams what assessment enhancements have had the
most impact, and are the most manageable within a short time frame?

3  What are the mechanisms to ensure timely processing and sharing of feedback to
inform programme development?

4  What are your assessment feedback priorities? How do these align with the
University plan?

5 How are you implementing ideas consistently across modules as part of your strategic
plan?

6 How are you ensuring regular programme meetings to agree principles underpinning
assessment practice to ensure development of modules is in line with potential larger
scale programme changes?

7  What opportunities are there for staff to evaluate & further develop their assessment
practice?



Quality Assurance Assessment Practice Checklist

N Assessment Design

Dimension Description

ADI: Ensure robust and transparent processes and procedures

ADI.I  Assessment policies should be created in partnership with students.

ADI.2  Assessment policies, regulations, and processes must ensure that the academic standard
for each award of credit/qualification is rigorous and maintained at the appropriate
standard.

ADI.3  Assessment should be fit for purpose. Assessment tasks should be designed to effectively
measure the intended module/programme learning outcomes.

ADI|.4  Student performance should be equitably judged against the standards set.

AD2: Promote meaningful and focused assessment

AD2.1  Assessment and feedback practices should be informed by best practice underpinned by
research, discipline-specific and educational scholarship.

AD2.2  Assessment design should be underpinned by effective assessment and feedback principles.

AD2.3  Assessment practices should be holistic in considering assessment literacy, assessment
feedback, and assessment design. Learning and assessment should be integrated and fully
aligned.

AD2.4  Assessment should be relevant and enable students to be engaged in the production of
meaningful products.

AD2.5 Assessment tasks should be sufficiently challenging to enable all students to demonstrate
the best level of attainment of which they are capable.

AD2.6 Technology should be used appropriately to support the sustainability and enhancement of
assessment practices.

AD2.7  Assessment practices should be sustainable and manageable for students and staff.

AD3: Ensure access and equal opportunities

AD3.l  Assessment and feedback practices should be inclusive. They should provide every student
with an equal and effective opportunity to access learning and teaching opportunities and
to achieve the intended learning outcomes.

AD4: Ensure ongoing evaluation to support development of sustainable assessment and

feedback practice

AD4.l  Students should be given a range of opportunities to effectively contribute to the design,
delivery, and evaluation of assessment and feedback.

AD4.2  Feedback from a range of sources (staff and student feedback; external examiner reports;
learning gain measures/ analytics) should be analysed appropriately to ensure the
continued effectiveness of the assessment feedback strategy.

AD4.3  How student feedback has been used to inform programme/ module development should
be clearly communicated to students.

AD44  Assessment practices should be regularly evaluated and developed.

AD4.5  Assessment practice should be aligned to University Plans and Strategies. It should be
cognisant of the wider HE context.
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Summary of Key Pointers when Auditing Assessment Practices

Assessment Literacy

AL1 What Constitutes Good

Have key discussions been had on the appropriateness of assessment tasks (relevance, level of
difficulty, progression across programme, number), and associated assessment criteria?

To what extent are assessment criteria accessible? Are they translated down to the task level, and
with students? (Appropriateness — level of difficulty; Alignment-with learning outcomes).

Do lecturers and students have shared conceptions of what good is? How is consensus achieved
around what good is? Are there multiple ways to demonstrate good?

To what extent are lecturer and student goals aligned?

How are lecturers supporting students to understand what good is for themselves (AF4)?

AL2: How Assessment Fits Together

How clear is it to students how different assessment tasks link together across a module/course? Is
this information clear from the outset?

Do lecturers have a clear understanding of how assessment connects across modules making up a
programme?

AL3: Roles and Entitlement

Is guidance explicit around the boundaries of support for students?

Is guidance clear about how students are expected to engage in assessment as co-partners?
How are lecturers working with students to clarify the nature of the student role and to address
established schema (ways of thinking) relating to views of assessment and one’s role within it?

AL4: Discipline Requirements

How are disciplines making it clear what it is to think, be, and act within the subject /profession?
(e.g., how assessment is underpinned by the practices, required competencies and theoretical
requirements of the discipline).

Are the key skills, knowledge and dispositions required explicit?

Are there shared understandings of what constitutes core concepts within a module/ programme?

To maximise their assessment literacy
students need:

* aclear understanding of assessment
requirements if they are to self assess well
* clarity around the goals of the module

* signposting of the essential knowledge and |
skills they need to master

. . . . 3
. a{:c?sslto the thinking underpinning a l AssessmenT R, AL 3: Clarify student & staff entitlement
dISCIF)llnE o LITERACY Clarify what support the student will receive and
* to know how to measure the quality of wht conNRietinte shudes scigeczd
what the,"f dD ke pariner in assessment.
* to know how the assessment criteria work % AL 4: Clarify the requirements of the
by being given multiple opportunities to discipline
work with criteria and be engaged in y Highight the core and thresh

developing them

Assessment Literacy Considerations

LECTURER

AL2: Clarify how assessment tasks fit

together in courses and programmes

&

Clarify what a deep appraach

Figure 5: Assessment Literacy Considerations
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Assessment Feedback

AF1: Focused feedback

Is feedback appropriate and focused (i.e., What was good? What was not? How to improve?)
(focused so the message is not lost and prioritised to highlight issues that are most relevant).

How are you ensuring that students can understand the feedback received?

Is feedback accurate and related explicitly to assessment criteria and learning outcomes?

Is there consistency in the quality of feedback? How is moderation of feedback managed?

Are students supported and encouraged to generate feedback for themselves as active agents in
the process? (This includes supporting students to build effective networks of support and being
more cue conscious in making best use of all information available to them and discerning in use of
feedback; not all feedback is useful).

AF2: Early feedback

Are students provided with frequent opportunities to test their understanding, and from the
outset so they are under no illusions around gaps in understanding/misconceptions? (Co-
construction of tasks also supports understanding, but students need to be trained in this).
How are you ensuring feedback is placed where it can have the most benefit?

AF3: Engagement with peers

Is training provided for students around the expectations and ways of working in peer
assessment activities with others? (Have students done the necessary preparation to be able to
engage meaningfully with each other in peer assessment activities?).

How is formative peer assessment supporting students’ marking and moderation skills?

How are you ensuring an emphasis on authentic peer assessment activities that support teams in
learning to use the combined skills sets of the team to best effect in authentic tasks?

How are you maintaining individual ownership of assessment within the group process (e.g.,
emphasis being on how an individual utilises feedback from others) rather than the emphasis being
on an individual being judged by others)?

AF4: Self-evaluation

Are students provided with multiple opportunities to test their understanding (e.g., multiple acts
of comparison to gain an understanding of quality for themselves?

To what extent are self-assessment opportunities embedded within the curriculum from the
outset?

Assessment Feedback Considerations

AD 1: Ensure robust and ASSESSMENT !;..»"? L e
d -
::;:‘:::: p:;:::::c:n FEEDBACK o kvf Specific, and focused on how to improve
_-"- H i Encaurage students to clarify their

.' ! l C[? interpretation of the feedback
AF 4: Promote development of students’ \; |_‘r:| AF 2: Provide early opportunities for students to

self-evaluation skills act on feedback
SE“'NF'"M"B; self-assessment, and critical AF 3: Prepare students for meaningful The pattern and timing of assessment, and alignment of
reflection dialogue / peer engagement formative to summative assessmant

To maximise their assessment feedback capacity students need:

focused feedback that gives students clear and direct information on how to improve

clarity around their role in feedback as active participants rather than passive recipients of feedback
training in how to recognise ‘cues’ to support their learning, and how to filter information effectively
training in how to seek and use feedback, and how to give effective feedback

multiple oppeortunities to compare work of different standards to test their understanding, and increase
awareness of standards

Figure 6. Assessment Feedback Considerations
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Assessment Design

AD1: Processes and Procedures

To what extent do lecturers and students have shared understanding of policy and procedures?
(There is a need to address myths around policy rights and wrongs).

To what extent do students get opportunities to experience the processes of marking and
moderation? How is the marking and moderation process made explicit?

To what extent is the algorithm for calculating final grade clear to lecturers and students?

AD2: Meaningful Assessment

Does the design of assessment require students to use a deep approach to their learning?

Does the assessment have value beyond the immediate assessment point to the individual and
wider community?

Is the assessment relevant and aligned to the 21t century knowledge and skill demand? (This is
dependent on the appropriateness of the learning outcomes in the first place).

AD3: Does Assessment enable Equal Access and Equal Opportunities to do well?

How is assessment being checked to ensure it provides equal access and equal opportunities for all
students to do well (i.e., inclusive)?

How is inclusive assessment being framed — what makes it inclusive? What understandings is this
based upon? (e.g., fundamental issues to address access to the meaning of requirements; physical
access to resources; design issues to ensure that assessments are fair and that students from all
dispositions have equal opportunities to do well).

Are reasonable adjustments embedded in programme design from the outset?

AD4: Embedded Evaluation

How are students being given the opportunities to provide feedback on the curriculum, and the
assessments they have undertaken? (This includes regular opportunities within teaching sessions
throughout a module/programme and being empowered to feel able to give informed feedback).
How is feedback being used judiciously to inform agile (timely) module/programme design in
collaboration with students, and responsive to identified student needs?

ADA: Build opportunities to gather Assessment Design Considerations

AD 3: Ensure access and equal

Adopt Universal Design approaches so
all have equal access.
Train staff in effective use of data.

AD 2: Promote meaningful

Place emphiasis on authentic * Inclusivity embedded by maximising the
assessment tasks that require student
ownership, and have potential to p
benefit others. cognitive overload

AD 1: Ensure robust and

Train students and staff to ensure evaluation of data to make sure no individual or
shared understandings groups are being excluded

student feedback in teaching
sessions to enable ongoing

To maximise student engagement in
enhancement of provision to benefit all.

assessment design they need:

- e + core threshold concepts sighposted, and

resources to support them to master these

* reasonable adjustments embedded within
design from the outset

T g i n—m‘

and focused assessment

accessibility of all information and reducing

* to be engaged in using data to support their

transparent processes and » 1
o o learning, with course leaders ensuring ongoing

procedures: QA literacy

Figure 7: Assessment Design Considerations
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5. Supporting Self-Regulatory Skills Development

For students to do well in assessment they have to manage the requirements of assessment well.

