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Colonoscopist 


 


Trainer / Peer 


 


Date (DD/MM/YYYY) 


  


Scale and Criteria Key 
4 Highly skilled performance 
3 Competent and safe throughout procedure, no 


uncorrected errors 
2 Some standards not yet met, aspects to be 


improved, some errors uncorrected 
1 Accepted standards not yet met, frequent errors 


uncorrected 
n/a Not applicable 


Major Criteria  Minor Criteria 
  


Criteria Score Comments 
Assessment, consent, communication 
 Obtains informed consent using a structured approach 


o Satisfactory procedural information 
o Risk and complications explained 
o Co-morbidity 
o Sedation 
o Opportunity for questions 


  


 Demonstrates respect for patient’s views and dignity during the procedure   


 Communicates clearly with patient, including outcome of procedure with 
appropriate management and follow up plan. Full endoscopy report. 


  


Safety and sedation 
 Safe and secure IV access 


  


 Gives appropriate dose of analgesia and sedation and ensures adequate 
oxygenation and monitoring of patient 


  


 Demonstrates good communication with the nursing staff, including 
dosages and vital signs 


  


Endoscopic skills during insertion and procedure 
 Checks endoscope function before intubation 


  


 Performs PR   


 Maintains luminal view / inserts in luminal direction   


 Demonstrates awareness of patient’s consciousness and pain during the 
procedure and takes appropriate action 


  


 Uses torque steering and control knobs appropriately   


 Uses distension, suction and lens washing appropriately   


 Recognises and logically resolves loop formation   


 Uses position change and abdominal pressure to aid luminal views   


 Completes procedure in reasonable time   


Diagnostic and therapeutic ability 
 Adequate mucosal visualisation 


  


 Recognises caecal/desc. colon landmarks or incomplete examination   


 Accurate identification and management of pathology   


 Uses diathermy and therapeutic techniques appropriately and safely   


 Recognises and manages complications appropriately   
 


Case Difficulty  Learning objectives for next cases 
Extremely  


easy 
Fairly  
easy Average Fairly  


difficult 
Very  


challenging 
  


1 2 3 4 5   
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		Success Criteria (i.e. expected performance):
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		Student Comments



		What aspect of your assignment was most successful? Explain why.



















		What aspect of your assignment requires some improvement? Explain why.



		Tutor Comments



		Strengths:



















		Limitations:



		Question to consider for improvement:











		Student Answer:













		Personal Target:














Developing SMART goals

Paul J. Meyer describes the characteristics of S.M.A.R.T. goals in Attitude is Everything

Specific

The first term stresses the need for a specific goal over and against a more general one. This means the goal is clear and unambiguous; without vagaries and platitudes. To make goals specific, they must tell a team/individual exactly what is expected, why is it important, who’s involved, where is it going to happen and which attributes are important.

A specific goal will usually answer the five "W" questions:

· What: What do I want to accomplish?

· Why: Specific reasons, purpose or benefits of accomplishing the goal.

· Who: Who is involved?

· Where: Identify a location.

· Which: Identify requirements and constraints

Measurable

The second term stresses the need for concrete criteria for measuring progress toward the attainment of the goal. The thought behind this is that if a goal is not measurable, it is not possible to know whether a team/individual is making progress toward successful completion. Measuring progress is supposed to help a team/individual stay on track, reach its target dates, and experience the exhilaration of achievement that spurs it on to continued effort required to reach the ultimate goal.

A measurable goal will usually answer questions such as:

· How much?

· How many?

· How will I know when it is accomplished? /individual

Attainable

The third term stresses the importance of goals that are realistic and attainable. While an attainable goal may stretch a team/individual in order to achieve it, the goal is not extreme. That is, the goals are neither out of reach nor below standard performance, as these may be considered meaningless. When you identify goals that are most important to you, you begin to figure out ways you can make them come true. You develop the attitudes, abilities, skills, and financial capacity to reach them. The theory states that an attainable goal may cause goal-setters to identify previously overlooked opportunities to bring themselves closer to the achievement of their goals.

An attainable goal will usually answer the question:

· How: How can the goal be accomplished?

Relevant

The fourth term stresses the importance of choosing goals that matter. A Bank Manager's goal to "Make 50 cheese and ham sandwiches by 2:00pm." may be Specific, Measurable, Attainable, and Time-Bound, but lacks Relevance. Many times you will need support to accomplish a goal: resources, a champion voice, someone to knock down obstacles. Relevant goals (when met) drive the team, department, organisation and individual forward. A goal that supports or is in alignment with other goals would be considered a relevant goal.

A relevant goal can answer yes to these questions:

· Does this seem worthwhile?

· Is this the right time?

· Does this match my/our other efforts/needs?

· Are you the right person?

Time-bound

The fifth term stresses the importance of grounding goals within a time frame, giving them a target date. A commitment to a deadline helps a team/individual focus their efforts on completion of the goal on or before the due date. This part of the S.M.A.R.T. goal criteria is intended to prevent goals from being overtaken by the day-to-day crises that invariably arise in an organisation. A time-bound goal is intended to establish a sense of urgency.

A time-bound goal will usually answer the question:

· When?

· What can I do 6 months from now?

· What can I do 6 weeks from now?

· [bookmark: _GoBack]What can I do today?
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Introduction
Assessment makes more difference to the way that students spend their time, focus their 
effort, and perform, than any other aspect of the courses they study, including the teaching. 
If teachers want to make their course work better, then there is more leverage through 
changing aspects of the assessment than anywhere else, and it is often easier and cheaper 
to change assessment than to change anything else.


This manual is designed to support Scheme, Course, Award and Programme level leaders 
to introduce changes to assessment with the aim of improving student learning. It is not 
meant to be a list of ‘tips’, although there are plenty of practical ideas here in Section 4, and 
case studies from within Leeds Metropolitan University in Section 5. Rather it is intended 
to provide a way of thinking about how assessment works, and how students respond to it, 
so that teachers can make sense of what is currently happening on their own courses, and 
make their own context-relevant decisions about what they might do to improve things. It 
reviews the available empirical evidence in some detail, so that, as far as possible, these 
decisions can be made with confidence that they will produce improvements in student 
performance. It also provides three evaluation tools to help diagnose potential problems and 
measure any improvements brought about by changes teachers might make.


Good luck!


Graham Gibbs
Honorary Professor, University of Winchester
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Miller & Parlett focused on the extent to 
which students were oriented to cues about 
what was rewarded in the assessment 
system. They described different kinds of 
students: the ‘cue seekers’, who went out 
of their way to get out of the lecturer what 
was going to come up in the exam and what 
their personal preferences were; the ‘cue 
conscious’, who heard and paid attention to 
tips given out by their lecturers about what 
was important; and the ‘cue deaf’, for whom 
any such guidance passed straight over their 
heads. This ‘cue seeking’ student describes 
exam question spotting:


“I am positive there is an examination game. 
You don’t learn certain facts, for instance, you 
don’t take the whole course, you go and look 
at the examination papers and you say ‘looks 
as though there have been four questions on a 
certain theme this year, last year the professor 
said that the examination would be much the 
same as before’, so you excise a good bit of the 
course immediately …”


(Miller & Parlett, 1974, p. 60)


In contrast, these students were described 
as ‘cue deaf’:


“I don’t choose questions for revision – I don’t 
feel confident if I only restrict myself to  
certain topics.”


“I will try to revise everything …”
(Miller & Parlett, 1974, p. 63)


Miller & Parlett were able to predict with 
great accuracy which students would get 
good degree results:


“… people who were cue conscious tended to 
get upper seconds and those who were cue 
deaf got lower seconds.”


(Miller & Parlett, 1974, p. 55)


Many students are perfectly capable of 
distinguishing between what assessment 
requires them to pay attention to and 
what results in worthwhile learning, as 
this postgraduate Oceanography student 
explained:


In the early 1970s, researchers on both sides 
of the Atlantic (Snyder, 1971; Miller & Parlett, 
1974) were engaged in studies of student 
learning at two universities. What they found 
was that, unexpectedly, what influenced 
students most was not the teaching but the 
assessment. Students described all aspects 
of their study – what they attended to, how 
much work they did and how they went 
about their studying – as being completely 
dominated by the way they perceived 
the demands of the assessment system. 
Derek Rowntree stated that “if we wish to 
discover the truth about an educational 
system, we must first look to its assessment 
procedures” (Rowntree, 1987, p.1). The 
Snyder and Miller & Parlett studies went 
further and highlighted the way students 
respond to these assessment procedures. 
More recently, qualitative studies have 
emphasised the importance of understanding 
the way students respond to innovations in 
assessment (Sambell & McDowell, 1998). 


Snyder’s work gave birth to the notion of 
the ‘hidden curriculum’: different from the 
formal curriculum written down in course 
documentation, but the one students had to 
discover and pay attention to if they wanted 
to succeed:


“From the beginning I found the whole thing to 
be a kind of exercise in time budgeting … . You 
had to filter out what was really important in 
each course … you couldn’t physically do it all. 
I found out that if you did a good job of filtering 
out what was important you could do well 
enough to do well in every course.”


(Snyder, 1971, pp. 62-63)


Once students had worked out what this 
hidden curriculum consisted of, they could 
allocate their effort with great efficiency:


“I just don’t bother doing the homework now. I 
approach the courses so I can get an ‘A’ in the 
easiest manner, and it’s amazing how little work 
you have to do if you really don’t like the course.”


(Snyder, ibid, p. 50)


2. How assessment influences student learning
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The effectiveness of  
coursework assignments


Students tend to gain higher marks from 
coursework assignments than they do from 
examinations. Chansarkar & Raut-Roy (1987) 
studied the effects of combinations of various 
forms of coursework with examinations. They 
found that all combinations of coursework 
of varying types with examinations produced 
better average marks than did examinations 
alone: up to 12% higher average marks. 
Gibbs & Lucas (1987) reported an analysis of 
marks on more than 1,700 modules at Oxford 
Polytechnic. Modules with 100% coursework 
had an average mark 3.5% higher than 
modules with 100% examinations, and there 
were three times as many failed students on 
modules where there were only examinations. 
There was a significant positive correlation 
between the proportion of coursework on 
a module and the average marks students 
achieved. Bridges et al (2002) studied the 
differences in coursework and exam marks 
in six subjects at four universities. They found 
coursework marks to be higher by one-third 
of a degree classification in English and 
History (similar to the Oxford Polytechnic 
finding) and higher by two-thirds of a degree 
classification in Biology, Business Studies, 
Computer Studies and Law.


Students also prefer coursework. Starr 
(1970) reported that 90% of students from 
four departments preferred half or more of 
their marks to come from coursework and 
56% preferred all their marks to come from 
coursework. Students consider coursework 
to be fairer than exams, to measure a 
greater range of abilities than exams and to 
allow students to organise their own work 
patterns to a greater extent (Kniveton, 1996). 


Higher average marks and student 
preference would not count for much if 
coursework were inherently less valid as an 
assessment – but it is not. First, examinations 
are very poor predictors of any subsequent 
performance, such as success at work. A 
review of 150 studies of the relationship 
between exam results and a wide range of 


“If you are under a lot of pressure then you 
will just concentrate on passing the course. I 
know that from bitter experience. One subject 
I wasn’t very good at I tried to understand 
the subject and I failed the exam. When I re-
took the exam I just concentrated on passing 
the exam. I got 96% and the guy couldn’t 
understand why I failed the first time. I told 
him this time I just concentrated on passing 
the exam rather than understanding the 
subject. I still don’t understand the subject so 
it defeated the object, in a way.”


(Gibbs, 1992, p. 101)


Whether or not what assessment is trying to 
assess is clearly specified in documentation, 
students work out for themselves what 
counts, or at least what they think counts, 
and orient their effort accordingly. They are 
strategic in their use of time and ‘selectively 
negligent’ in avoiding content that they 
believe is not likely to be assessed. It has 
been claimed that students have become 
more strategic with their use of time and 
energies since the studies conducted in 
1970s and that students today are even 
more strongly influenced by the perceived 
demands of the assessment system in the 
way they negotiate their way through their 
studies (MacFarlane, 1992).
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adult achievement found the relationship to 
be, at best, slight (Baird, 1985). For example, 
first degree results explain less than 10% 
of the variance in performance in graduate 
studies (Warren, 1971). Second, coursework 
marks are a better predictor of long-term 
learning of course content than are exams. 
Conway et al (1992) reported a study of the 
performance of Psychology students on a 
range of tests of their understanding and 
recall of content of a cognitive psychology 
course taken some years before. They 
found that student marks on coursework 
assignments undertaken up to 13 years 
previously correlated with these test scores, 
while students’ original exam marks did 
not. Presumably the kind of learning 
that coursework involves has long-term 
consequences, while the kind of learning 
involved in revision for exams does not. 
Studies of surface and deep approaches to 
learning have shown similar results: that any 
positive impact on test results of students 
taking a surface approach in preparation 
for the test are very short-lasting (Marton & 
Wenestam, 1978).


Third, in experimental studies in which 
students have studied either exam-based 
or assignment-based courses, the quality 
of their learning has been shown to be 
higher in the assignment-based courses. 
For example Tynjala (1998) compared two 
student groups: the first group studied 
via conventional lectures, a text-book 
and an exam. The second group studied 
via assignments based on the text-book, 
discussion with other students about these 
assignments, and a coursework essay 
marked by the teacher. This second group 
then also took the exam so as to enable 
a comparison with the first group, even 
though the students had not studied for 
the exam. The second group was found to 
place more emphasis on thinking and had 
developed more sophisticated conceptions 
of learning (see Säljö, 1982). In their exam 
answers they revealed more comparisons, 
more evaluations and more sophisticated 
structures to their writing (Biggs & Collis, 


1982). These results (achieved with less 
teaching) were interpreted in terms of the 
assessment requirements for the second 
group being more ‘constructivist’ – they 
helped students to construct meaning from 
the material they were studying. 
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Assessment and student workload


It is a common observation of higher 
education teachers that if coursework 
is taken away from a module because 
of resource constraints, then students 
simply do not do the associated studying; 
for example students will rarely write 
unassessed essays. It is argued that you 
have to assess everything in order to capture 
students’ time and energy. There are several 
problems with this rationale, both logistical 
and pedagogic.


It may not be possible to set enough 
assignments to actually capture much 
student time. A study of the nature of 
assessment systems at the level of whole 
degree programmes (Gibbs & Dunbar-
Goddet, 2007) found, first, that programmes 
tended to have either high levels of 
assessed work for marks (and some degree 
programmes mark well over 100 separate 
assignments and examinations over three 
years) and very little assessed work for 
feedback only (as few as two assignments in 
three years), while other programmes had 
very low levels of assessed work for marks 
(as few as 11 in three years) and very high 
levels of assessed work for feedback only 
(up to 134 in three years) and also a great 
deal of oral feedback. A few programmes 
had neither high levels of summative 
assessment (for marks) nor formative-
only assessment (for feedback), but no 
programmes had high levels of both. This 
seems to be simply economic reality – you 
can afford to mark often or give feedback 
often but you cannot afford to do both often. 
Second, it was found that programmes with 
low levels of marked work but high levels 
of feedback (with no marks attached) had 
students who worked harder and distributed 
their effort evenly across weeks and across 
topics on courses. In contrast, where there 
were only one or two marked assignments 
per course unit, these were all students 
spent their time on, largely ignoring all 
topics other than those addressed in the 
assignments and spending little time on 


any course that did not have an assignment 
due in that week (Gibbs & Dunbar-Goddet, 
2007). The only way that it is possible to 
afford enough marking to capture students’ 
time and distribute it evenly across weeks 
is through mechanised assessment such as 
computer-marked multiple choice question 
tests. The problem then is that mechanised 
assessment very often has substantial 
negative consequences for the quality of 
learning that students engage in (see below). 


However, coursework does not have to be 
marked to generate the necessary learning. 
Forbes & Spence (1991) reported a study 
of assessment on an Engineering course 
at Strathclyde University. When lecturers 
stopped marking weekly problem sheets 
because they were simply too busy, students 
did indeed stop tackling the problems, 
and their exam marks went down as a 
consequence. But when lecturers introduced 
periodic peer-assessment of the problem 
sheets – as a course requirement but 
without the marks contributing – students’ 
exam marks increased dramatically to a 
level well above that achieved previously 
when lecturers did the marking. What 
achieved the learning was the quality of 
student engagement in learning tasks, not 
teachers doing lots of marking. The trick 
when designing assessment régimes is to 
generate engagement with learning tasks 
without generating piles of marking.
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The effectiveness of feedback


Summaries of what makes most difference 
to student achievement, involving reviews 
of many thousands of studies spanning 
decades of research, show clearly that the 
most powerful single influence is feedback 
(Hattie, 1987; Hattie & Timperley, 2007). 
Similarly, a comprehensive review of 
formative assessment (Black & Wiliam, 
1998) emphasised the extraordinarily large 
and consistent positive effects that feedback 
has on learning, compared with other things 
teachers might try and do. There have 
been many attempts both to understand 
the nature of this impact and to harness 
its power through innovation, especially in 
schools, in response to this incontrovertible 
evidence.


In higher education, feedback to individual 
students in class must have declined 
significantly as class sizes have increased, 
though we have no evidence about this. 
Writing comments on assignments, 
however, remains a major component of 
teachers’ workload in higher education. As 
resources per student have declined there 
have been some economies of scale in 
teaching (simply by packing more students 
into classrooms), but economies of scale 
are difficult to achieve for assessment: most 
assessment costs go up in direct proportion 
to the number of students. As a result, 
assessment costs can overtake teaching 
costs and teachers can find themselves 
spending much of their time marking. Is all 
this effort worthwhile?


In the Course Experience Questionnaire 
(Ramsden, 1991), used extensively in 
Australia and elsewhere to evaluate the 
quality of courses, the questionnaire item 
that most clearly distinguishes the best 
and worst courses is: “Teaching staff here 
normally give helpful feedback on how you 
are going” (Ramsden, 1992, p.107). Similarly, 
the variable on the National Student Survey 
that best distinguishes between universities 
and contributes most to determining 
their overall ranking concerns feedback. 


This does not mean that higher education 
teachers in fact give helpful feedback. It 
means that the extent of helpfulness of the 
feedback they give makes more difference to 
students than anything else they do. 


How well does feedback actually work? 
Maclellen (2001) surveyed 130 students and 
80 lecturers at the University of Strathclyde 
about their perceptions concerning 
assessment. Among the 40 questions asked, 
four were about feedback and these revealed 
wide discrepancies between students and 
lecturers. While most teachers responded 
that feedback is frequently helpful in detail, 
helps students to understand and helps 
learning, most students responded that 
feedback was only sometimes helpful in 
these ways. 30% of students reported that 
feedback never helps them to understand. 
While 63% of lecturers responded that 
feedback frequently prompts discussion with 
a tutor, only 2% of students responded in the 
same way and 50% responded that feedback 
never prompted discussion. In another 
study, only 1% of students reported that 
reading feedback prompted them to go back 
to the subject matter and spend any more 
time on it (Gibbs et al, 2003).


There may be a problem here with the 
quantity and quality of feedback such 
that it is not actually helpful to students 
– after all, teachers are under enormous 
time pressure and it is difficult to provide 
comprehensive and useful feedback under 
such circumstances. But there are other 
problems. Studies of what students do with 
feedback makes for depressing reading. 
Feedback is often not read at all (Hounsell, 
1987) or not understood (Lea & Street, 1998). 
Wojtas (1998) reported:


“Some students threw away the feedback if 
they disliked the grade, while others seemed 
concerned only with the final result and did not 
collect the marked work.”


There is also a problem associated with 
both marks and feedback being provided. A 
grade is likely to be perceived by the student 
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as indicating their personal ability or worth 
as it is usually ‘norm-referenced’: it tells 
you, primarily, where you stand in relation 
to others. A poor grade may damage a 
student’s ‘self-efficacy’ or sense of ability 
to be successful. Yorke (2001) elaborates on 
the ways in which formative assessment can 
affect student retention and emphasises its 
role in ‘academic integration’ (Tinto, 1993). In 
contrast, feedback on its own is more likely 
to be perceived as a comment on what has 
been learnt. In the absence of marks it has 
been reported that students read feedback 
much more carefully (Black & Wiliam, 1998) 
and use it to guide their learning. In the light 
of this (school-based) research evidence, 
some schools have adopted policies that all 
assignments should only have feedback and 
that no marks should be provided. 


This is not a pretty picture. Assessment 
sometimes appears to be, at one and the 
same time, enormously expensive, disliked 
by both students and teachers, and largely 
ineffective in supporting learning, given 
the way it is often conducted. In the light 
of these problems, what follows is an 
attempt to justify a set of principles to guide 
assessment practice. The evidence is rarely 
conclusive enough to argue that if your 
assessment follows these principles then 
learning will inevitably be more effective, but 
they are a plausible set of guidelines given 
what we know.


This is not the first attempt to identify such 
principles but is the first attempt in the 
context of higher education. School-based 
research has identified lists of effects of 
formative assessment. Gagne (1977) argued 
on the basis of evidence that feedback:


1. �Reactivates or consolidates prerequisite 
skills or knowledge prior to introducing 
the new material


2. �Focuses attention on important aspects of 
the subject


3. �Encourages active learning strategies


4. �Gives students opportunities to practise 
skills and consolidate learning


5. �Provides knowledge of results and 
corrective feedback


6. �Helps students to monitor their own 
progress and develop skills of self-
evaluation


7. �Guides the choice of further instructional 
or learning activities to increase mastery


8. �Helps students to feel a sense of 
accomplishment.


(derived from Crooks, 1988)


The principles outlined in this manual 
refer to two relatively distinct categories of 
influence:


• �the influence of the design of assessment 
systems and assignments on how much 
students study, what they study and on the 
quality of their engagement


• the influence of feedback on learning.
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3.1. There should be sufficient assessed 
tasks to capture sufficient student study 
time


This issue concerns how much time and 
effort students allocate – the ‘time on task’ 
principle (Chickering & Gamson, 1987) 
that if students don’t spend enough time 
on something they won’t learn it. Berliner 
(1984), summarising research in the ‘time 
on task’ principle, concluded that there 
was strong empirical evidence of a direct 
relationship between time allocation by 
courses, student time management and 
actual student time on task on the one 
hand, and student achievement on the 
other. The relationship between effort 
and marks is not always straightforward. 
Kember et al (1996) found that students’ 
perceptions of their effort depended on their 
motivation more than on the number of 
hours they actually allocated, and that it was 
possible for students to put in many hours 
unproductively, especially if they adopted 
a surface approach to their studies. Some 
kinds of assessment can generate long 
hours of ineffective memorisation.