John Hattie in introducing the ELGAR Handbook on Assessment summarises the characteristics of Evans
and Waring's effective self-regulators (Chapter 26, pp. 479-515. He highlights that ‘appreciating the
richness and depth of these ideal strategic learners is important.’

. discern where to invest their time and effort effectively.
. actively shape their learning environment and see themselves as active contributors

to the assessment process, not merely passive recipients.

. interpret task requirements adeptly, set appropriate mastery goals, and plan

thoughtfully, drawing on their meta-memory.

. select and apply the most suitable strategies for each task, demonstrating

flexibility, regulation, and meta-style flexibility.

. seek a deep understanding of content and apply what they have learned in novel

contexts, embracing a deep approach.

. deploy deep, surface, and strategic learning strategies as required by the

demands of each context.

. judiciously utilise feedback to support their learning, being sensitive to internal and

external cues.

. welcome challenges and are alert to unhelpful activities, exhibiting discriminatory
awareness.
. accurately assess the quality of their work, learning from mistakes through self-

monitoring and evaluative capacity.

. are knowledgeable about assessment processes and systems, effectively advocating

for themselves and others to meet their assessment needs and displaying political literacy.

Hattie, J. (2024). Advancing assessment capabilities in higher education



https://www.elgaronline.com/edcollbook/book/9781800881600/9781800881600.xml

Creating the conditions to support self-regulation

The following set of resources in this section ask questions about how we create environments to best

support student self-regulation skills so they can navigate assessment successfully.

e Key considerations in supporting student transitions in assessment from metacognitive, cognitive
and affective dimensions of learning are summarised in the Supporting Student Transitions
Checklist. Students experience multiple transitions. Making sense of the requirements of different
modules is complex and requirements need to be signposted clearly and discussed to ensure shared

understandings of what is required.

e The Promoting Self-Regulatory Skills Development document (Appendix G) looks at the
micro-level in supporting students’ acquisition of key skills for successfully completing a specific
task. Understanding what is required of a task and setting appropriate goals are crucial to student

success, along with the belief that they can succeed.

Core Reading

Evans and Waring (2024). Prioritising a self-regulatory assessment and feedback approach in higher
education

Evans et al. (2024). Developing a scale to explore self-regulatory assessment & feedback
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Supporting Transitions Checklist

[Students] are rational agents, with tremendous demands on their time and attention, and must make choices about where
to focus their energies and attention most efficiently. Thus, at both the conscious and unconscious levels, their brains are
engaging in a continuous process of triaging for the allocation of finite neural resources. (Friedlander et al., 2011, 416-417)
Friedlander et al., What can medical education learn from the neurobiology of learning? Academic Medicine: Journal of the Association
of Medical Colleges, 86(4), 415-420.

How are you supporting students’ cognitive needs at point of entry?

O

Iy Iy o B

O

How are you ensuring that students are not overloaded with information at point of entry?

Are key information sets clearly signposted so that students can easily access these?

Are you clearly explaining to students how course/programme components fit together?

Has the organisation of the module/programme been made explicit?

Has the student been provided with a route map of the student learning journey?

Has the student been given a tour of the VLE platform?

Are you clearly explaining how all parts of the VLE work together and how the student can contribute to this?

Has the student been introduced to key online tools that s/he will be required to use, and directed to training support
resources in how to use them?

Have you established clear baselines on teaching delivery (online/f2f) for all those who teach on a course/programme to
ensure consistency in the quality of the student experience from the very start?

How are you supporting students’ emotional needs at points of entry?

O oOooao

(|
O
(|
O

How are you supporting students to be able to manage learning for themselves as part of a metacognitive

Have all the core teaching staff been introduced to students and their roles clarified?
Do students know who they can contact, where, and when if they have a specific issue?
Has the nature of support that students are entitled to been made explicit?

Have you provided an overview of core support services that are available to students and how to access them (e.g.,
wellbeing, learning support services, and relevant networks)?

How are you welcoming students into a community of learning? What is distinctive about it? What are the expectations?
How are you supporting students’ confidence building and academic self-efficacy?
How are you supporting students to build their own networks of support?

How are you ensuring regular contact points to check on student wellbeing?

approach?
Making things clear:

O

O ooaog

O

Has the approach to learning and teaching been explained?

Are all key resources available on the VLE for the student at point of entry?

Has the rationale underpinning the nature of assessment been made clear?

Have the core concepts and capabilities required to be successful been made explicit?
Have the principles underpinning course delivery been shared?

How are students being supported to manage what to do, when they do not know what to do?

Promoting students as partners: How are you engaging with students from day 1?

O

O

O

Source:

Have you set up informal and formal peer learning teams with ‘every student a mentor approach’ utilising the diverse
skills of cohorts?

Have students been briefed on their role in preparing materials for taught sessions — Are all students members of
activities that contribute to the teaching sessions?

Have students been trained in seeking, giving and receiving peer feedback?

Evans, C. (2020). EAT Framework: Supporting Students’ Transitions with Amended Assessment

Relevant links: https://inclusivehe.org/wp-content/uploads/2022/08/supporting_transitions checklist ce.pdf
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Promoting Self-regulatory Skills Development (Appendix G)

Task Analysis

e How are you making the requirements of a task
explicit?

Accurate assessment of a task and ) )
e Are students engaged in setting tasks?

memory of what you know in
relation to it (meta-memory)

How are you working with students to ensure the
Planning regulation of a task setting of appropriate incremental and final goals?
How are you working with students to build their
Ability to set specific, manageable, confidence in their ability to do well?

and challenging mastery goals. How are you designing assessment to encourage
students to take a deep mastery approach? Is it clear
what a deep approach looks like in your discipline?
Metacognitive strategy use
Have you signposted the key SRS that the course
Knowing what strategies to use and T —

using them well. Have you modelled what successful strategies look
like?
e Have you provided students with opportunities to
practice and evolve strategies?

Contextual regulation

Using the environment well to e How are you training students to recognise cues, to
support learning (selectivity in choice give feedback and to filter feedback effectively?
o How are you supporting students to build effective

of networks, supports etc), and
networks of support?

adapting it to better suit needs.

Metacognitive monitoring e How are you providing students with opportunities to
. test their understandings (constant comparison with
Accurate monitoring of progress other work, marking others work, developing criteria,
using cues effectively, persistent, and repeated testing of ideas)?
flexible in adapting approach if e To what extent do you regularly test students’ depth
needed, able to maintain motivation, of understanding by requiring them to apply what

focus and sense of proportion they have learnt to new contexts?

e How do you support students in assessing their own
strengths and weaknesses, and strategies to address
these?

e To what extent do you build progressive opportunities
throughout the course for students to develop an
understanding of quality?

learning to future. ¢ How do you use data with students to support their

understanding of the effectiveness of different

approaches to learning?

Self-Evaluative Capacity

Ability to accurately evaluate
performance and attribute causes of
success and failure. Able to apply
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6. Measuring Impact

Scaling up Assessment Feedback Practices

‘We must find ways to stimulate and scale change across institutions - as well as to sustain
those changes - if we are to create models that serve the expanding needs of our learners...
Where should we put strategic and sustainable efforts to improve uneven performance and

variable outcomes.” (Ward, 201 3).

‘To develop a culture of authentic assessment and academic integrity, [there needs to be] alignment
between enabling leadership, policies, systems, resourcing, practices, professional development,
recognition and rewards. [We] need to engage students and staff as partners in this culture. Opportunities
for sharing ideas, developing good practices and mentoring should be actively encouraged and resourced.
Policies and systems that hold traditional practices in place or discourage innovative approaches should be
critically reviewed and revised. ... Opportunities for program teams [including students] to collaborate

on program-level assessment design should be fostered and resourced’ (ATN, 2019).

Key Considerations for Institutional Assessment Leads

(to be read in conjunction with EAT Appendix H on scaling up assessment).

¢ Research-informed — utilising research evidence and understanding of context to underpin
assessment strategy to include high quality assessment design. Developing the analytic capacity
among all staff to monitor the effectiveness of assessment initiatives on the progress of individual
and groups of students. Judicious evaluation of the fitness for purpose of assessment to include
evaluation of the quality and fairness of how attainment is measured. Establishing base line standards

for developing, implementing and evaluating assessment change initiatives.

¢ Focused: Using the evidence base to develop a clear focus.

e Consensus around quality: Agreeing principles of effective assessment and feedback and
embedding them within all policy and processes. Investing in building shared understandings of
assessment and feedback throughout the entire community with staff, students and all relevant
stakeholders. Ensuring clear understandings of what inclusive assessment is and making sure
reasonable adjustments are embedded within programmes from the start. Building a centralised

resource base to support sharing of research-informed good practice.
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Alignment of and quality of systems and processes to support the effectiveness of
assessment (quality and efficiency). Ensuring policy is written in a language accessible to all staff and
students, that it is agile and flexibly attuned to the requirements of specific disciplines/professions.
Minimising bureaucracy and maximising the efficiency of technology to support assessment

practices.

Ensuring the quality of professional development at the discipline level for staff and
students to enhance assessment practices and alignment of reward systems acknowledging

individual and team support.

Effective monitoring of progress at all levels through embedding strategy at all levels

(individual, module, programme, faculty)

Ensuring sustainability in terms of (i) manageability of assessment; (ii) development of students’
high level self-regulatory skills to support them both now and in the future, (iiij) embedding effective
practice throughout programmes, (iv) supporting leads of assessment, (v) building student and staff
partnership; (vi) streamlining assessment at all levels (volume, managed choice, focused learning
outcomes etc.,) and (vii) maximising the potential of assessment through a focus on valuable
outputs for individual and communities (how does the assessment product have value

beyond the immediate assessment point?)