Courses in UK higher education are 
designed to involve a specified number 
of learning hours related to the number 
of credits for the course. Students are 
normally expected to spend between 
about one and four hours out of class for 
each hour in class (depending largely on 
the discipline involved). Innis (1996) found 
students at Leeds Metropolitan University 
spend between 1.4 and 3.0 hours out of 
class for each hour in class. How much of 
this ‘out of class’ time is actually allocated 
to studying may be determined largely by 
assessment demands. In the USA, higher 
education students on average spend less 
than half as many hours out of class for 
each hour in class as teachers expect: 
between 0.3 and 1.0 hours out of class when 
teachers, on average, expect 2.1 hours 
out of class for each hour in class (Moffat, 
1989; Hutchings et al, 1991; Gardiner, 1997; 
Brittingham, 1998). The emphasis in the USA 


on attempts to improve student performance 
through assessment is on ‘classroom 
assessment’ – activities undertaken in 
class to test students – and then on using 
this assessment information to guide both 
students and teaching (Angelo & Cross, 
1993). This focus on the classroom could be 
interpreted as a recognition of the failure to 
generate much out of class learning through 
the type of assessment teachers use. Diary 
studies (such as that by Innis, ibid) show how 
students in the UK allocate their time largely 
to assessed tasks and that this becomes a 
more narrow focus over time as they become 
more experienced, with students allocating 
as little as 5% of their time to unassessed 
study tasks by year 3. Subject areas with less 
frequent assessed tasks (e.g. text-based 
subjects) have students who study fewer 
hours (Vos, 1991). Science and technology 
subjects that generate greater total study 
effort tend to have more frequent (though 
smaller) assessed tasks, such as problem 
sheets and laboratory reports.


In mainland Europe only 5%–25% of full-
time students (varying by country) study 
fewer than 20 hours per week, while in the 
UK 34% study 20 hours per week or less 
(Eurostudent, 2007). About 20 hours per 
week is the norm in three subject areas in 
post-1992 universities (Higher Education 
Policy Institute, 2007). 20 hours per week is 
part-time studying, so a significant minority 
of UK students are enrolled full-time but 
studying part-time, with their university 
receiving funding for full-time students. For 
these to be average hours, some institutions 
are likely to be doing worse than this. This 
pattern of low study hours has been found 
to be associated with modular courses with 
a large volume of summative assessment 
(Gibbs & Dunbar-Goddet, 2007). It seems 
clear that high volumes of marking may not 
achieve high volumes of student effort.


Students who put in fewer hours may be 
doing so because they are undertaking 
paid work in parallel with their studies. In 
the USA students normally ‘work their way 
through college’ by taking individual course 


3. �Pedagogic principles underlying the use of assessment to 
support learning
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units as and when they have the time, given 
their need to work to support themselves. 
In the UK students seem to think it is 
acceptable to undertake paid work for many 
hours a week and still complete in three 
years. Studies of the impact of students 
undertaking paid employment in parallel 
with full-time study show that such students 
study fewer hours (Curtis & Shami, 2002) 
and perform significantly less well (Paton-
Salzberg & Lindsay, 1993). Studies show that 
up to three-quarters of full-time students 
work during term-time and are likely to 
allocate their reduced study hours especially 
strategically in relation to assessment 
requirements. These studies show reduced 
reading and other out of class study activity.


Assignments are not the only way to 
capture student time and effort through 
assessment. The conventional way to do 
this is by having unpredictable sampling 
of course content in unseen examinations, 
so that for a student to ignore anything is a 
high risk activity. The quality, quantity and 
distribution of the study effort captured in 
this way is somewhat unpredictable and 
probably varies with student perceptions 
of the likely exam demands and the risks 
associated with choosing not to study some 
of the topics. However, the same rationale 
as is used in sampling the curriculum 
through exam questions can be applied to 
coursework. Students can be expected to 
undertake coursework on every topic and this 
coursework can be sampled for marking – 
perhaps two chosen randomly to be marked 
from eight that students have undertaken..


Time and effort can also be captured through 
social pressure, for example through the 
potential embarrassment of the poor quality 
of your work being seen by colleagues, as 
when a seminar presentation is assessed, 
or when a laboratory report is written and 
displayed publicly in the form of a poster. 
The potential censure from colleagues 
if a student were to fail to complete his 
or her component of an assessed group 
assignment can also generate effort. 
‘Bunking off’ or ‘social loafing’ during group 


work (Latane et al, 1979) is less common 
when group size is small and students 
cannot hide or be anonymous (Kerr & Bruun, 
1983; Williams et al, 1981).
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3.2. Assessment demands should be 
designed so as to orient students to 
distribute appropriate amounts of time 
and effort across all the important 
aspects of the course


This principle concerns what student effort 
is spent on. Students usually distribute their 
time unevenly across courses, often focusing 
on topics associated with assessment 
and nothing else. If they drew a graph of 
weekly study effort for all the weeks of an 
individual course involving a sequence of 
assignments, it might look more like the 
Alps than Holland. Exams can have the 
effect of concentrating study into a short 
intense period at the end of the course 
with, for example, little study of lecture 
notes until many weeks after the lecture. 
Frequent assignments (such as short 
problem sheets) or tests (such as computer-
based assessment) can distribute student 
effort across the course, often on a weekly 
basis, while infrequent assignments (such 
as extended essays) may result in intensive 
studying for a week or two immediately 
prior to the assignment deadline, while 
topics not covered by the assignment can be 
largely ignored. We know very little about 
the distribution of student effort, and higher 
education teachers tend to know little about 
what their students do with their time and 
when. Section 6 contains a simple prompt 
for students to tell you how they distribute 
their time.


3.3. Tackling the assessed task engages 
students in productive learning activity 
of an appropriate kind


This issue concerns the kinds of study 
and learning activity involved in tackling 
the assignment or in preparing for tests. 
Some assessment generates unhelpful 
and inappropriate learning activity, even 
if it produces reliable marks. Multiple 
choice question (MCQ) tests commonly 
mis-orient students to adopt a surface 
approach involving only memorising 
(Scouler & Prosser, 1994; Tang, 1994; 
Scouler, 1998), as can exams. Snyder (1971) 
described how students encouraged to 
be creative at Massachusetts Institute of 
Technology abandoned any such aspiration 
on discovering that most of the marks were 
derived from rote memorisation of material 
for multiple choice tests. It is important to 
recognise that it is students’ perceptions of 
the demands of tests that determine how 
they go about their studying, rather than 
what the teacher who designed the test 
intended. I have myself set MCQ questions 
intended to test quite sophisticated analysis, 
and to encourage students to practise this 
kind of analysis in preparation, only for 
students to assume that as it is an MCQ test 
it is bound to require only memorisation. 


It is not inevitable, however, that MCQ tests 
or examinations lead to worse learning. 
Macdonald (2002) has reported that at least 
some students adopt a deep approach to 
examination revision and learn effectively 
as a result of the integration of material 
that their revision involved, and others have 
reported a similar phenomenon (Entwistle & 
Entwistle, 2004). A recent study comparing 
institutional approaches to assessment 
(Gibbs & Dunbar-Goddet, 2007) suggested 
that it was the amount of time students had 
between teaching stopping and the exam that 
determined the quality of their engagement 
during revision. If this period is too short, 
students are very likely only to engage in 
memorisation. If it is much longer, students 
can experience revision as a highly engaging 
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integrative experience, even describing it 
as the most valuable part of the course. 
The following two quotations from students 
contrast these experiences of revision:


“You just go back to the lecture notes, and 
then just try and remember as much as I can 
… just looking at lecture notes and trying to 
remember stuff.”


“…you actually had time to – I think there was 
also an element of being able to go back and 
consolidate everything by revising for the exam.” 


(Gibbs et al, ibid)


Many assignments simply fail to engage 
students with appropriate types of learning 
activity. Submitting a laboratory report of a 
teacher-designed procedure is unlikely to help 
students to learn how to design experiments. 
Probably the only way to learn how to solve 
problems is to solve lots of problems. Probably 
the only way to gain facility with the discourse 
of a discipline is to undertake plenty of practice 
in using that discourse, for example through 
writing. Assignments are the main way in 
which such practice is generated. 


Some assignments create appropriate 
learning activity as a by-product. For 
example, setting essays can generate 
‘reading around’ and can support the 
working up of coherent arguments in a 
way that simply asking students to read 
what is on the reading list does not. If 
you were to take the essay away, the 
appropriate form of reading and thinking 
would not occur even in the unlikely event 
of a similar volume of reading of similar 
material taking place. The product, the 
essay, and the marks associated with it 
may be less important to the learning than 
the framework the assignment provides for 
the learning activities of ‘reading around’ 
and ‘constructing arguments’. Similarly, 
with laboratory reports or design briefs, 
the product may be less important than 
details of the studying required to fulfill the 
assignment requirements. Group projects 
can engage students in much discussion 
and can confront individuals with alternative 


views and different standards of work. The 
quality of the group product (such as a 
report) that is marked may be less important 
than the qualities of the learning process 
that created it. 


Students can tackle assignments that are 
intended as learning activities so as to 
maximise the marks they obtain rather 
than maximising the learning achieved 
from engaging with the assignment. This 
may involve ‘faking good’ and pretending 
to be competent or knowledgeable, 
deliberately covering up misunderstanding 
and ignorance, telling teachers what they 
think they want to hear rather than what 
they as students want to say, and so on. To 
some extent this is a consequence of the 
student’s orientation (Beaty et al, 1997), 
but assessment tasks, marking régimes 
and the way in which feedback functions 
can override such individual orientations 
and even encourage student behaviour that 
reduces learning. In the example below an 
intrinsically-oriented student describes, 
in a learning log, the way he used to tackle 
assignments in Engineering so as to obtain 
marks at the expense of learning:


“The average lecturer likes to see the right 
result squared in red at the bottom of the test 
sheet, if possible with as few lines of calculation 
as possible – above all else don’t put any 
comments. He hates that. He thinks that you 
are trying to fill the page with words to make 
the work look bigger. Don’t leave your mistakes, 
either, even corrected. If you’ve done it wrong, 
bin the lot. He likes to believe that you’ve found 
the right solution at the first time. If you’re 
still making mistakes, that means you didn’t 
study enough. There’s no way you can re-do 
an exercise a few months after because you’ve 
only got the plain results without comments. 
If you have a go, you may well make the same 
mistakes you’ve done before because you’ve got 
no record of your previous errors.”


(Gibbs, 1992)
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3.4 Assessment should communicate 
clear and high standards


This issue was highlighted in the ‘seven 
principles of good practice in undergraduate 
education’ (Chickering & Gamson, 1987; 
1991): “good practice communicates clear 
and high expectations”. Assignments need 
to appear challenging, but possible provided 
that you work hard enough, rather than 
easy. It also needs to be clear what kind 
of challenge has been set. The extent to 
which students experience “clear goals and 
standards” (as measured by the Course 
Experience Questionnaire, Ramsden, 1991) 
is closely associated with the extent to which 
students take a surface approach or a deep 
approach to their studies (Säljö, 1981). 
Students who don’t understand what they 
are supposed to be doing tend to revert to 
a surface approach and simply reproduce 
material, in the absence of any clearer 
imperatives. 


Much of the effort to communicate clear 
goals has been expended on specifying 
assessment criteria, and students do need 
to understand what counts as good or bad if 
they are to orient their effort appropriately 
and put in enough effort. However, the words 
used in articulating criteria are seldom 
meaningful to students and it is difficult for 
a student to tell what standard is expected 
or would be considered inadequate. For 
example Penny & Grover (1996) have reported 
the extent to which students misunderstood 
the criteria used to assess their final-year 
research project. The students expected 
criteria to be concerned with low-level goals 
such as style and presentation, while their 
teachers emphasised high-level goals such 
as theoretical and conceptual understanding. 
A comparison of degree programmes has 
shown that it is not when criteria are spelled 
out in detail for each assignment that 
students are clear about goals and standards, 
but when they get plenty of written and oral 
feedback (Gibbs & Dunbar-Goddet, 2007). 