Key Considerations for Programme Leads

(to be read in conjunction with EAT Decision Making Cards - Appendix E)

Rationale and goals. Is the key driver/ rationale underpinning change to assessment and feedback
practices clear to all? Are short and long-term goals transparent? Using the EAT framework it is
possible to identify measured steps and “quick gains” that can be achieved that are aligned to longer

term goals. A key question is how priorities are being identified and communicated?

Being clear about the essential elements of a scaling-up initiative is critical (Gabriel, 2014).
The EAT Framework’s essential elements are: (i) inclusivity with an emphasis on developing
autonomy and agency for staff and students in the promotion of self-regulatory learning behaviours
as part of a universal design approach; (ii) the integrated holistic framework considering all
dimensions of assessment practice; (iii) theoretical underpinnings (cognitive constructivist and

social constructivist/social-critical theoretical perspectives (PLSP, Waring & Evans)).
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Developing shared understandings from staff and student perspectives about what
constitutes good and how this can be developed. A key tenet of the EAT framework is the
importance of exploring stakeholder beliefs and values about assessment practices to ensure buy-in
and ownership of ideas (The EAT framework has identified principles of effective assessment and

feedback practice based on extensive reviews of the literature and practice-based evidence (see

Evans, 2016, p.15; Evans, 2013; Evans, et al., 2015).

Alignment with institutional priorities and structures. The EAT framework supports the
development of manageable and sustainable assessment feedback practices. Aligning the framework
with institutional/faculty/programme priorities with top-down and bottom-up support involving the
engagement of senior leaders, students, and staff is important along with integrating the framework
into existing structures to ensure its inclusion in the “institutional HE fabric” and to avoid

duplication of effort (Hounsell & Rigby, 201 3).

Building a community of practice and shared ownership of the initiative. In developing a
holistic approach to assessment, bringing teams together to explore at programme level how
assessment can work most effectively is imperative (Bass, 2012). A key element of this work is on-
going focused training and support using research-informed evidence nuanced to the requirements
of the context/discipline (Evans et al., 2015). Identification of advocates, clarifying the mechanisms
for how networks are to be created, maintained, and developed are all fundamental to the longer—

term sustainability of the initiative.

Reward. Individual (staff and student) recognition and reward for engagement in the development
of assessment practices should be an integral part of HEl reward structures. Ensuring manageability
and efficiency are key concerns within the EAT framework mindful of the competing pressures on
colleagues’ time from research, leadership, and enterprise activities in addition to teaching
commitments. An effective “one-stop shop” website to pool resources, encourage collaboration,

promote shared understandings, and to provide links to key areas of activity is essential.

Measuring what is meaningful. Relevant learning gain measures should be an integral part of
holistic assessment designs, and they should be subject to on-going evaluation and review by staff
and students. The effectiveness of the overarching assessment feedback strategy in meeting
immediate and longer-term goals requires iterative analysis to enable fine-tuning and attention to
the requirements of the disciplines. A critical pedagogy perspective, that considers who is
advantaged and disadvantaged by assessment practices, is required to address differential learning

outcomes (Waring & Evans, 2015).
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Examples of effective assessment interventions using EAT

Impact Table: Examples of successful practices

EAT
Dimensions
Literacy AL1

Literacy AL2

Literacy AL3

Literacy AL4

Feedback AF1

Feedback AF2

Feedback AF3

Feedback AF4

Design AD1

Features of successful practices

e Involving students in the development of assessment criteria.

e Explaining the rationale underpinning the assessment criteria and facilitating students to
work with these to refine and develop at the level of the task.

e Questioning the relevance and validity ofthe assessment criteria and tasks themselves
- what do we value and how best do we measure competence in it? (AD2).

e Making clear how all elements of a programme fit together and how the assessments
are linked for staff and students.

e Getting students to walk through the programme and to map their own journeys and
potential crunch points.

e Team development of programmes (AD2) to critically examine the distribution
(timing) and nature of different assessments and how these map to learning

e Being explicit about what partnership means and what entitlement is — how much
supportand when can students expect?

e Navigating the rules of engagement; what is black and white and what is grey?

e Clarifying with students at point of entry what is expected from them in terms of their
contribution to programme development, attendance, supporting other students etc.

o Clarifying what the core and threshold concepts are and agreeing these as a team.

e [dentifying any specific skills gaps in the transition from school to HEI at the
disciplinelevel.

e Undertaking a skills and knowledge audit / base line testing at point of entry for
students. Agreeing a ‘common language’ for the discipline and making this
accessible to students.

e Focusing feedback on what was good, what let you down and how to improve —
rationalising feedback to focus on the most important points.

o Staff and students working together to clarify what feedback is, how to seek, give
and useit. Situating feedback where it can have most impact (AD2).

e Agreeing clear baselines for the quality of feedback, ensuring quality and moderating

e Making sure students have opportunities to test their understanding from point of entry
into university — with students also leading on providing such opportunities (AD2).

¢ Ensuring that formative feedback directly supported summative outputs (AD2).

e Supporting student reflection on feedback but with an emphasis on goal setting - on how
feedback is used to move forward.

e Providing training for students in how to give, use and seek feedback with others. Making
requirements for peer support explicit.

e Ensuring team activities are authentic and support students to use the individual strengths
ofteam members to maximise outputs.

e Reward based on getting all team members over the line.

e Student self-assessment built into all activities. Students engaged in formative and
summative marking of work.
e Student engagement in moderation.

e Training staff and students in assessment regulations. Making marking and moderation
procedures explicit.

o Allocating time in workload models to ensure teams can come together to
discuss assessment processes and to calibrate judgements.
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EAT
Dimension

Design AD2

Design AD3

Design AD4

Features of successful practices

e Designing assessments that require students to engage.

e Emphasis on inquiry-based, project/product-based learning requiring depth of
understanding.

e Emphasis on students as producers working in partnership with lecturers on real
problems with a community focus.

e Making how to access and use resources explicit.

e Clarifying what good resources look like and how to access them.

e Supporting students to build their own networks of support beyond their current
network base. Engaging students in resource development and research.

e Analysis of data to interrogate whether any students are disadvantaged by assessment.

e Evaluation as iterative as part of each teaching episode and evaluated and
supported bystudents.

e Ensuring evaluation is aligned and asking the right questions as to what the students
understand and what they need help with.

e Training in the use and application of data to support student learningtrajectories.
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Developing Evidence of Impact: Important considerations in investigating
your assessment practice:

o Keeping it focused: Narrowing down your focus to the one thing you want to investigate.

e Rationale: Why is your focus important?

e  What is the bigger picture regarding what you are focusing on? What viewpoints predominate?
What have been key developments in this area (across disciplines and contexts from local to
international level)?

e  What key research (conceptual and empirical) and practice has informed what you are doing?

e  What are the dominant theoretical perspectives and approaches that are relevant to what
you are doing?

e Awareness of context - understanding of the specific individual and contextual factors at play in
assessment in relation to larger scale patterns.

¢  Who are the main players? Who are the significant others that you need to consult with to gain
buy-in and who else do you need to engage?

e  Who is the focus of your enquiry? Being clear about intended target of your work.

e  What are you hoping to achieve? Clear about intended outcomes but also mindful of capturing
all unintended consequences (good and bad).

e Ensuring the rationale underpinning your approaches is clear. What are the core ideas and
practices that embody what you are doing (the central premise; underpinning beliefs and values;
modus operandi)?

e Getting the design right. How are you ensuring efficient and well-informed design — relate to
Appendix A principles.

e Ensuring high quality evaluation of process and outcomes.

e Ensuring ethical concerns are addressed in the development and evaluation of your practice

e Making your work accessible to others, evidence informed and explicit to enable transfer

across contexts.
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Communicating your findings

I. Pedagogical Clarity- (i) The specific pedagogical approaches being used; (ii) Has impact been

considered? What is being evaluated for impact? (iii) What are the context requirements and issues?

2. Methodological Transparency — Is it clear how you did what you did-what informed your
approach? How did you carry it out? How was evaluation planned into what you did and how were

the students informed of what you were doing as part of the teaching and learning experience.

3. Methodological Congruence - Coherence between claims and what you did and how it was

evaluated.

4. Evidence-based - Are your conclusions supported by your data? To what extent can your claims
be upheld? How are you addressing issues of reliability and validity? What is the nature of the quality
of the data you collected? What about students who did not participate? Are patterns persistent?
Are any recorded changes in behaviour sustained? Do all students benefit equally? Are you evidencing

what works and what also doesn’t?

5. Accessibility of Findings - are implications and recommendations from the study explicit and

accessible to those outside of your discipline?

6. Transferability - Do the findings have applications in other situations beyond the immediate

discipline. Is it clear what you did and how you did it for someone to be able to replicate it?

Core reading

Evans, Kandiko-Howson, Forsythe, & Edwards, (2020). What constitutes high quality hisher education pedagogical
research.
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Evaluating Impact

Significance = What is/are the best outcome(s) we could reasonably expect from a specific ‘group’?

Reach = What percentage of the relevant audience you intended to impact, were impacted positively?

Types of Impact

i Impacts on beliefs and values.
ii. Impact on student learning, attitudes, behaviours (e.g. engagement, satisfaction,)
longer term learning retention.
iii. Processes: increased efficiencies (manageability; cost effective): Does the degree of
impact (effect size) justify the effort?
iv. Impact on the quality of assessment design and extent to which initiatives
embedded within curriculum, can be scaled up, and are transferable across contexts
(module, programme, discipline, faculty, institution).
V. Impact on student learning (self-regulatory skills, ownership of assessment).
vi. The extent to which assessment initiatives reduce differential learning outcomes
among different groups of students.
vii. Impact on learning and teaching beyond HE with partners in industry, business,

medical, school contexts etc.).

viii. Impact on professional development of staff and students
ix. Student attainment.
X. Staff learning outcomes - research and teaching (competency; promotion,

collaboration etc.)