Much of the literature on the use of self- and 
peer-assessment is about the reliability of 


student marking, on the assumption that 
students are acting as cheap substitutes 
for teachers and that this is an acceptable 
practice provided that they can generate 
usable marks. But students do not need 
more marks: they need more feedback. 
The real value of self-assessment lies in 
students internalising the standards that 
are expected so that they can supervise 
themselves in relation to these standards 
and improve the quality of their own 
assignments prior to submitting them. 
This idea is at the heart of extensive work 
at the University of Strathclyde to support 
student learning through assessment (Nicol, 
2006) and the focus of the Assessment 
Standards Knowledge Exchange, a Centre 
for Excellence in Teaching and Learning 
in Higher Education (http://www.brookes.
ac.uk/aske/!). It seems clear from a range 
of studies (e.g. O’Donovan et al, 2008) that 
students do not come to understand much 
about standards by reading lists of criteria. 
Rather they need to see exemplars of work 
of different standards, to make their own 
judgments about the qualities of these 
exemplars (e.g. Orsmond et al, 2002), and 
to gradually calibrate their own judgments 
so that they are in line with the judgments 
their teacher would make. This is rather like 
inexperienced researchers learning about 
the standards they should be aspiring to in 
their research articles through acting as a 
reviewer of others’ articles.
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The influence of feedback on learning


“Knowing what you know and don’t know 
focuses learning. Students need appropriate 
feedback on performance to benefit from 
courses. In getting started, students need 
help in assessing existing knowledge and 
competence. In classes, students need 
frequent opportunities to perform and receive 
suggestions for improvement. At various 
points during college, and at the end, students 
need chances to reflect on what they have 
learnt, what they still have to learn, and how to 
assess themselves.”


(Chickering & Gamson, 1987)


Conventionally, feedback is conceptualised 
as an issue of ‘correction of errors’ (Bruner, 
1974) or ‘knowledge of results’. If a student 
is informed that she is accurate then she 
will learn. The following principles are 
concerned, instead, with how the provision of 
feedback affects student learning behaviour: 
with how feedback results in students taking 
action that involves, or does not involve, 
further learning.


3.5 Sufficient feedback needs to be 
provided, both often enough and in 
enough detail


This issue concerns what is conventionally 
defined as formative assessment: the 
impact on learning of feedback on progress, 
usually provided after a ‘performance’ on an 
assignment. The volume and thoroughness 
of feedback varies enormously between 
courses – far more than the variation in 
quantity or quality of teaching (Gibbs & 
Dunbar-Goddet, in press). 


This feedback may need to be quite regular, 
and on relatively small chunks of course 
content, to be useful. One piece of detailed 
feedback on an extended essay or design 
task after ten weeks of study is unlikely to 
support learning across a whole course 
very well. There has been very widespread 
adoption of computer-based testing to 
provide at least some feedback on progress, 
and in some assessment software it is 
possible to provide ‘remedial feedback’ 
when incorrect answers are selected. Cook 
(2001) has reported that students’ final exam 
marks were closely related to the number 
(and therefore frequency) of computer-
marked assignments they had tackled. The 
frequency and speed of response of such 
feedback, which it is possible to provide 
reasonably economically, may compensate 
for its relatively poor quality and lack of 
individualisation. 


Feedback has to be quite specific to be 
useful. The Open University trains its 7,500 
part-time tutors to give quite detailed and 
extensive feedback. Cole et al (1986) list 
the characteristics of effective feedback in 
distance learning, and Roberts (1996) found 
that students’ preferences for feedback 
closely match this list. The specific forms 
of feedback that are effective vary from 
discipline to discipline. Evidence about 
the most effective forms of feedback 
in language learning, for example, is 
summarised in Hyland (2001). In both 
Psychology (Stephenson et al, 1996) and 
Mathematics (Rice et al, 1994) students have 
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been reported as wanting specific, detailed 
facilitative feedback. Greer (2001) reports 
a study that illuminates exactly what kind 
of impact feedback was achieving on the 
learning of Accountancy.


Much of the feedback to students provided 
in the rest of the higher education sector 
would be picked up by the Open University’s 
Staff Tutors (who monitor tutors’ marking) 
as being totally inadequate and would lead 
to quality assurance and staff development 
interventions. If this seems excessively 
interventionist it should be noted that the 
Open University has been ranked top in 
the National Student Survey results year 
after year, and primarily on the basis of 
its extraordinarily high student ratings for 
assessment and feedback.


3.6 Feedback should focus on students’ 
performance, on their learning and on 
actions under the students’ control, 
rather than on the students themselves 
and on their characteristics


Literature on formative assessment 
intended to support learning distinguishes 
between feedback that tells students they 
are hopeless, or among the bottom 10% 
of students (a grade D, for example), and 
feedback that tells students exactly where 
they have gone wrong and what they can do 
about it. Grades without feedback may be 
particularly damaging. A focus of critical 
feedback on personal characteristics 
can be demotivating and can negatively 
affect students’ ‘self-efficacy’ or sense of 
competence. This is important because 
self-efficacy is strongly related to effort 
and persistence with tasks (Schunk, 1984; 
1985), predicts academic achievement well 
and is associated with adopting a deep 
approach to learning (Thomas et al, 1987). 
In contrast, feedback concerning content 
provides students with options for action 
and is less closely associated with their egos 
– it is about what they can do next rather 
than about themselves. Wootton (2002) has 
written passionately about the negative 
impact of assessment on ‘at risk’ students 
and asks whether the system exists “to 
encourage learning or to measure failure”.
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3.7 Feedback should be timely: received 
by students while it still matters to them 
and in time for them to pay attention 
to further learning or receive further 
assistance


This is another of the ‘seven principles of 
good practice in undergraduate education’ 
(Chickering & Gamson, 1987). It is based on a 
range of studies of the timing of feedback (for 
summaries, see Dunkin, 1986; McKeachie 
et al, 1986). A teaching method which places 
great emphasis on immediate feedback at 
each stage of a student’s progress through 
course units, the Personalised System of 
Instruction (PSI), has been demonstrated 
in many studies to improve student 
performance (Kulik et al, 1980).


If students do not receive feedback fast 
enough then they will have moved on to 
new content and the feedback will be 
irrelevant to their ongoing studies and 
unlikely to result in additional appropriate 
learning activity, directed by the feedback. 
Owing to resource pressures and quality 
assurance worries about grades, feedback 
is today being provided more slowly, and as 
courses in the UK are quite short, this may 
mean that feedback on coursework is not 
provided until after students have completed 
their studying for that course. Much such 
expensively-provided feedback is likely to be 
wasted. There may be a trade-off between 
the rapidity and quality of feedback so that, 
for example, imperfect feedback from a 
fellow student provided almost immediately 
may have more impact than more perfect 
feedback from a tutor four weeks later. 
Carroll (1995) described ‘formative 
assessment workshops’ for classes of 
300 medical students which consisted of 
multiple choice question test items followed 
immediately by a short remedial tutorial on 
the questions. There was no individualised 
feedback in this system but the feedback 
was very immediate and the workshop 
sessions were scheduled to allow students 
time to study more material before moving 
on to the next section of the course. 85% 


of students reported wanting more such 
sessions. Sly (1999) reported the impact 
of ‘practice tests’ on subsequent exam 
performance. Students had the option of 
taking a practice test, with computer-based 
feedback, sufficiently in advance of an 
exam to enable them to use the feedback to 
undertake some more study to address their 
weaknesses. 197 weaker students chose to 
take these practice tests and these students 
improved their exam scores so much that 
they then, on average, outperformed 417 
stronger students. The benefits were still 
evident in a subsequent exam.
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more than they do about the topic), or what a 
laboratory report is for (when it has already 
been written hundreds of times before in 
exactly the same format), or what a design 
task has been set for (when only the product 
is assessed and not the learning that was 
involved in creating it). Many academic tasks 
make little sense to students. This inevitably 
causes problems when they come to read 
feedback about whether they have tackled 
this incomprehensible task appropriately.


Students’ conceptions of learning


Underlying the students’ confusion about 
what the tutor really wants could be an 
unsophisticated conception of learning. Säljö 
(1982) describes students as having one of 
five conceptions of learning:
1. Learning as passive receipt of information
2. �Learning as active memorisation of 


information
3. �Learning as active memorisation of 


information or procedures, to be used at 
some time in the future


4. �Learning as understanding
5. �Learning as a change in personal reality: 


seeing the world differently.


A student with conceptions of learning 
1, 2 or 3 might have trouble interpreting 
feedback that stated: “Not enough 
discussion” if they had accurately provided 
the tutor with information they had diligently 
collected. Feedback needs to be sensitive to 
the unsophisticated conceptions of learning 
that may be revealed in students’ work.


Students’ conception of knowledge


Perry’s “scheme of intellectual and ethical 
development” describes how students 
develop over time, and through academic 
experience, their understanding of what 
knowledge itself is (Perry, 1970). He 
describes students as starting off thinking 
that there are an enormous number of 
facts and that their job is to learn these 
and give as many of them as possible back 
to the teacher, correctly. Perry describes 
this learning process with the memorable 


3.8 Feedback should be appropriate in 
relation to students’ understanding of what 
they are supposed to be doing 


My daughter, while studying Sociology, 
received a comment on one of her essays 
which read: “Not Sociological enough”. Her 
response was: “If I’d understood how to 
be ‘Sociological enough’ I’d have done it!” 
My daughter’s experience is echoed many 
times in accounts in the literature. For 
example Higgins et al (2001) discuss the 
failures of communication that take place 
in feedback. They describe a case in which 
the tutor’s entire feedback consisted of: “A 
satisfactory effort. More critical analysis of 
key issues would have helped.” The student, 
who wanted to be better than ‘satisfactory’, 
was left frustrated by the poor quality of 
critical analysis by the tutor. Four different 
constraints on students’ understanding of 
the nature of academic tasks, and hence of 
feedback on them, are discussed here.


Students’ conceptions of the task


Students have to make sense of what kind 
of a task they have been set when they 
tackle an assignment. They can easily 
misunderstand and be confused by whatever 
briefing and feedback they have been given, 
as in this example:


Interviewer: “What do you think the tutor was 
looking for in this essay?”


Student: “Ah … well!, this is confusing me. I 
know the tutor likes concise work, but doesn’t 
like generalisations, and doesn’t like too much 
detail, although on the whole I think he’d like 
more detail than generalisations. And because 
it was such a general question, I thought ‘oh 
help!’, I don’t know what he’s looking for.”


(Hounsell, 1987)


Whatever feedback this student’s tutor 
gives will be interpreted in the light of the 
student’s conceptions of what the tutor really 
wants or what the task really consists of. 
Students can have a great deal of difficulty 
understanding what form of communication 
an essay is (when the only audience knows 
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phrase “quantitative accretion of discrete 
rightness”. He describes students as moving 
through a number of stages of increased 
understanding of the nature of knowledge 
towards, eventually, a flexible commitment 
to a particular way of seeing things, in the 
knowledge that more evidence or better 
theory might alter this perspective in the 
future. Along this intellectual journey many 
students display extreme relativism, in 
which all answers are seen as equally right. 
A student who does not draw a conclusion to 
an essay may be leaving it up to the reader 
to decide, given that all conclusions are 
seen as equally valid. Feedback that simply 
read ‘No conclusion’ might not help such a 
student to progress! Teachers’ feedback is 
often (though not always) generated from a 
more sophisticated epistemological stance 
than that of the student and this offers 
plenty of scope for misunderstanding of 
feedback or blank incomprehension.