Xi. Impact on policy at various levels.

xii. Sustainability in becoming embedded in the fabric of the organisation linked
to professional development and engagement of staff and students — shared

understanding of quality and commitment to best practice.

Measuring Impact Table -the link can be found here
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Assessing Institutional Effectiveness in Assessment and Feedback

Appendix H was developed from a European Universities Association project designed to support

academic and student partnership in scaling up what we know about effective assessment practices.

Colleagues are asked to assess their organisation’s areas of strength and areas for development where | =

not addressed to 5 = fully addressed within their organisation.

Key read: Evans, C., & Bunescu, L. (Eds.). (2020, March). Student assessment: Thematic peer group report
(Learning and Teaching Paper No. 10). European University Association.
https://eua.eu/downloads/publications/eua report student assessment_web.pdf
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Table: Appendix H: Institutional Approach to Assessment

Score 1 = not addressed to 5 = fully addressed

Rating
1-5

AGREED PURPOSES/PRINCIPLES/ETHICS

1. Assessment and feedback principles are agreed at institutional level and act as
a baseline for all assessment feedback endeavours.

2. Thereis clear university-level guidance on assessment criteria, and this is
translated to programme and module/course levels by discipline/department
teams involving staff and students.

3. Student partnership in co-production of assessment is promoted (policy/
teaching/marking/ feedback/moderation/ research/ leadership/enterprise).

ALIGNMENT OF SYSTEMS AND PROCESSES

4. University structures support an integrated university approach to
assessment. There are designated assessment leads in each
discipline/department and clear priorities established for enhancing assessment
practices sensitive to context.

5. There is strong alignment between institutional assessment strategic priorities
and enactment of assessment strategy at the local level but flexibility to allow
fine-tuning to local contexts.

6. Time is allocated for staff within workload models for team planning of
assessment design, marking and moderation.

7. Transparency is promoted in all assessment processes (rationale behind
assessment design and how marks are allocated and moderated, appeals
managed etc.).

8. Personal academic tutoring assessment support for students is aligned with
course demands/and identified cohort needs.

9. Transitions management ensures mapping of key crunch points in assessment
for students and academics to ensure appropriate monitoring and support.

10.Electronic management of assessment fully supports the assessment process
in providing seamless registration, submission of work, and online support via
virtual learning systems aligned to personal support networks (people and
resources).

AGILITY AND QUALITY OF SYSTEMS TO SUPPORT ASSESSMENT

11. Best use is made of technology to support assessment processes (e.g. mode
and timing of feedback; virtual learning; personalized support using Al;
predictive analytics).

12. Assessment resources have a dedicated website with links to key materials to
support an institutional assessment network

13. QA structures and processes are agile to support ongoing enhancement in
assessment design to ensure relevance.

14. Processes for checking the integrity of awarded marks/grades, to fully
address issues around grade inflation, are robust.
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Score 1 = not addressed to 5 = fully addressed

Rating

INCLUSIVE

15. There is commitment to inclusive assessment principles, such as Universal
Design, to enable all students to have equitable access to, and chances of
success within, assessment and feedback.

16. Data analysis is used to ensure assessment is not disadvantaging any specific
groups of students.

RESEARCH-INFORMED

17. There is a commitment to the development of research-informed assessment
and feedback processes and evaluation of effectiveness using fine-grained
measures of student learning gains at the discipline level.

18. Staff and students receive comprehensive induction into assessment
feedback processes in an iterative and developmental way (quality assurance
processes; peer and self-assessment, mentoring etc.).

19. Interdisciplinary assessment communities of practice are supported and
leadership training provided to sustain and develop them.

REWARD

20. There are reward and recognition for effectiveness in assessment and
feedback for staff and students.

21. Course evaluations are aligned to high-level focused learning outcomes that
place emphasis on students’ development of high-level skills.

SUSTAINABILITY

22. Assessment load and distribution of assessment is regularly reviewed to
ensure manageability for staff and students.

23. Emphasis is on a programme level approach to assessment where assessment
is co-constructed with teams and links between modules are clear.

24. Emphasis is on best use of resource; and in promoting student engagement
and self-regulation of assessment so that students are guided in how to
evaluate the quality of their own work for themselves.

25. There is a team approach to assessment engaging with wider stakeholders
within and beyond the university to support authentic assessment practices
(e.g., IT teams, library, careers, employers, professional bodies, alumni).

Core Reading

Evans & Bunescu (2020) (Eds.). Student assessment. EUA.
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CORE READING

Evans, C. (2013). Making sense of assessment feedback in higher education. Review of
Educational Research, 83(1), 70-120.
http://journals.sagepub.com/doi/abs/10.3102/00346543 12474350

Waring, M., & Evans, C. (2015). Understanding pedagogy: Developing a critical approach to teaching
and learning. Abingdon, Oxford, United Kingdom:
Routledge.http://www.amazon.co.uk/Understanding-Pedagogy-Developing-critical-
approach/dp/041557174X

Evans, C., & Waring. M. (2024). Research Handbook on Innovations in Assessment and Feedback in
Higher Education: Implications for Learning and Teaching. ELGAR Publishing.

Evans, C., & Waring, M. (2024). Chapter 26: Prioritising a self-regulatory assessment and
feedback approach in higher education in C. Evans and M. Waring. (2024). Research
Handbook on Innovations in Assessment and Feedback in Higher Education: Implications for
Learning and Teaching (pp. 479-515). ELGAR Publishing._
https://www.elgaronline.com/edcollchap/book/978 180088 | 600/chapter26.xml

WEBSITES

° https://www.eat-erasmus.org/

° EAT MOOC.: https://mooc.eat-erasmus.org/

° https://inclusivehe.org/inclusive-assessment/

o https://caevans79.wixsite.com/eatframework

) https://hub.teachingandlearning.ie/wp-content/uploads/202 1/06/NF-2017-The-EAT-

Framework-Considerations-for-Programme-Leaders-and-their-Students.pdf

Recent Papers

Evans, C., & Kay, W., with Rutherford, S., Amici-Dargan, S., de Miguel Gonzilez, R., & Donert,
K. (2024). Developing a scale to explore self-regulatory approaches to assessment and

feedback with academics in higher education. Frontiers in Psychology,
I 5.https://doi.org/10.3389/fpsyg.2024.1357939

Evans, C., with S. Rutherford, F. Vieira, and Erasmus+ team (2021)._A self-regulatory approach
to assessment. Cardiff: Cardiff University.

Evans, C. & Zhu, X. (2023). The development and validation of the assessment engagement
scale. Frontiers in Psychology. doi: 10.3389/fpsyg.2023.1136878

79


http://journals.sagepub.com/doi/abs/10.3102/0034654312474350
http://www.amazon.co.uk/Understanding-Pedagogy-Developing-critical-approach/dp/041557174X
http://www.amazon.co.uk/Understanding-Pedagogy-Developing-critical-approach/dp/041557174X
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.e-elgar.com%2Fshop%2Fgbp%2Fresearch-handbook-on-innovations-in-assessment-and-feedback-in-higher-education-9781800881594.html&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238427392%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=vaLE48A9G6T9FvpU6WKACJGpB37uOTbqXHYevLkg%2Bok%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.e-elgar.com%2Fshop%2Fgbp%2Fresearch-handbook-on-innovations-in-assessment-and-feedback-in-higher-education-9781800881594.html&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238427392%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=vaLE48A9G6T9FvpU6WKACJGpB37uOTbqXHYevLkg%2Bok%3D&reserved=0
https://www.elgaronline.com/edcollchap/book/9781800881600/chapter26.xml
https://www.eat-erasmus.org/
https://mooc.eat-erasmus.org/
https://inclusivehe.org/inclusive-assessment/
https://hub.teachingandlearning.ie/wp-content/uploads/2021/06/NF-2017-The-EAT-Framework-Considerations-for-Programme-Leaders-and-their-Students.pdf
https://hub.teachingandlearning.ie/wp-content/uploads/2021/06/NF-2017-The-EAT-Framework-Considerations-for-Programme-Leaders-and-their-Students.pdf
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.3389%2Ffpsyg.2024.1357939&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238532595%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=WtDfxsRKd83Yj%2FHPrNX37cX0Eia6baXL8aYQAZoOWoc%3D&reserved=0
https://inclusiveheorg.files.wordpress.com/2022/08/self-regulation_in_assessment_report-2021.pdf
https://inclusiveheorg.files.wordpress.com/2022/08/self-regulation_in_assessment_report-2021.pdf

Evans C., & Waring, M. (2021)._Enhancing students’ assessment feedback skills within higher
education. In L-f. Zhang (Eds.). Oxford Research Encyclopedia of Educational Psychology (pp-.
451-477), Oxford University Press.

Hobson, D., & Evans, C. (2024). Supporting the development of Graphic Arts’ students’
assessment literacy, in C. Evans and M. Waring (2024) Research Handbook on Innovations
in Assessment and Feedback in Higher Education: Implications for Learning and Teaching (pp.
82-115). ELGAR Publishing.

Grange, L., Evans, C., & Zhu, X. (2024). Supporting STEM students’ self-regulatory skills
through developing their assessment literacy and evaluative judgement capabilities in C.
Evans and M. Waring (2024). Research Handbook on Innovations in Assessment and
Feedback in Higher Education: Implications for Learning and Teaching (pp. 168-193). ELGAR
Publishing.

Waring, M., & Evans, C. (2024). Chapter 18: Facilitating students' development of assessment
and feedback skills through critical engagement with generative artificial intelligence in
C. Evans and M. Waring (2024) (Eds.)Research Handbook on Innovations in Assessment and
Feedback in Higher Education: Implications for Learning and Teaching. ELGAR Publishing.

References

Accardo, A. L., Bean, K., Cook, B., Gillies, A., Edgington, R., Kuder, S. |., & Bomgardner, E. M.
(2019). College access, success and equity for students on the autism spectrum. Journal
of Autism and Developmental Disorders, 49(12), 4877—4890.
https://doi.org/10.1007/s10803-019-04205-8

Archer, J. C. (2010). State of the science in health professional education: Effective feedback.
Medical Education, 44, 101-108.

Ashford-Rowe, K., J. Herrington, J., & Brown. C. (2014). Establishing the critical elements
that determine authentic assessment. Assessment and Evaluation in Higher Education 39
(2): 205-222. https://doi.org/10.1080/02602938.2013.819566

ATN (2019). “ATN joint statement on authentic assessment. Australian Technology Network
of Universities.” Australian Technology Network of Australian Universities
https://www.atn.edu.au/news-and-events/latest-news/atn-joint-statement-on-authentic-
assessment/

Balloo, K., Evans, C., Hughes, A., Zhu, X., & Winstone. N. (2018). Explicit assessment criteria
as the antithesis of ‘spoon-feeding’: How transparency in the assessment process can
support students’ self-regulatory development.” Frontiers in Education 3.
https://doi.org/10.3389/feduc.2018.00069

Barnett, R. (201 1). Learning about learning: A conundrum and a possible resolution. London
Review of Education, 9(1), 5—13.

Bass, R. (2012). Disrupting ourselves: The problem of learning in higher education. EDUCAUSE
Review, 47(2), 23-33.

Bédard, D., Lison, C,, Dalle, D., Cété, D., & Boutin, N. (2012). Problem-based and project-
based learning in engineering and medicine: determinants of students' engagement.
Interdisciplinary Journal of Problem-based Learning, 6(2), 7-30.

80


https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196409_Supporting_the_Development_of_Graphic_Arts_Students%27_Assessment_Literacy&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238480010%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=G6zUv%2B%2BaGVKii%2FY0O7zZf3aXjEc0LikQu%2BgRV4LqdyQ%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196409_Supporting_the_Development_of_Graphic_Arts_Students%27_Assessment_Literacy&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238480010%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=G6zUv%2B%2BaGVKii%2FY0O7zZf3aXjEc0LikQu%2BgRV4LqdyQ%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196614_Supporting_STEM_Students%2527_SelfRegulatory_Skills_through_Developing_their_Assessment_Literacy_and_Evaluative_Judgement_Capabilities%3Fchannel%3Ddoi%26linkId%3D64df711e177c590413030f39%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238497869%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=9aZDqsQXHumOxajWPEsTG%2Fc10klII5Cxt%2BNJ%2F6stcAU%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196614_Supporting_STEM_Students%2527_SelfRegulatory_Skills_through_Developing_their_Assessment_Literacy_and_Evaluative_Judgement_Capabilities%3Fchannel%3Ddoi%26linkId%3D64df711e177c590413030f39%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238497869%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=9aZDqsQXHumOxajWPEsTG%2Fc10klII5Cxt%2BNJ%2F6stcAU%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196614_Supporting_STEM_Students%2527_SelfRegulatory_Skills_through_Developing_their_Assessment_Literacy_and_Evaluative_Judgement_Capabilities%3Fchannel%3Ddoi%26linkId%3D64df711e177c590413030f39%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238515158%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=nBF5kt%2BIreWvAHMcvYuZP53MVcChtbByhIIqDej9%2BAw%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196449_Facilitating_Students%2527_Development_of_Assessment_and_Feedback_Skills_Through_Critical_Engagement_with_Generative_Artificial_Intelligence%3Fchannel%3Ddoi%26linkId%3D64df6a631351f5785b7300ff%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238462343%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=uDq9QsNGUoT4pJIWGEDW8DlTguQHPu%2BYZkC1BqD%2B2Sc%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.researchgate.net%2Fpublication%2F373196449_Facilitating_Students%2527_Development_of_Assessment_and_Feedback_Skills_Through_Critical_Engagement_with_Generative_Artificial_Intelligence%3Fchannel%3Ddoi%26linkId%3D64df6a631351f5785b7300ff%26showFulltext%3Dtrue&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238462343%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=uDq9QsNGUoT4pJIWGEDW8DlTguQHPu%2BYZkC1BqD%2B2Sc%3D&reserved=0
https://doi.org/10.1080/02602938.2013.819566
https://www.atn.edu.au/news-and-events/latest-news/atn-joint-statement-on-authentic-assessment/
https://www.atn.edu.au/news-and-events/latest-news/atn-joint-statement-on-authentic-assessment/

Bearman, M., Dawson, P., Boud, B., & Bennett, S., Hall, M., & Molloy, E. (2016). Support for
assessment practice: developing the Assessment Design Decisions Framework. Teaching
in Higher Education, 21(5), 545-556.

Bembenutty, H., White, M. C., & Vélez, M. (2015). Developing self-regulation of learning and
teaching skills among teacher candidates. Switzerland: Springer

Biesta, G. (2010). Good education in an age of measurement. Paradign Publishers.

Bliuc, A-M., Ellis, R.A., Goodyear, P., & Hendres, D. M. (201 1). Understanding student learning
in context: Relationships between university students’ social identity, approaches to
learning, and academic performance. European Journal of Psychology Education, 26, 417-
433.

Boud, D. (2000). Sustainable assessment: Rethinking assessment for the learning society. Studies
in Continuing Education, 22, 151-167.

Boud, D., Lawson, R., & Thompson, D. G. (2013). Does student engagement in self-assessment
calibrate their judgement over time? Assessment and Evaluation in Higher Education,
38(8), 941-956.

Boud, D., & Molloy, E. (2013). Rethinking models of feedback for learning: the challenge of
design. Assessment & Evaluation in Higher Education, 38(6), 698-712.

Brown, G. T., Peterson, E. R, & Yao, E. S. (2016). Student conceptions of feedback: impact on
self-regulation, self-efficacy, and academic achievement. British Journal of Educational
Psychology, 86(4), 606—629.

Carless, D. (2015). Excellence in university assessment: learning from award-winning practice.
Routledge.

Carless, D., & Boud. D. (2018). The Development of Student Feedback Literacy: Enabling
Uptake of Feedback. Assessment and Evaluation in Higher Education 43(8), 1315-1325.
doi:10.1090/02602938.2018.14633534

Carless, D., Salter, D., Yang, M., & Lam, J. (201 1). Developing sustainable feedback practices.
Studies in Higher Education, 36, 395-407.

Clark, I. (2012). Formative assessment: Assessment is for self-regulated learning. Educational
Psychology Review, 24, 205-249.

Cowan, J. K., & Creme, P. (2005). Peer assessment or peer engagement? Students as readers of
their own work. LATISS: Learning and Teaching in the Social Sciences, 2, 99-119.

Crowl, M., Devitt, A, Jansen, H., van Zee, E. H., & Winograd, K. J. (2013). Encouraging
prospective teachers to engage friends and family in exploring physical phenomena.
Journal of Science Teacher Education, 24(1), 93-110.

Das, S. (2012). On two metaphors for pedagogy and creativity in the digital era: liquid and
solid learning. Innovations in Education & Teaching International, 49(2), 183-193.

Deeley, S. . (2014). Summative co-assessment: A deep learning approach to enhancing
employability skills and attributes. Active Learning in Higher Education, 15(1), 39-51.

De Hertogh, L. B. (2014). Toward a revised assessment model: Rationales and strategies for
assessing students' technological authorship. Composition Forum, 30, 13.

Dent, A. L., & Koenka, A. C. (2016). The relation between self-regulated learning and academic
achievement across childhood and adolescence: a meta-analysis. Educ Psychol Rev,
28:425-474. DOI 10.1007/s10648-015-9320-8.

DiFrancesca, D., Nietfeld, |. L., & Cao, L. (2016). A comparison of high and low achieving
students on self-regulated learning variables. Learning and Individual Differences, 45, 228—
236. https://doi.org/10.1016/.lindif.2015.11.010

Durrant, K. L. & Hartman, T. P. V. (2014). The integrative learning value of field courses. Journal
of Biological Education, 49 (4), 385-400.

81


https://psycnet.apa.org/doi/10.1016/j.lindif.2015.11.010

Edge Foundation. (2016). The digital revolution: the impact of the fourth industrial revolution on
employment and education. Retrieved from
https://www.voced.edu.au/content/ngv%3A73764

El-Maaddawy, T., & Deneen, C.C. (2017). Outcomes-based assessment and learning: Trialling
change in a postgraduate civil engineering course. Journal of University Teaching and
Learning Practice, 14(1).

Emke, AR, Cheng, S., Chen, L., Tian, D., & Dufault, C. (2017). A novel approach to assessing
professionalism in preclinical medical students using multisource feedback through
paired self-and peer evaluations. Teaching and Learning in Medicine, 29(4), 402-410.

Erekson, K. A. (201 I). From archive to awards ceremony: An approach for engaging students in
historical research. Arts & Humanities in Higher Education, |0(4), 388-400.

Eva K. W., & Regehr G. (201 I). Exploring the divergence between self-assessment and self-
monitoring. Advances in Health Sciences Education: Theory and Practice, 16(3), 311-29.

Eva, K. W,, & Regehr, G. (2013). Effective feedback for maintenance of competence:
from data delivery to trusting dialogues. CMAJ, 185(6), 463-464.

Evans, C. (2013). Making sense of assessment feedback in higher education. Review of
Educational Research, 83(1), 70-120.
http://journals.sagepub.com/doi/abs/10.3102/00346543 12474350

Evans, C. (2015a). Exploring students’ emotions and emotional regulation of feedback in the
context of learning to teach. In V. Donche, S. De Maeyer, D. Gijbels, H. van den Bergh
(Eds.) (2015). Methodological challenges in research on student learning (pp. 107-
160). Garant.