Students’ conception of the discourse of the 
discipline


Lea & Street (1998) describe a student 
who, after submitting an essay on a History 
course, received the feedback: “I like your 
conclusions to what is a carefully argued 
and relevant essay.” At the same time the 
same student received feedback on an 
essay submitted on a parallel Anthropology 
course which was so critical of the student’s 
ability to write a clear argument or produce 
a justified conclusion that they were advised 
to seek study skills counselling. Lea & 
Street interpreted this as a consequence 
of Anthropology involving a very different 
form of discourse with different forms of 
argumentation and use of evidence, as it 
was clearly not a case of generalised essay-
writing inadequacies. If the student did not 
understand the discourse of Anthropology 
and was unpractised in using it, then 
generalised essay-writing advice was 
unlikely to be helpful, whether from the 
lecturer or from a study skills counsellor. 
Feedback needs to be sensitive to what kind 
of writing is expected and what students 


are likely to understand about it. In modular 
course structures it is common for students 
to cross disciplinary boundaries and have 
to cope with such differences in discourse. 
Science and technology students often 
have particular difficulties with social 
science-type essays even if they can write 
in an articulate way in their own discipline, 
but there are also profound differences in 
discourse within the social sciences, for 
example between Sociology and Psychology, 
and within the Humanities, for example 
between History and Literature. Northedge 
(2003) provides insightful guidance on how 
to help students to learn about the discourse 
they are being asked to use.







18


Using assessment to support student learningUsing assessment to support student learning


3.9 Feedback needs to be received and 
attended to


A number of studies have described 
students receiving their assignment back, 
glancing at the mark at the bottom, and then 
simply throwing it in the bin, including all  
the feedback.


“Sometimes I do read the comments but I 
find that I’ll never write the same essay again 
anyway …. I tend to ignore them in some ways, 
unless there is something very startling.”


(Hounsell, 1987)


Crooks (1988) has summarised a range 
of research on this issue. Where marks 
on intermediate tests or coursework 
assignments count significantly towards 
final marks, students pay less attention 
to accompanying feedback. Jackson 
(1995) found that third-year students 
were particularly likely only to look at the 
grade rather than at feedback on essays. 
He reported that students liked to see the 
feedback, but more to assure them that their 
essay had been read carefully and marked 
fairly. It is not inevitable that students will 
read and pay attention to feedback even 
when that feedback is lovingly crafted 
and promptly provided. Special steps may 
need to be taken to engage students with 
feedback, such as:


• �asking students to specify, on their 
assignment, what they would like feedback 
on, and giving feedback on nothing else


• �providing feedback but no marks, so that 
students have to read the feedback to get 
any idea how they are progressing


• �requiring assignments to be self-assessed 
before they are submitted (without any 
marks being involved) so that students 
pay attention to whether teachers’ views 
correspond to their own. A review of 
literature on self- and peer-assessment 
has reported that overt self-assessment 
has been shown to increase student 
performance (compared with a control 
group, in controlled studies) and increase 


students’ control over their learning 
strategies (Dochy et al, 1999)


• �using two-stage assignments with feedback 
on the first stage, intended to enable the 
student to improve the quality of work 
for a second stage submission, which is 
only graded. Cooper (2000) has reported 
how such a system can improve almost 
all students’ performance, particularly 
the performance of some of the weaker 
students. A comparison of students’ 
learning responses to assessment on 
different courses at the Open University 
(Gibbs et al, 2003) found that the course 
with much the highest level of student use 
of feedback involved a sequence of eight 
assignments, each of which fed into the next 
one. It would have been a very dim student 
who did not pay attention to such feedback 
– not because it was better feedback but 
because the design of the assessment 
enabled it to ‘feed forward’. Much ‘feedback’ 
is ignored while ‘feedforward’ is much more 
likely to be effective


• �providing a grade only after self-
assessment and tutor feedback have 
been completed. Taras (2001) reports the 
successful use of such a sequence as a 
component of summative assessments.
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3.10 Feedback should be provided in 
such a way that students act on it and 
change their future studying


This issue concerns the impact of feedback 
on future learning. Feedback may accurately 
correct errors but still lead to no change 
in the way a student goes about the next 
assignment or tackles any future learning 
task. This may occur for a variety of reasons:


• �feedback may come too late to be acted on 
by students


• �feedback may be backward-looking – 
addressing issues associated with material 
that will not be studied again, rather than 
forward-looking and addressing the next 
study activities or assignments


• �feedback may be unrealistic or unspecific in 
its aspirations for student effort (e.g. “read 
the literature” rather than “for the opposite 
view, see Smith Chapter 2 pages 24-29”)


• �feedback may ask the student to do 
something they do not know how to do (e.g. 
“express yourself more clearly”)


• �feedback may be context-specific and only 
apply to the particular assignment rather 
than concerning generic issues such as 
study skills or approaches that generalise 
across assignments


• �feedback may be discouraging and lead to 
less study effort rather than more


• �there may be no follow-up to check if 
students have taken any action, so they can 
ignore feedback with impunity.


Ding (1998) suggests that even if students 
read feedback comments, they often do little 
with them. In contrast Brookhart (2001) found 
that successful students use both marks 
and feedback and actively self-assess, both 
to learn and to direct their future studying. 
The most important variables here may be, 
as so often, to do with the student rather 
than with the teacher. Teaching students to 
monitor their own performance is, in Sadler’s 
theoretical analysis of the role of feedback, 
the ultimate goal of feedback (Sadler, 


1989). Research on the impact of the use of 
‘classroom assessment’ in college in the USA 
again and again stresses the impact not on 
the learning of specific content but on the 
development in students of  
‘meta-cognition’ and the ability to gain control 
over their own learning (see Steadman, 
1998, for a summary). Students are likely 
to need to be taught how to use feedback to 
develop meta-cognitive control (Sadler, 1998). 
Improved ability to learn may not have the 
effects hoped for, however. Ramsden et al 
(1987), studying the impact of a ‘study skills’ 
programme designed to increase the extent 
to which students adopted a deep approach, 
found it actually achieved the opposite. 
Students’ increased awareness enabled them 
to adopt a surface approach to a greater 
extent in order to meet the perceived low level 
demands of their courses’ assessment! Again 
this illustrates the way students’ perceptions 
of assessment influence their learning.
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• �Mechanised (e.g. computer-aided 
assessment (CAA)) testing and/or 
marking. Multiple choice question testing 
can be a very economical option and allow 
a much larger proportion of the curriculum 
to be tested and student effort to be 
more widely distributed. However, as was 
mentioned earlier, this can be at the risk of 
accidentally mis-orienting students to  
low-level educational goals, and in 
particular to memorising facts.


• �Self- and/or peer-marking. There is a 
considerable literature on whether you 
can trust students’ own marks – of their 
own work or of the work of others (see for 
example reviews by Falchikov & Goldfinch, 
2000, and Dochy et al, 1999) – sufficiently to 
use them as a substitute for tutor marks. 
In summary, with certain safeguards it 
is possible to produce levels of reliability 
from both self- and peer-assessment that 
are similar to levels of reliability of tutor 
marks. However, this is largely because 
the level of reliability of tutor marking is 
also low, rather than because students 
are particularly reliable. Students are 
not very good at judging unconventional 
or ‘professional’ tasks, and are poor at 
producing marks against each of a list 
of criteria: they are more reliable when 
making a single overall judgement of a form 
of academic assignment they are familiar 
with, such as an essay. But the real issue 
here is that you almost certainly do not 
need more marks. The real value of self- 
and peer-assessment lies in its impact 
on students’ learning to self-supervise in 
relation to standards that they have come to 
understand, through marking. More would 
be gained by making self- or peer-assessed 
tasks a course requirement and then 
concentrating on the usefulness of self and 
peer feedback, than by training students to 
produce reliable marks.


4.1 Capturing student time and effort 
and distributing that effort across topics 
and weeks


Capturing students’ effort across a 
whole course basically requires regular 
assignments. It is neither necessary nor 
productive to mark all these assignments to 
gain student engagement. Instead a range of 
tactics is available:


• �Completion of assignments as a course 
requirement, without marking. Course 
requirements can be imposed as a condition 
for taking a subsequent assignment or 
examination. For example Forbes & Spence 
(1991) describe an Engineering course in 
which students had to complete about 80% 
of an extensive set of problems on problem 
sheets or they were not allowed to sit the 
end of course examination which carried 
100% of the marks. 


• �Sampling of assignments for marking. 
The conventional rationale for setting 
examinations is that it is impossible to 
ask questions about everything and so 
the exam paper samples the curriculum, 
asking about perhaps 10% – 25% of 
possible topic areas, on the assumption 
that this will give a reasonably accurate 
indication of how much students have 
learnt across the entire curriculum. If 
students are clever at guessing what 
will come up in the exam then this is not 
a good assumption. Alternatively you 
can sample assignments for marking. 
Students might be expected to tackle 
eight assignments but only two (25%) will 
be marked. To get students to take all of 
them seriously you would probably have 
to sample these two randomly so that 
students don’t know which will be marked. 
An additional advantage of this tactic is 
that it is much more risky for the student 
not to take each of the assignments 
seriously in case that assignment is the 
one that is marked, whereas if all of them 
are marked, then individually they carry 
fewer marks and it is less risky for a 
student to submit sloppy work.


4. Assessment tactics that support student learning 
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• �Exam demands that are unpredictable and/or sample everything, so that students have 
to study everything. The following two students, studying Social Science in two different 
universities, had quite different perceptions of what they needed to do to prepare for their 
examinations, on the basis of looking at past exam papers:


Student 1 distributed her limited study effort narrowly on a few topics, while student 2 
studied everything, and in depth, driven largely by their different perceptions of what was 
required in the exam.


Example


A Law course that previously had one marked essay in a semester had failed to capture 
student time and effort and students ended up studying the topic they wrote an essay on, 
and little else, before revising for the end-of-semester exam. This was replaced with a 
course requirement to complete six essays – roughly one every two weeks. The first three 
had to be submitted by set dates and feedback consisted of a ‘model answer’. Students 
briefly discussed with each other the difference between their essay and the model answer, 
in a peer-review exercise in class. One of the second set of three essays was randomly 
selected to be marked, but students did not know which one it would be, and so had to take 
all three seriously. There was no feedback on these essays. In this new assessment pattern, 
students tackled six topic areas in some depth, instead of one, put in much more effort, and 
distributed this effort reasonably evenly across the weeks of the semester. As there was no 
written feedback on essays 4–6 it took the teacher less time than previously.


Student 1:


“I had a module that we did, we had three questions to answer and two of them were on 
specific thinkers. And we had maybe ten thinkers that we could look at, but you only had to 
answer a question on two of those, and for that I only did three thinkers for it, knowing that if 
I did three really well I’d be able to answer a question on two of them. I did another option … 
and for that we had to answer three questions in three hours, and there [were] ten topics, you 
would only be asked on three of them so I did four topics. So I learnt four topics really well, 
and then didn’t really revise six topics at all.”


Student 2:


“I think to do really well in the papers, or most of the papers, knowing all the syllabus would 
be very helpful. Actually it’s necessary to a certain degree because, I know that in certain 
papers … what they do is ask a question on a particular topic, but it’s linked into another 
topic, which means that if you’ve revised one of the topics but not the other, you can maybe 
half answer the question, or not answer it fully … sometimes it’s linked in with something 
else. And if you don’t know the other topic then it’s problematic. So definitely knowing more 
would be helpful, and it often helps everything fit into place because when you go through 
it in the eight weeks when you’re doing the tutorials it all seems a bit distinct and isolated, 
but when you come back to revising it, it’s like ‘oh, this all fits together’. So I think knowing 
everything is very helpful.”
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4.2 Generating high quality learning 
effort, oriented towards clear and high 
standards


Large-scale open-ended assignments tend to 
be experienced as more challenging, improve 
engagement and induce a deep approach. 
In contrast small-scale, short and simple 
assignments that are easy to tackle can 
produce only very superficial and  
short-lasting engagement. Project work 
courses tend to capture not simply more 
effort, but better quality effort. Comparisons of 
‘problem-based’ and conventional courses, in 
a variety of subject areas, tend to show marked 
differences in the extent to which students 
take a deep approach (see Dochy et al (2003) 
for a review). Complex problems seem to be 
inherently intellectually stimulating.