Evans, C. (2015b). Students’ perspectives on the role of peer feedback in supporting learning.
Journal of Cognitive Education and Psychology, 14(1), 110-125.

Evans, C. (2015c¢). Innovative pedagogical practices: The Personal Learning Styles Pedagogy.
Higher Education Academy._https://www.advance-he.ac.uk/knowledge-hub/personal-
learning-styles-
pedagogy#:~:text=The%20Personal%20Learning?%20Styles%20Pedagogy%20(PLSP)%20(E
vans%20and%20VWaring,be%20used%20effectively%20in%20teaching.

Evans, C. (2018). A transformative approach to assessment practices using the EAT Framework
presentation. Small scale projects in experimental innovation. University of Southampton.
Catalyst A Funding Higher Education Funding Council for England (HEFCE) |8 January,
2018.

Evans, C., & Bunescu, L. (Eds.). (2020, March). Student assessment: Thematic peer group report
(Learning and Teaching Paper No. 10). European University Association.
https://eua.eu/downloads/publications/eua report student assessment_web.pdf

Evans, C., Kandiko-Howson, C., & Forsythe, A. (2018). Making sense of learning gain in higher
education. Higher Education Pedagogies. DOI 10.1080/23752696.2018.1508360

Evans, C., Kandiko-Howson, C., Forsythe, A., & Edwards, C. (2020). What constitutes high
quality higher education pedagogical research. Assessment & Evaluation in Higher
Education. DOI: 10.1080/02602938.2020.1790500

Evans, C., Muijs, D., & Tomlinson, D. (2015). Engaged student learning: high impact strategies to
enhance student achievement. Advance HE.

Evans, C., & Waring M. (2015). Using an informed understanding of styles to enhance learning
and teaching in 21* century learning environments. In: R. Wegerif, J. Kauffman, and L.
Liu. Handbook of Research on Teaching Thinking (pp. 137-150). Routledge.

Evans, C., & Waring, M. (2020). Enhancing students’ assessment feedback skills within higher
education. In Oxford Research Encyclopedia of Education. Oxford University Press. doi:
https://doi.org/10.1093/acrefore/9780190264093.013.932.

Evans, C., Waring, M., & Christodoulou, A. (2017). Building teachers’ research literacy:

82


http://www.voced.edu.au/content/ngv%3A73764
http://www.voced.edu.au/content/ngv%3A73764
https://www.voced.edu.au/content/ngv%3A73764
http://0-web.a.ebscohost.com.lib.exeter.ac.uk/ehost/viewarticle?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie46bBKtqi0Sq%2bk63nn5Kx95uXxjL6qrUq2pbBIr6ueTbirrlKurp5Zy5zyit%2fk8Xnh6ueH7N%2fiVauqrk%2byprRKrqikhN%2fk5VXj5KR84LPjgOac8nnls79mpNfsVbSstFG3pq9LpNztiuvX8lXk6%2bqE8tv2jAAA&hid=4214
http://0-web.a.ebscohost.com.lib.exeter.ac.uk/ehost/viewarticle?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie46bBKtqi0Sq%2bk63nn5Kx95uXxjL6qrUq2pbBIr6ueTbirrlKurp5Zy5zyit%2fk8Xnh6ueH7N%2fiVauqrk%2byprRKrqikhN%2fk5VXj5KR84LPjgOac8nnls79mpNfsVbSstFG3pq9LpNztiuvX8lXk6%2bqE8tv2jAAA&hid=4214
http://journals.sagepub.com/doi/abs/10.3102/0034654312474350
https://www.tandfonline.com/doi/pdf/10.1080/23752696.2018.1508360

integrating practice and research. Research Papers in Education: Policy and Practice. 32:4,
403-423.

Evans, C., Zhu, X, Chiorean, C., Chipulu, C,, Fair, N., Ford, N., Gobbi, M., Grange, L., Harding,
l., Harris, L., Lock, J., Lotti, E., Mashanovich, G., Perisic, V., Pettit, S., Spencer, V.,
Telford, M., and Thorpe, K. (2018). Supporting student agency and success in higher
education and beyond through the development of assessment feedback skills (the
ability to self-monitor and self-evaluate). Experimental Innovations Office for Students’
Final Report. Southampton: University of Southampton with Office for Students, UK.

Evans, C., Zhu, X, Winstone, N., Balloo, K., Hughes, A., & Bright, C. (2019). Maximising
Student Success through the Development of Self-Regulation. Addressing Barriers to
Student Success, Office for Students’ Final Report. Southampton: University of
Southampton with Office for Students, UK.

Evans, C., with S. Rutherford, F. Vieira, and Erasmus+ team (2021). A self-regulatory approach to
assessment. Cardiff University.
https://www.researchgate.net/publication/357172330_A_ self-
regulatory_approach_to_assessment_in_higher_education

Evans, C., & Waring, M. (2015),_Making sense of assessment and feedback, Chapter 9, In: M.
Waring and C. Evans (2015). Understanding pedagogy: Developing a critical approach to
teaching and learning. Routledge

Farrell, L., Bourgeois-Law, G., Ajjawi, R., & Regehr, G. (2017). An autoethnographic exploration
of the use of goal-oriented feedback to enhance brief clinical teaching encounters.
Advances in Health Sciences Education, 22(1), 91-104

Forsythe, A., & Johnson, S. (2017). Thanks, but no-thanks for the feedback. Assessment &
Evaluation in Higher Education, 42:6, 850-859.

Friedlander, M. ., Andrews, L., Armstrong, E. G., Aschenbrenner, C., Kass, . S., Ogden, P.,
Schwartzstein, R., & Viggiano, T. R. (201 I). What can medical education learn from the
neurobiology of learning? Academic Medicine, 86(4), 415-420.

Gabriel, M. (2014). Making it big. Strategies for scaling social innovations. London: Nesta.

Garcia, A. C. (2014). The pedagogy of the real: teaching "animals in society" to undergraduates
through doing research and disseminating the results.

Radical Pedagogy, 11(2),1-29.
http://www.radicalpedagogy.org/radicalpedagogy.org/The_Pedagogy of the_Real_files/
Garcia.pdf

Gray, C. M. (2013). Informal peer critique and the negotiation of habitus in a design studio. Art,
Design & Communication in Higher Education, 12(2), 195-209.

Harrison, C. |., Konings, K. D., Schuwirth, L. W. T., Wass, V., & van der Vleuten, C. P. M.
(2017). Changing the culture of assessment: the dominance of the summative
assessment paradigm. BMC Medical Education, 17(73), 1-14.

HEA (2016). Transforming Assessment in Higher Education Framework. Advance HE, York,
UK. https://www.advance-he.ac.uk/guidance/teaching-and-learning/transforming-
assessment

Heeneman, S., Schut, S., Donkers, J., van der Vleuten. C., & Muijtjens, A. (2017). Embedding of
the progress test in an assessment program designed according to the principles of
programmatic assessment, Medical Teacher, 39:1, 44-52.
DOI:10.1080/0142159X.2016.1230183

Henderson, M., Ajjawi, R., Boud, D., & Molloy, E. (2019). Identifying feedback that has impact.
In The impact of feedback in higher education, edited by M. Henderson, R. Ajjawi, D.
Boud, and E. Molloy, 15-34. Palgrave Macmillan. https://doi.org/10.1007/978-3-030-
25112-3_2

83


https://www.eatframework.com/_files/ugd/90435d_d0536595218444f38ba72b7a1f348fe2.pdf
https://www.eatframework.com/_files/ugd/90435d_d0536595218444f38ba72b7a1f348fe2.pdf
https://www.eatframework.com/_files/ugd/90435d_d0536595218444f38ba72b7a1f348fe2.pdf
https://www.eatframework.com/_files/ugd/90435d_76e3fea730984d6e851d77ac48cb6c38.pdf
https://www.eatframework.com/_files/ugd/90435d_76e3fea730984d6e851d77ac48cb6c38.pdf
https://www.eatframework.com/_files/ugd/90435d_76e3fea730984d6e851d77ac48cb6c38.pdf
https://www.researchgate.net/publication/357172330_A_self-regulatory_approach_to_assessment_in_higher_education
https://www.researchgate.net/publication/357172330_A_self-regulatory_approach_to_assessment_in_higher_education
https://inclusiveheorg.files.wordpress.com/2022/12/assessment-chapter.pdf
http://0-web.b.ebscohost.com.lib.exeter.ac.uk/ehost/viewarticle?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie46bBKtqi0Sq%2bk63nn5Kx95uXxjL6qrU%2btqK5Js5azUrGruE2zls5lpOrweezp33vy3%2b2G59q7SbSnrkyzrbVLr5zqeezdu33snOJ6u9vmgKTq33%2b7t8w%2b3%2bS7UbSut0%2bzq7Y%2b5OXwhd%2fqu37z4uqM4%2b7y&hid=102
http://0-web.b.ebscohost.com.lib.exeter.ac.uk/ehost/viewarticle?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie46bBKtqi0Sq%2bk63nn5Kx95uXxjL6qrU%2btqK5Js5azUrGruE2zls5lpOrweezp33vy3%2b2G59q7SbSnrkyzrbVLr5zqeezdu33snOJ6u9vmgKTq33%2b7t8w%2b3%2bS7UbSut0%2bzq7Y%2b5OXwhd%2fqu37z4uqM4%2b7y&hid=102
https://www.advance-he.ac.uk/guidance/teaching-and-learning/transforming-assessment
https://www.advance-he.ac.uk/guidance/teaching-and-learning/transforming-assessment
https://doi.org/10.1007/978-3-030-25112-3_2
https://doi.org/10.1007/978-3-030-25112-3_2

Hounsell, D. (2007). Towards more sustainable feedback to students. In D. Boud & N.
Falchikov (Eds.), Rethinking assessment in higher education (pp. 101-113).

Huiit, T. W,, Killins, A., & Brooks, W. S. (2015). Team-based learning in the gross anatomy
laboratory improves academic performance and students' attitudes toward teamwork.
Anatomical Sciences Education, 8(2),95-103.

Hounsell, D., & Rigby, S. (2013). Leading change in assessment and feedback. Case examples and a
guide to action. Leadership Foundation for Higher Education.

Karagiannopoulou, E., & Christodoulides, P. (2005). The impact of Greek university students’
perceptions of their learning environment on approaches to studying and academic
outcomes. International Journal of Educational Research, 43(6), 329-350.

Kluger, A. N., & DeNlisi, A. (1996). The effects of feedback interventions on performance. A
historical review, a meta-analysis, and a preliminary feedback intervention theory.
Psychological Bulletin, |19, 254-284.

Lardon, A., Cheron, C,, Page, ., Dugas, C., & Descarreaux, M. (2016). Systematic augmented
feedback and dependency in spinal manipulation learning: A randomized comparative
study. Journal of Manipulative and Physiological Therapeutics, 39(3), 185-191.

Macht, S.A., & Ball, S. (2016). ‘Authentic alignment’ — a new framework of entrepreneurship
education. Education + Training, 58(9), 926-944.

McCann. M. (2017). Constructive alignment in economics teaching: a reflection on effective
implementation. Teaching in Higher Education, 22:3, 336-348,
DOI:10.1080/13562517.2016.1248387

McCune, V., & Entwistle, N. (201 1). Cultivating the disposition to understand in 21st century
university education. Learning and Individual Differences, 21(3), 303-310.

McEvoy, J.P. (2017). Interactive problem-solving sessions in an introductory bioscience course
engaged students and gave them feedback, but did not increase their exam scores. FEMS
microbiology letters, 364(18).

Mountford Zimdars, A., Duna, S., Moore, |, Sanders, |, Jones, S., & Higham, L. (2015). Causes
of differences in student outcomes. HEFCE: Report to HEFCE by King’s College
London, ARC Network and The University of Manchester

Nicol, D. (2010). 'From monologue to dialogue: improving written feedback processes
in mass higher education'. Assessment and Evaluation in Higher Education 35: 501-17.

Nicol, D. (2021). The power of internal feedback: exploiting natural comparison
processes. Assessment &amp; Evaluation in Higher Education, 46(5), 756—778.
https://doi.org/10.1080/02602938.2020.18233 14

Nicol. D. (2022). Turning active learning into active feedback, Introductory guide from active
feedback toolkit, Adam Smith Business School, University of Glasgow.
https://doi.org/10.25416/NTR.19929290

Nicol, D., Thomson, A., & Breslin, C. (2014). Rethinking feedback practices in higher education:
a peer review perspective. Assessment and Evaluation in Higher Education, 39(1), 102-122.

O’Donovan, B. (2017). How student beliefs about knowledge and knowing influence their
satisfaction with assessment and feedback. Higher Education, 74, 6 17—633.

Orsmond, P., & Merry, S. (2013). The importance of self-assessment in students’ use of tutors’
feedback: a qualitative study of high and non-high achieving biology undergraduates.
Assessment & Evaluation in Higher Education, 38(6), 737-753.

Panadero, E. (2017). A review of self-regulated learning: six models and four
directions for research. Frontiers in Psychology, 8 (article 422), |-28.

Panadero, E., & Alonso-Tapia, J. (2013). Self-assessment: Theoretical and practical connotations.
When it happens, how is it acquired and what to do to develop it in our students,
Electronic Journal of Research in Educational Psychology, 11(2), 551-576.

84


https://doi.org/10.25416/NTR.19929290

Parker, J.M., Anderson, C.W., Heidemann, M., Merrill, J., Merritt, B., Richmond, G., & Urban-
Lurain, M. (2012). Exploring undergraduates' understanding of photosynthesis using
diagnostic question clusters. CBE-Life Sciences Education, | 1(1), 47-57

Patterson, E., Campbell, P., Busch-Vishniac, |., & Guillaume, D. (201 1). The effect of context on
student engagement in engineering. Journal of Engineering Education, 36(3), 21 1-224.

Pfeifer, M. A., Reiter, E. M., Cordero, ]. J., & Stanton, J. D. (2021). Inside and out: factors that
support and hinder the self-advocacy of undergraduates with ADHD and/or specific
learning disabilities in STEM. CBE—Life Sciences Education, 20(ar17), 1-20.
https://doi.org/10.1187/cbe.20-06-0107

Ramaprasad, A. (1983). On the definition of feedback. Behavioral Science, 28, 4-13.

Reeve, M. (2013). How students create motivationally supportive learning environments for
themselves: The concept of agentic engagement. Journal of Educational Psychology, 105(3),
579-595.doi: 10.1037/20032690

Riley, S. (2017). Student-led, individually created courses: using structured reflection within
experiential learning to enable widening participation students’ transitions through and
beyond higher education. Journal of Perspectives in Applied Academic Practice, 5(2).

Riley, S., McCabe, G., Pirie, I. (2017). Student-led, Individually-created courses (SLICCs):
Enabling students to gain academic credit for extra-curricular activities during the
summer vacation and take ownership of their learning (Case Study |8, pp.104-108), in
Sam Elkington, and Carol Evans, Transforming Assessment in Higher Education. A case
study series Edition, Higher Education Academy.

Rogers-Shaw, C., Carr-Chellman, D. |., & Choi, J. (2018). Universal Design for learning.
Guidelines for accessible online instruction. Adult Learning, 29(1), 20-32.

Sadler, D. R. (1989). Formative assessment and the design of instructional systems. Instructional
Science, 18, 119-144.

Sadler, D. R. (2010). Beyond feedback: Developing student capability in complex appraisal.
Assessment and Evaluation in Higher Education, 35, 535-550.

Sadler, D. R. (2013). Opening up feedback: Teaching learners to see. In Merry, S., Price, M.,
Carless, D., & Taras, M. (Eds.) Reconceptualising Feedback in Higher Education: developing
dialogue with students. (Ch. 5, 54-63). (London, UK: Routledge).

Sadler, D. R. (2017). Academic achievement standards and quality assurance. Quality in Higher
Education, 23(2): 81-99, DOI: 10.1080/13538322.2017.13566 14

Scott, D., Evans, C., Hughes, G., Burke, P., J., Watson, D., Walker, C,, Stiasny, M., Bentham, M.,
Huttly, S. (201 1), Facilitating transitions to masters level learning. Improving formative
assessment and feedback processes. Extended Summary. Final Extended Report. York:
The Higher Education Academy

Scott, J. L., Moxham, B. J., & Rutherford, S. M. (2013). Building an open academic environment
— a new approach to empowering students in their learning of anatomy through
‘Shadow Modules’. Journal of Anatomy, 224(3). Retrieved from:
https://onlinelibrary.wiley.com/doi/full/10.1 1 | | /joa.12112 (January 10, 2018).

Schneider, M., & Preckel. F. (2017). Variables associated with achievement in higher education:
A systematic review of meta-analyses. Psychol Bull 143 (6): 565-600.
https://doi.org/10.1037/bul0000098

Sennhenn-Kirchner, S., Goerlich, Y., Kirchner, B., Notbohm, M., Schiekirka, S., Simmenroth, A.
and Raupach, T. (2017). The effect of repeated testing vs repeated practice on skills
learning in undergraduate dental education. European Journal of Dental Education, 22(1),
[-5.

Solway, R., Camic, P. M., Thompson, L., & Chatterjee, H. J. (2015). Material objects and
psychological theory: A conceptual literature, Arts & Health, 8(1), 82-101. DOI:
10.1080/17533015.2014.998010

85


https://doi.org/10.1187/cbe.20-06-0107
https://www.research.ed.ac.uk/portal/en/publications/studentled-individuallycreated-courses-using-structured-reflection-within-experiential-learning-to-enable-widening-participation-students-transitions-through-and-beyond-higher-education(335fde54-1f6b-4f21-971b-4d40edab95a7).html
https://www.research.ed.ac.uk/portal/en/publications/studentled-individuallycreated-courses-using-structured-reflection-within-experiential-learning-to-enable-widening-participation-students-transitions-through-and-beyond-higher-education(335fde54-1f6b-4f21-971b-4d40edab95a7).html
https://www.research.ed.ac.uk/portal/en/publications/studentled-individuallycreated-courses-using-structured-reflection-within-experiential-learning-to-enable-widening-participation-students-transitions-through-and-beyond-higher-education(335fde54-1f6b-4f21-971b-4d40edab95a7).html
https://inclusiveheorg.files.wordpress.com/2022/12/hea_final_extended_report.docx-1.pdf
https://inclusiveheorg.files.wordpress.com/2022/12/hea_final_extended_report.docx-1.pdf
https://www.ncbi.nlm.nih.gov/pubmed/28333495
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F17533015.2014.998010?_sg%5B0%5D=8zdwN0G4lZ8cxIwgt8P7avUvu9td1I0pAf4hjX9JmQd-9fql2oAKs3QgOVlJ0rtZ-nvPrfBjUBRI9YYzyYIs4ES0Ag.ccb_sbNCwzL1hrlrrY-QXr48M7bhO_bptR_dRiAEJHP1ajnGVX023_3u3cmUYN3XfoG96DZFNIdK4VHmmfi3Qg

Tai, J., Ajjawi, R., Boud, D., Dawson, P., & Panadero, E. (2018). Developing evaluative
judgement: enabling students to make decisions about the quality of their work. Higher
Education, 76, 467-481. doi: 10.1007/s10734-017-0220-

Taras, M. (2015). Invited article: Student self-assessment: what have we learned and what are the
challenges. RELIEVE, 21(1), 1-14.

Torrance, H. (2007). Assessment as learning? How the use of explicit learning objectives,
assessment criteria and feedback in post-secondary education and training can come to
dominate learning. Assess. Educ. Princ. Policy Pract. 14, 281-294.
doi:10.1080/09695940701591867.