Assignments involving interaction and 
collaboration with other students, in or out 
of class, also work consistently well across 
a range of disciplines to engage time and 
effort, as well as producing better learning 
outcomes (see Springer et al (1999) for a 
review of 383 studies comparing group-
based with individual study).


Explicit specification of goals, criteria and 
standards in course guides may help, but 
the evidence about students’ understanding 
of written criteria is not very encouraging 
(e.g. Price & Rust, 1999). Sometimes this is 
because the specification itself is thoroughly 
confusing, as in this example:


Interviewer: “Did the feedback that the tutors 
wrote on it relate to the criteria that they had 
set for the coursework?”
Student: “I suppose I did get a bit confused 
about that, because we’d have a topic, and 
maybe there were three questions. And then 
they’d show a percent weighting on each 
question. But then we’d have this criteria 
sheet, that would be assessing knowledge, 
content, references and how it was written, 
and that would have the same sort of percent. 
Sometimes I never knew which side they were 
marking from, whether I should focus more 


on question 1, or should I be focusing on my 
content overall.’


(Gibbs & Dunbar-Goddet, 2007)


But even apparently unambiguous 
specification often leaves students none 
the wiser. The desired effects may be 
better achieved through showing students 
high quality exemplars of the kind of work 
you would hope they could produce (and 
contrasting this with examples of several 
different ways of doing the wrong thing to 
the wrong standard). What is needed here is 
not so much explicit specification as student 
internalisation of these goals, criteria and 
standards. This is more likely to be achieved 
through student marking exercises, or 
through students publicly presenting their 
work and having it critiqued in public. 
Students may come to understand what 
the words mean in stated criteria through 
such exercises, but even teachers have 
trouble agreeing what criteria really mean, 
or explaining the words, without referring 
to instances. The best that can usually be 
hoped for is that students come to be able to 
make somewhat similar judgements about 
standards to those of their teachers, even if 
they cannot explain the criteria or standards 
very clearly. Standards are slippery things. 
While they may be broadly shared within 
an academic community (such as a group 
of lecturers who have been marking the 
same kinds of assignments, and discussing 
their grades in examination committees, for 
many years) they cannot be communicated 
directly at all easily. New lecturers often get 
standards completely wrong and it takes 
them a while to gradually adjust their marks 
and their feedback to what is intended and 
accepted locally, usually by seeing that 
colleagues do things differently. Students 
need to go though a similar kind of induction 
into the local community: seeing a range 
of quality of work; seeing how experienced 
teachers view and mark this work, and why; 
discussing the qualities of various pieces 
of work with each other; and gradually 
calibrating their judgements until they are 
broadly in line.
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Avoidance of tests and exams passable 
by memorisation, that induce a surface 
approach in students. Teachers rarely set 
tests or exam questions with the deliberate 
intention of inducing a surface approach, but 
they do often allow students to accumulate 
enough marks to pass without ever doing 
anything more sophisticated. For students, 
that may be all the encouragement they need.


Highly challenging exams requiring 
‘performances of understanding’. The goal 
here is to articulate clearly for students 
the challenging nature of the demands 
of examination questions in such a way 
that this re-orients their efforts towards 
appropriate kinds of learning activity.


Marking exercises. Perhaps the easiest and 
most effective way of orienting students 
to allocate the right kind of effort in an 
appropriately focused way, in relation to 
assessment demands, is to conduct a 
classroom exercise in which students are 
asked to mark three or four good, bad and 
indifferent assignments from students from 
the previous year (with their permission, 
and made anonymous). Students should 
read and allocate a mark to each example 
without discussion, then discuss their 
marks and their reasons for allocating these 


marks with two or three other students 
who have marked the same assignments. 
The tutor should then reveal the marks the 
assignments actually received, and why, 
in relation to the criteria and standards for 
the course. Finally two more examples of 
assignments should be provided for the 
students to mark, with their now enhanced 
understanding of the criteria. Students 
undertaking such exercises have been 
shown to gain one grade higher for their 
course than they would otherwise have  
done, for the investment of about 90 minutes 
in the marking exercise, and students 
continued to gain this benefit of a higher 
grade on a subsequent course (Rust et al, 
2003). There can be few more cost-effective 
interventions.


 


Example


A Philosophy of Education course used to set exam questions of the form “Compare and 
contrast the educational philosophies of X and Y”. Having seen that this type of question 
was common in the past, many students responded to the perceived exam demands by 
memorising a few facts about X and a few about Y in case they might be useful, and when 
prompted by such a question in the exam, listed these facts in the order in which they 
remembered them. Some of the brighter students could spot the difference between X and Y. 
The exam was changed so that students had to demonstrate their understanding by applying 
their knowledge of philosophy to teaching – which was, after all, the purpose of the course in 
the first place. They were told that in the exam they would be shown a video of a teacher that 
illustrated a philosophical dilemma of some sort, for example involving issues of power and 
control. They were even told exactly what the exam question would be: “Advise the teacher 
on the video about their future teaching practice, from a philosophical point of view.” What 
they were not told was what would be on the video. Students responded to this assessment 
demand by watching teachers, looking at videos of teachers, discussing what they had 
seen with other students, and then going back to their notes and their books to see what 
philosophy might have to offer in analysing what they had seen.
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4.3 Providing sufficient timely feedback 
to students on their work


Regular assignments, starting early. 
Students need early feedback, for 
encouragement and to orient their efforts 
throughout the rest of the course, and 
regular opportunities to use and tune 
up what they know, and know how to do, 
through assignments with feedback.


Quality standards for the volume and quality of 
feedback. The Open University, who have the 
highest ratings for ‘feedback’ in the National 
Student Survey, monitor the standard of 
feedback that tutors provide to students. An 
experienced Staff Tutor samples new tutors’ 
marking and if they see feedback that falls 
below accepted standards (for example, 
too brief to be understandable) or is of an 
inappropriate form (for example, overly critical, 
with little advice on how to improve) they will 
contact the tutor for a discussion, and that 
tutor’s feedback will be put on a higher level 
of monitoring until it is seen to improve. Most 
universities monitor the quality of lectures in 
this way as a matter of course, but feedback 
has much more impact on student learning 
than do lectures. The OU also have strict rules 
on turn-round times for feedback and if tutors 
are persistently too slow they are likely not to 
be re-employed.


Tutor briefing concerning volume and nature 
of feedback. The Open University also focus 
their tutor training on how to give feedback. 
They provide exemplars of good feedback 
and advice on using the ‘OU sandwich’ of 
positive comments, advice on how to improve, 
followed by an encouraging summary.


Mechanised feedback, where mechanised 
tests are used. Students can sometimes gain 
from marks on mechanised testing – mainly 
about whether they have been working 
hard enough and which topics they need 
to spend more time on. Tests in class can 
work especially well in this respect. Some 
software also allows tutorial feedback to 
be associated with the selection of wrong 
answers to multiple choice questions, with 


students getting an electronic summary 
of feedback the moment they press the 
‘submit’ button on the on-screen test. Such 
feedback may be paid more attention if there 
is a later opportunity to retake the test (see 
‘Two-stage tests’, below). Providing ‘self-
tests’ online, for feedback purposes only, 
for students to take when they feel ready 
can also lead to more thorough and focused 
studying before a test or exam for marks at 
a later time, guided by their performance on 
the ‘self-test’.


Audio feedback is being adopted to an 
increasing extent at Leeds Metropolitan 
University, allowing tutors to speak their 
comments into a digital tape recorder as 
they read assignments and email their 
digital audio files to their students in a rapid 
and automated way. Several of the examples 
and case studies below involve audio 
feedback in imaginative ways. Information 
about the technicalities and educational 
issues involved can be found at:  
http://sites.google.com/site/soundsgooduk/


Development of student self-supervision. 
The fastest feedback that can be provided is 
by students themselves, given to themselves, 
as they are writing or studying. They 
become able to ‘self-supervise’ in this way 
through practice at self-assessment (for 
example through being required to add self-
assessment comments to their own work 
when they submit it), through seeing, judging 
and discussing examples of work of various 
standards (for example through ‘marking 
exercises’), and through comparing their own 
self-assessments with assessments of their 
work by other students and by their tutor (for 
example being asked to discuss the feedback 
they have received on their most recent 
assignment, in a short classroom exercise).
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4.4 Providing high quality feedback


Being specific and forward-looking. 
Good feedback is sufficiently detailed that 
students understand what, exactly, is meant, 
and also what to do next time to avoid the 
same mistake or to improve. 


Encouragement. The emotional tone of 
feedback has a good deal of impact. Good 
feedback encourages students and increases 
their ‘self-efficacy’ – their belief that they 
are capable of doing well. Negative and 
personally critical comments are ineffective 
and damaging.


Feedback relating to educational goals, criteria 
and standards. Feedback should make it 
clearer to students what the educational goals 
of the course are, for example whether greater 
emphasis is placed on familiarity with the 
literature or on competence. Students should 
be able to see how marks are arrived at in 
relation to the criteria, so as to understand the 
criteria better in future. They should be able 
to understand why the grade they got is not 
lower or higher than it actually is. One way to 
do this is to use the sentence stems: “You got a 
better grade than you might have done because 
you…” and “To have got one grade higher you 
would have had to …”. Feedback sheets with 
lists of criteria may help, but if students do not 
understand the words used (such as ‘quality of 
argument’) then a tick or a ‘good’ next to the 
criterion will not explain much. 


Tutor briefing and monitoring concerning the 
quality of feedback. New tutors often have 
a limited feel for what good feedback looks 
like or what standard of feedback, in terms 
of length and specificity, is expected. They 
may concentrate on proving their superior 
knowledge to the student rather than 
focusing on improving the students’ work 
in future. It helps to provide new tutors with 
samples of feedback from exemplary tutors, 
and also examples of inadequate feedback, 
and to arrange private meetings in which new 
tutors can discuss samples of their feedback 
with experienced tutors. The Open University 
monitors the quality of feedback tutors 
provide.


Development of students’ ability to 
understand feedback. Often tutors’ feedback 
is understandable to other tutors, but not to 
students. It can help to put short periods of 
class time aside to have students discuss 
with other students the meaning and 
implications of the feedback they received, 
and to see feedback other students have 
received and hear what sense others make 
of their feedback. Confusions can be aired 
and resolved in public, for all to hear.


 


Example


A course includes a seminar where students 
prepare material to share as a presentation 
in class, rather than the lecturer providing 
content. This is usually an ideal opportunity 
for students to engage in the content in a 
deeper way and to receive some formative 
oral feedback from their tutor, and to a 
lesser extent from their peers.


Students really value this opportunity 
and usually comment on its usefulness in 
evaluations. However, there are often errors 
and omissions repeated in the subsequent 
summative assessment that had been 
clearly identified in the formative feedback 
in the seminar. Tutors now digitally audio 
record the oral feedback given to each group 
of students during the seminar and deposit 
this on X-stream [the University’s Virtual 
Learning Environment] for students to refer 
back to when they tackle the subsequent 
assignment. This has proved extremely 
popular and has resulted in improved 
performance in this assignment, and 
improved staff efficiency in not repeating 
feedback or having to review student work 
prior to its submission.


Ollie Jones 
Faculty of Business and Law 
Leeds Metropolitan University
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Example


Feedback to students undertaking 
translations from Spanish to English uses 
a colour coding scheme that students get 
used to interpreting.