Torrance, H. (2012). Formative assessment at the crossroads: Conformative, deformative and
transformative assessment. Oxford Rev. Educ. 38, 323-342.
doi:10.1080/03054985.2012.689693.

Ulster University Viewpoints project (2008-2012). University of Ulster Technology Facilitated
Learning team / JISC e-learning programme.
http://wiki.ulster.ac.uk/display/VPR/Workshop+Toolkit#VVorkshopToolkit-AéCards
University of Exeter Education and Quality Enhancement Team RADAR model.
http://www.exeter.ac.uk/staff/development/academic/assessmentandfeedback/radartoolki
tresourcesforassessmentdesignalighmentandreview/

van Heerden, M., Clarence, S., & Bharuthram, S. (2017). What lies beneath: Exploring the
deeper purposes of feedback on student writing through considering disciplinary
knowledge and knowers. Assessment & Evaluation in Higher Education, 42(6), 967-977.

Ward, D. (2013). Sustaining strategic transitions in higher education. Educause July/ August

Waring, M., & Evans, C. (2015). Understanding pedagogy: Developing a critical approach to teaching
and learning. Routledge.http://www.amazon.co.uk/Understanding-Pedagogy-Developing-
critical-approach/dp/041557174X

Yang, M., & Carless, D. (2013). The feedback triangle and the enhancement of dialogic feedback
processes. Teaching in Higher Education 18(3), 285 297.
doi.org/10.1080/13562517.2012.7

Yu, S., & Hu, G. (2017). Understanding university students’ peer feedback practices in EFL
writing insights from a case study. Assessing Writing, 33, 25—35.

Zhu, X,, & Evans, C. (2024). Enhancing the development and understanding of assessment
literacy in higher education. European Journal of Higher Education, 14(1), 80—

100. https://doi.org/10.1080/21568235.2022.2118149

Zimmerman, B. J. (1986). Development of self-regulated learning: Which are the key
subprocesses? Contemporary Educational Psychology, 16, 307-313.

Zimmerman, B. J. (1989). Models of self-regulated learning and academic achievement. In B. J.
Zimmerman & D. H. Schunk (Eds.), Self-regulated learning and academic achievement:
Theory, research, and practice (pp. 1-25). Springer.

Zimmerman, B. J. (2000). Attainment of self-regulation: A social cognitive perspective. In
Handbook of self-regulation, edited by M. Boekaerts, P. R. Pintrich, and M. Zeidner, 13—
39. San Diego, CA: Academic Press. https://doi.org/10.1016/B978-012109890-2/5003 -7

86


http://wiki.ulster.ac.uk/display/VPR/Workshop+Toolkit#WorkshopToolkit-A6Cards
http://www.exeter.ac.uk/staff/development/academic/assessmentandfeedback/radartoolkitresourcesforassessmentdesignalignmentandreview/
http://www.exeter.ac.uk/staff/development/academic/assessmentandfeedback/radartoolkitresourcesforassessmentdesignalignmentandreview/
http://www.amazon.co.uk/Understanding-Pedagogy-Developing-critical-approach/dp/041557174X
http://www.amazon.co.uk/Understanding-Pedagogy-Developing-critical-approach/dp/041557174X
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.1080%2F21568235.2022.2118149&data=05%7C02%7CC.Evans%40salford.ac.uk%7C9f3ba33a6e7f466fa60e08de554f431f%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639041996238549700%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=Z48D8nHGMN7zHIuwrsCB3831HOIZHPq7MTiRzRoRqK8%3D&reserved=0
https://psycnet.apa.org/doi/10.1016/B978-012109890-2/50031-7

Further reading

Atlas, S. (2023). ChatGPT for higher education and professional development: A guide to
conversational Al. College of Business at Digital
Commons@URI. https://digitalcommons.uri.edu/cba_facpubs/548
Bernacki, M. L. (2023). Development, sustainment, and scaling of self-regulated learning
analytics: prediction modeling and digital student success initiatives in university contexts.
In Supporting Self-Regulated Learning and Student Success in Online Courses. |Gl
Global. https://doi.org/10.4018/978-1-6684-6500-4.ch012
Bransen, D., Govaerts, M. |B., Panadero, E., Sluijsmans, D. M. A, and Driessen, E. W.
(2022). Putting self-regulated learning in context: Integrating self-, co, and socially shared
regulation of learning. Medical Education, 56(1), 29-36. doi: 10.1111/medu.14566
Hattie, |. (2023). Visible Learning: The Sequel A Synthesis of Over 2,100 Meta-Analyses Relating to
Achievement. Routledge.
Mollick, E., & Mollick, L. (2023). Using Al to implement effective teaching strategies in
classrooms: Five strategies, including prompts. Available
online: https://ssrn.com/abstract=439 1243
Nieminen, J. H., Bearman, M., & Tai, J. (2023). How is theory used in assessment and feedback
research? A critical review, Assessment & Evaluation in Higher Education, 48(l), 77-
94. https://doi.org/10.1080/02602938.2022.2047 154
Panadero, E. (2023). Toward a paradigm shift in feedback research: Five further steps
influenced by self-regulated learning theory. Educational Psychologist, 58(3), 193-204.
Doi.org/10.1080/00461520.2023.2223642
Ruiz, J. F., and Panadero, E. (2023). Assessment professional development courses for
university teachers: a nationwide analysis exploring length, evaluation and
content. Assessment and Evaluation in Higher Education, 48(4), 485-501.
Doi.org/10.1080/02602938.2022.209981 |
UNESCO (2023). ChatGPT and artificial intelligence in higher education. Unesco, Online
Auvailable https://unesdoc.unesco.org/ark:/48223/pf0000385 [ 46.locale=
Venaruzzo, L., Ames, K., & Leichtweis, S. (2023). Embracing Al for student and staff
productivity. An ACODE Whitepaper based on the ACODE 88 Workshop and
Roundtables. Australasian Council on Open Distance and eLearning (ACODE).
Zawacki-Richter, O., Marin, V.l,, Bond, M., & Gouverneur, F. (2019). Systematic review of
research on artificial intelligence applications in higher education — where are the
educators? Int | Educ Technol High Educ 16, 39._https://doi.org/10.1186/s41239-019-0171-
0

87


https://digitalcommons.uri.edu/cba_facpubs/548
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.4018%2F978-1-6684-6500-4.ch012&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708732229%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=KnUNWmxfzmioKcN9zb5RPC1%2FbhLvWWDznc9yZtNFbwY%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fonlinelibrary.wiley.com%2Fdoi%2Fabs%2F10.1111%2Fmedu.14566&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708762130%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=%2F2Itc0H%2FJBumvO7kfASEOUVSpFLnLuw6NM1WfquATYY%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fonlinelibrary.wiley.com%2Fdoi%2Fabs%2F10.1111%2Fmedu.14566&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708762130%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=%2F2Itc0H%2FJBumvO7kfASEOUVSpFLnLuw6NM1WfquATYY%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.1111%252Fmedu.14566&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708783959%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=R6IUk9dAMp65ZGg51mSi9c18uPHjXkSeYKNfnaIhizo%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fssrn.com%2Fabstract%3D4391243&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708825054%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=4HosR7bFX51yeDHUQOotVkaJYrgcqIT2nfeQo5KfGlU%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.1080%2F02602938.2022.2047154&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708845588%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=Nx2Zl85F4VmJ3g6PlbEZqb27jyAj%2BPezfATV09cjtwA%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Funesdoc.unesco.org%2Fark%3A%2F48223%2Fpf0000385146.locale&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708863590%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=T3dlyXOf4CBcvwrxq80%2FlZ%2FbCdjbpfzp3ifGOYZtgHQ%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.1186%2Fs41239-019-0171-0&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708882087%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=AFPLYyVa3HTjRbOmtaXg6lHd8AT%2FEynFXHVpqs17uoA%3D&reserved=0
https://eur01.safelinks.protection.outlook.com/?url=https%3A%2F%2Fdoi.org%2F10.1186%2Fs41239-019-0171-0&data=05%7C02%7CC.Evans%40salford.ac.uk%7C4d2fde5750c44fb0fb1308de555322e0%7C65b52940f4b641bd833d3033ecbcf6e1%7C0%7C0%7C639042012708882087%7CUnknown%7CTWFpbGZsb3d8eyJFbXB0eU1hcGkiOnRydWUsIlYiOiIwLjAuMDAwMCIsIlAiOiJXaW4zMiIsIkFOIjoiTWFpbCIsIldUIjoyfQ%3D%3D%7C0%7C%7C%7C&sdata=AFPLYyVa3HTjRbOmtaXg6lHd8AT%2FEynFXHVpqs17uoA%3D&reserved=0

Key concepts recap

Shared Beliefs and Values .
Inclusive

. What makes assessment inclusive?
Whose beliefs and values matter: How

are you building consensus and based How are you monitoring the
on what? impact of assessment design on

different types of learnerse

Self-regulatory

Sensitive to Context

How are disciplines highlighting and
providing tfraining in the core self-
regulatory skills that students need to
master to be successfule

How are the individual needs of
students being assessed at point of
entrye What strategies are being
employed to get all students up to
speed to the specific requirements
of the course/programme?

Research-Informed

How are you ensuring that you draw on
high quality research in making decisions
about assessment —research that is
theoretically informed AND rooted in
practice?
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Integrative

How are you supporting an
integrative view of assessment?

(i.e. to maximise the impact, you
need to consider how activities in
the 12 subdimensions of EAT can
support each other).

Promoting Student and Staff
Agency

How are you building student
confidence and wilingness to
engage in assessment design from
point of entry and providing training
and support in building effective
partnerships?

Sustainable

To what extent are you harnessing the
power of assessment in the creation of
useful products that have value o the
individual beyond the assessment point
and to wider communitiese

Engagement in Meaningful
Learning Experiences

Can you articulate what a deep
approach looks like in your
discipline and profession? Can
you model it2 Do assessments
challenge students to think
deeply?
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