Graham Webb 
Head of Languages and ELT 
Leeds Metropolitan University


Example


Digitally recorded audio feedback can be 
used successfully to replace written feedback 
and improve its quantity and quality. It 
is easy to use and it allows you to say all 
the things you are thinking in your head 
about the strengths and weaknesses of an 
assignment without having to translate it first 
into ‘academic peak’ so that it’s grammatical 
and fits on the feedback proforma. I found I 
could say more in the same length of time 
as it took me to write feedback. Students 
appreciated the conversational nature of the 
feedback and it was more accessible to them. 
Their understanding of the feedback was 
significantly better. One of my students told 
me, having received audio feedback on one of 
her assignments, she now suddenly realised 
where she had been going wrong with all the 
others she had submitted previously (and had 
received written feedback on).


Mandy Asghar 
Former course leader  
BSc Physiotherapy in the Faculty of Health 
Leeds Metropolitan University


Colour used Feedback


Good translation: 
Purple


Really captures the meaning and sense of the original in well 
expressed English


Weak translation: 
Turquoise


A bit too literal, not well expressed in English, doesn’t sound  
very English


Poor translation: 
Brown


Far too literal, poorly expressed in English, doesn’t mean anything, 
syntax (word order) incorrect


Wrong translation: 
Red


Mistranslated, the original doesn’t mean this, comprehension of 
original poor


Suggested word or 
phrase: Green This word or phrase is the correct one or is more appropriate


Other comment or 
suggestion: Blue Positive comment or suggestion for improvement


Indicative mark


Colour coded feedback on translations
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4.5 Ensuring that students use feedback


Faster feedback


The most effective way to ensure that 
students are likely to pay attention to 
feedback is to provide it quickly: fast enough 
that they are still thinking about their 
assignment and soon enough to be useful to 
them in tackling the next assignment. Quick 
and imperfect feedback can be much more 
effective than slow and perfect feedback. 
Providing fast feedback can be expensive – 
section 4.3 contains ideas for reducing the 
resources required to give feedback quickly.


Requests for feedback


If you ask students to make specific requests 
concerning what feedback they would like 
when they submit an assignment, then they 
will already be thinking about feedback before 
they receive it; you can target feedback just 
on those things they are interested in, and 
they are more likely to read it. It could save 
you time as well, through not giving feedback 
on anything the student did not request. 
Students will get better, over time, in making 
more useful requests.


Discussion of use of feedback


If you have gone to a lot of time and trouble 
to provide feedback then it makes sense 
to put aside a small proportion of class 
contact time to arrange discussion between 
students. Ask them to bring their last 
assignment with its feedback to class and 
ask them, in twos or threes, to take turns to 
answer these questions:
What did you do well in this assignment?
What would you have needed to have done to 
have got a better grade?
What can you learn from this assignment that 
could help you in your next assignment?
What would you like feedback on next time?


Two-stage assignments 


If assignments are designed in two stages, 
with the first stage formative (with feedback 
but no marks) and the second stage 
summative (with marks but no feedback), 
then students are likely to pay a great deal 
of attention to your feedback on the first 
stage and to produce better quality work at 
the second stage. PhD supervision, involving 
feedback on drafts of chapters, uses this 
principle. Carless (2002) reports that feedback 
of this kind can successfully re-orient student 
effort in appropriate ways.


Two-stage tests 


Where assessment takes the form of short 
tests or multiple choice question tests, the 
feedback that students normally get – which 
questions they got wrong and right – is 
not much use as the next test will be on 
different subject matter. If students get two 
‘goes’ at similar tests, with the first treated 
as a formative assignment and the second, 
about a week later, just for marks, they will 
put extra time into working on those topics 
where they made errors the first time round. 
A number of studies have shown substantial 
improvements in student grades, and 


Example


Previously assessment of a double module 
involved a single substantial project 
report (10,000 words) with no formative 
assessment or feedback before its final 
submission. This has been supplemented 
by interim formative-only assessment 
which involves both a poster presentation 
and a succinct 4,000-word report, both of 
which receive feedback which students 
can use in drafting their final report.


Steve Wilkinson 
Level 3 Individual Project  
BSc (Hons) Multimedia & Entertainment, 
Hong Kong 
Innovation North, Faculty of  
Information & Technology 
Leeds Metropolitan University







28


Using assessment to support student learning


reductions in failure, through the introduction 
of two-stage tests to replace one-stage tests.


Integrated multi-component assignments 


You can set students a substantial 
assignment or project which is tackled in 
multiple stages, each of which contributes 
to the next stage and to the whole report 
submitted at the end for marks. At each 
stage you can introduce some kind of 
feedback mechanism (for example peer 
feedback using a checklist, or a ‘model 
answer’ that is discussed). This provides 
ideal opportunities for ‘feedforward’, 
maximising the likelihood of students paying 
attention to and using feedback. 


Requirement for students to demonstrate 
response to feedback in subsequent 
assignments


You can require students to attach to their 
assignment a cover sheet which explains how 
they have used previous feedback to tackle 
this assignment more effectively. This can be 
made a formal course requirement: if they 
do not have an adequate cover sheet then 
you can refuse to mark it. When you provide 
feedback you can concentrate on how well 
they have improved their work since last time.


Generic feedback


Much feedback concentrates on correcting 
errors or highlighting omissions. Students 
very rarely respond to such feedback by 
going back to the previous topic and studying 
it some more. Of much more use to students 
is more generic feedback that would be of 
help in tackling the next assignment, or even 
somewhat similar assignments on other 
courses, almost regardless of the specific 
topic. Advice on reading around, writing, 
using evidence, constructing arguments, 
referencing sources etc is all more likely 
to be paid attention to and responded to.  
See Phil Race’s website at http://phil-race.
co.uk/?page_id=13 for a compendium of 
extracts from his work on feedback.


 







29


www.leedsmet.ac.uk/publications


Students were given feedback (not a mark) 
using the following proforma within 2-3 weeks. 
This gave the students a minimum of two 
weeks to use the feedback to change their 
assignment and to state how they had used 
their feedback.


On submission of the final assignment 
students were required to complete the 
right-hand box of the proforma and attach 
it and their draft as an appendix. 10% of 
the marks for the final assignment were 
allocated to the students’ responses to 
feedback on the proforma.


The results


As a result of the strategy, in last year’s 
cohort of students two out 40 students 
failed their assignment: a decrease of four. 
The marks gained for the section that was 
submitted for feedback were better than for 
the section the students did not submit. It 
was hoped that the feedback for one section 
would have an effect on the quality of the 
un-submitted section but that does not 
seem to have been the case. The students 
varied in their responses to the feedback as 
detailed in their comments on the proforma 
but it was evident that many had used the 
feedback in a positive way to change their 
final piece of work. 


It is often said that this formal submission 
of drafts for feedback is time-consuming 


5.1 Engaging students with feedback


The situation


At Level 1 of the BSc (Hons) Physiotherapy 
much of the assessment is practically 
orientated and the students only submit two 
assignments during the whole year. This 
has resulted in students having difficulty 
in grasping the nuances of writing at Level 
1 and often being disappointed with their 
marks. It is also difficult to evaluate how 
much the students engage with the feedback 
that is provided to them subsequently 
and if they actually then go on to use it to 
improve their standard of writing in Level 
2 assignments. In 2006-07 six out of 37 
students failed the skills assignment at first 
submission, so it was identified as an area 
that would benefit from the implementation 
of a formal formative assessment strategy. 


The strategy


The skills assignment traditionally involved 
two 1,000-word sections based on a case study 
scenario: the students had to justify treatment 
approaches to address the patient’s problems 
in their answers, using research evidence and 
clinical reasoning. Students were provided 
with marking criteria to assist with their essay. 
The formative strategy employed required the 
students to submit either of the two sections 
of the assignment as a draft approximately 
five weeks before the final submission date. 


5. �Case studies of the use of assessment to support student 
learning within Leeds Metropolitan University


Name of student: 


Section 1/Section 2 Delete as appropriate


Strengths 
of the 
submitted 
section


Tutor comments:


Areas to 
develop


Tutor comments: Student comments: What did you do to address the areas 
suggested by the tutor? How did you incorporate the suggestions 
made by the tutor into your final submission? What do you think 
you have learned from the feedback you have received?


1


2


3
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5.2 Multiple assignments and early 
feedback


The module on Animation Concepts had a 
previous life as 3D Animation Technology 
and suffered from student attrition. 
Previously the formative assessment was 
an end-of-semester upload to the Virtual 
Learning Environment (VLE) and marking 
and feedback were entirely online. This was 
unsatisfactory as students could not make 
use of the feedback in order to improve their 
work, neither was there a requirement for 
work to be submitted at an earlier stage.


The new module started by making the 
assignments more engaging, by asking the 
student to create an 11-second emotive 
animation, and by increasing the number of 
assessment points. A first-week assessment 
took the form of an online quiz, called the 
‘animation audit’, which asked a number 
of questions about students’ skills and 
knowledge in each of the different animation 
topic areas. It also got them to view 
previous students’ work and asked to which 
broad classification each piece of work 
corresponded. Other questions encouraged 
students to explore the VLE in order to 
review the assignment details, such as 
hand-in dates.


A week 3 assessment asked the student 
to show planning through the creation of 
a moving storyboard, called an ‘animatic’. 
The assessment explored the sequence 
and duration of each part of the story and 
how cinematography, lighting and audio 
would enhance the emotion being portrayed. 
Feedback for the animatic was given in class 
and via the VLE. This helped the students 
improve their final animation and gave them 
an opportunity to branch into different forms 
of animation.


The final assessment was a complete 
animation and involved assessment in more 
detail than previously.


The benefits of this new three-point 
formative assessment are that student 
engagement can be assessed from week 1, 


but from a staff point of view, commenting 
on the 1,000-word drafts did not take long 
as many of the students made similar 
mistakes. The value of it for students vastly 
outweighs the extra effort required. 


Mandy Asghar 
Physiotherapy


Comment


The tactics used here were:


1. �to use a two-stage assignment, so that 
feedback on the first stage could help 
students with the second stage submission


2. �to use a structured feedback form that 
looked forwards, concentrating on what 
students could do to improve the work, 
rather than backwards (and concentrating 
on what was right or wrong)


3. �not to allocate marks to the first stage, so 
that students concentrated on the feedback


4. �to provide the feedback on the first stage 
quickly enough to allow students two weeks 
in which to act on it


5. �to require students to state, on their second 
stage assignment, how they used the 
feedback on the first stage to improve their 
work.
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5.3  Improving skills and reducing 
student errors through linked 
assignments and oral feedback in 
tutorials


This case study concerns a Level 1 
undergraduate module undertaken by 
approximately 300 students across a variety 
of Construction disciplines. The module 
is assessed by an end examination (50%) 
and coursework (50%). In previous years, 
the coursework required the students to 
produce three sketch details of various parts 
of a dwelling (foundation, external wall and 
a pitched roof). The assignment was handed 
out at the beginning of the module and 
students were given ten weeks to undertake 
all three sketch details.


Structuring the coursework in such a way 
presented a number of problems:


• �There was a lack of motivation from students 
in undertaking the coursework. Students 
frequently left the coursework to the last 
minute, resulting in poor quality, rushed 
sketches and low coursework marks


• �It was common for students to make the 
same mistake on all three sketch details 
(for instance, incorrect annotation or use 
of an incorrect graphical symbol), resulting 
in them being penalised for the same 
mistake three times


• �The students gained little benefit from the 
detailed feedback that was provided on 
their work. Students often commented that 
they ignored the feedback, as they were 
not required to undertake any more sketch 
details within the module.


The assessment was restructured and 
divided into three separate elements, 
corresponding to each of the sketch details. 
Each element of coursework was issued 
early at the beginning of the module but 
the hand-in dates for each coursework 
element were distributed evenly across the 
semester, giving the students approximately 
three weeks to complete each sketch detail. 
The tutorials were also re-structured. 


and that an interim assignment gives the 
student an opportunity to plan and receive 
constructive feedback before investing large 
amounts of time in using the technology. 


There has been a reduction in non-
submissions and an improvement in grades. 


Steve Wilkinson  
Innovation North Faculty of Information and 
Technology 
Leeds Metropolitan University


Comment


This revised assessment pattern:


1. �confronts students with a required and 
assessed task in week 1, ensuring they 
engage with the course early


2. �shows students exemplars of past student 
work early on, orienting them to the 
standard required and the nature of the 
work they are eventually required to do


3. �uses assignments that students find more 
engaging


4. �provides formative feedback at two stages 
(and in two formats), building up component 
knowledge and skills that students can use 
in tackling a larger and more complex later 
assignment.
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Students were encouraged to present draft 
sketch details to the tutors for comment 
during the tutorial sessions, and in some of 
the sessions there was a requirement for 
the students to spend some of their time 
undertaking draft sketches in class. 


The impact of redesigning the coursework in 
such a way was as follows:


• �Feedback on the sketch details was valued 
by the students and used to inform future 
submissions


• �Very few students repeated errors from 
one sketch detail to another


• �Student motivation increased and draft 
details were presented during the tutorial 
sessions


• �Student marks improved overall. On 
average, the marks obtained for each of 
the sketch details improved incrementally, 
with the highest mark being obtained for 
the final sketch detail.


David Johnston 
Introduction to Construction Technology


Comment


The revised assessment pattern captured 
more student effort and distributed it more 
evenly across weeks and topics. It provided 
feedback on early assignments that was useful 
to students on later assignments: feeding 
forwards and grabbing students’ attention. 
By providing oral feedback on drafts it turned 
each of the three assignments into a two-stage 
assignment – providing six opportunities to get 
better instead of the previous one.


 


5.4 Using formative assessment to help 
students to tackle unfamiliar forms of 
assignment


Principles and Practice of Forensic Analysis 
is a Level 3 module for students on BSc 
(Hons) Biomedical Sciences and BSc (Hons) 
Psychology with Forensic Biology.  Summative 
assessment involves a report of a case 
(real or created) together with a structured 
discussion in essay form designed to ensure 
students address each of the learning 
outcomes of the module. As this type of 
assessment is unfamiliar to the majority of 
students, they are offered the opportunity 
of submitting their draft case report plus 
essay plan. Feedback is then provided on the 
suitability of the case, the appropriateness of 
the reporting style and whether their plan is 
in line with the assessment criteria.


Typically just over 50% of the group take up 
the opportunity, and for the last two years 
records have been kept to allow assessment 
performance to be compared.  On each 
occasion, the average mark for those who 
have submitted work for formative feedback 
has been more than 10% greater than 
the average mark for those who have not.  
Clearly, there may be differences in the level 
of engagement between those who do and do 
not take up this opportunity, but overall, this 
exercise does appear to improve performance 
and appears to make the final marking easier.


Alison Caswell 
Public Health Safety and Environment


Comment


This innovation provides students with the 
opportunity for turning a single stage assignment 
into a two-stage assignment with formative-only 
assessment of the first stage. Students can use 
this opportunity to avoid doing unproductive or 
unsuitable work later on and can re-orient their 
efforts towards the learning outcomes for the 
course. There is evidence from studies elsewhere 
of similar opportunities to understand unfamiliar 
forms of assignment leading to one grade (or 
10%) better performance for those students who 
have availed themselves of the opportunity.
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5.5 Peer coaching and public formative 
assessment of groups


In the BSc (Hons) Physiotherapy course 
students are allocated to teams of four 
to work in four peer coaching sessions 
throughout their first year. The assessment 
is designed to test their competences 
formatively in the execution of practical 
skills such as massage and exercise 
prescription. A two-stage formative 
assessment process is then employed at 
each session to evaluate the students’ ability. 
At the outset, students are alerted to which 
three or four skills will be tested at each of 
the sessions and of the need to ensure that 
the relevant short written component of an 
accompanying skills log is completed prior 
to the assessment. 


At each session students are given short 
clinical case scenarios to which they have to 
apply a particular physiotherapeutic skill. In 
the first stage of the formative assessment 
process students practise together as a 
team, ensuring, through feedback to and 
from each other, that everyone is able to 
perform the skill and to answer questions 
concerning clinical reasoning, safety, 
physiological effects, and so on. In the 
second stage the tutor chooses, at random, 
one member of the team to single-handedly 
demonstrate the skill and to answer 
questions. If that student is successful 
the entire group have their individual 
competence section of the reflective skills 
logs signed off by the tutor. Should, however, 
the student fail, the group (in recognition 
that it is a group rather than an individual 
responsibility) is given feedback and further 
practice time to rectify mistakes prior to a 
re-assessment. This subsequently occurs, 
without penalty, in the same session with 
the aim of promoting assessment as a 
learning opportunity. This learning benefits 
the students in two ways: first by providing a 
record of competence in the individual skills 
tested, and second through the learning 
feeding forward to the exam at the end of the 
semester when each student is summatively 


assessed individually. The crux of the 
strategy is that each member is individually 
accountable and the group have to work 
together because to achieve their goal they 
must all have input and work co-operatively 
as a team. This means that each student  
has a vested interest in his or her own 
learning and in that of the other members  
of the group. 


Students valued the feedback about their 
knowledge and abilities from the formative 
assessment process but they also expressed 
frequently a willingness to engage with 
reciprocal peer coaching as it provided the 
pressure that made them study. It increased 
time on task during the activity, helped them 
to set short-term goals and created a culture 
where learning was shared (Asghar, 2009).


Mandy Asghar 
Physiotherapy


Comment


This assessment method employs leverage 
from several social processes: 


• �interdependence in a group in such a way 
that one student can let their group down 
(and lead to the group having to re-do an 
assessment) if they do not engage


• �assessment and feedback in public, which 
has quite a different emotional dynamic from 
assessment in private


• �very informal peer feedback leading up to the 
formal assessment, in such a way that students 
take the business of providing useful peer 
feedback seriously as the student they give the 
feedback to might be representing the group 
during the formal assessment.
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The definitions in Table 1 have been used in research studies to characterise programme 
level assessment environments (Gibbs & Dunbar-Goddet, 2007) and you can use these 
definitions to characterise your own programme and compare it with others.


Table 1: Coding characteristics of assessment environments


6. Evaluating the impact of assessment on student learning


Characteristic 
of assessment 
environment


Low Medium High


% marks from 
examinations


below 40% between 40 and 70% more than 70% 


Variety of assessment 
methods


1-3 different methods 4-6 methods 6+ methods


Volume of summative 
assessment


mark allocated less 
than 15 times


15-40 times more than 40 times 


Volume of formative 
only assessment 


less than 15 times 15-40 times more than 40 times


Volume of (formal) oral 
feedback


less than 15 hours 15-40 hours more than 40 hours


Volume of written 
feedback 


less than 3,000 words 3,000-6,000 words more than 6,000 words


Timeliness: average 
days after submission 
before feedback 
provided


more than 14 days 8-14 days 1-7days


Explicitness of criteria 
and standards


Explicit criteria and 
standards rare and/
or nebulous; marks 
or grades arrived 
at through global 
judgment in tacit way; 
no effort to enable 
students to internalise 
criteria and standards


Criteria for some 
assignments and 
exams; weak link to 
marks or grades; 
little effort to enable 
students to internalise 
criteria and standards


Clear criteria for most 
or all assignments and 
exams; link made to 
grades; effort made 
to enable students to 
internalise criteria and 
standards


Alignment of goals and 
assessment


Learning outcomes 
rarely or weakly specified 
at either programme 
level or course level; 
very weak or rare 
link between learning 
outcomes and choice of 
assessment methods; 
no explicit link between 
learning outcomes and 
allocation of proportions 
of marks; only overall 
grades recorded 


Learning outcomes 
specified at 
programme level 
but weakly specified 
at course level; no 
explicit link between 
learning outcomes 
and allocation of 
proportions of marks; 
only overall grades 
recorded


Learning outcomes 
specified at 
programme level and 
for most or all courses; 
documentation shows 
how each assessment 
links to each learning 
outcome at the course 
level; some link to 
marking procedures; 
student performance 
recorded in relation to 
outcomes
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Degree programmes differ enormously on these variables and Table 2 illustrates the range 
that has been found so you can compare your own degree programme with others. 


Table 2: Range of characteristics of assessment environments found in different degree 
programmes


Characteristic of assessment environment Minimum Maximum


Percentage of degree marks derived from examinations 17% 100%


Percentage of degree marks derived from coursework 0% 83%


Total number of times work marked per student 11 95


Variety of assessment methods 1 18


Total number of formative-only assessments per student 2 134


Total number of words of written feedback per student 2,700 10,350


Total number of hours of oral feedback per student 3 68


Average number of days between submission of 
assignment and feedback 1 28


The following programme level assessment characteristics have been found to be associated 
with a variety of positive student learning responses:


• �a high volume of formative-only assessment


• �a high volume of oral feedback


• �timely feedback


… and to a lesser extent:


• �a high volume of written feedback


• �a low proportion of marks from coursework.


The following programme level assessment characteristics have been found to be associated 
with a variety of negative student learning responses:


• �a high volume of summative assessment


• �a wide variety of types of assessment


• �highly explicit criteria and standards


• �highly ‘aligned’ assessment (with different assessments and criteria associated with each 
learning outcome).
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6.2 Effort graphs


Students can be asked to estimate their weekly study effort in relation to assessment 
demands on a graph with the weeks and assignments marked along the bottom axis, as in 
the examples below. These estimates may not be accurate in terms of the total number of 
hours expended (students tend to exaggerate this) but will reflect the students’ perceptions of 
the distribution of their effort. Two illustrative examples can be seen in Figures 1 and 2 which 
have different patterns of assessment and correspondingly different patterns of student 
effort.


Figure 1: A student’s estimate of his weekly study effort (in hours) on a course with no 
assignments and an exam in week 12. Total study effort = 68 hours


Figure 2: A student’s estimate of her weekly study effort (in hours) on a course with three 
assignments due in weeks 4, 7 and 10 and an exam in week 12. Total study effort = 78 hours


It may be possible for students to sketch rough graphs like this without keeping a log as they 
go along, and it may be possible for teachers to guess the shape of such graphs themselves.
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6.3 Assessment Experience Questionnaire


This questionnaire has been widely used to evaluate the impact of assessment environments, 
in the UK and internationally. Versions have been translated into Spanish, Swedish and 
Mandarin. It distinguishes well between programmes and identifies patterns of student 
response. It takes just a few minutes for students to complete. To interpret results, add up 
the ratings for each question within each scale (see ‘Scoring the AEQ’ below to see which 
questions belong to each scale). Table 3 below shows the range of scale scores that have 
been found for a wide range of degree programmes in various universities, so you can 
compare your own scale scores. 


Table 3: Means (and standard deviations) for the degree programmes with the highest and 
lowest mean scale scores (range of possible scores = 1 to 5)


Scale Degree programme with the 
lowest mean scale score


Degree programme with the 
highest mean scale score


Quantity of effort 3.14 3.91 


Coverage of syllabus 2.21 4.05


Quantity and quality of 
feedback 2.68 3.76


Use of feedback 3.21 3.90


Learning from the exam 3.02 3.91
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Degree course:


Please respond to every statement by circling sa, a, ?, d or sd to indicate the strength of your agreement or disagreement
Please respond with respect to your experience so far of the entire degree course named above, including all its assessment components strongly agree agree ? disagree


strongly 
disagree


1 I used the feedback I received to go back over what I had done in my work


2 The feedback I received prompted me to go back over material covered in the course


3 I received hardly any feedback on my work


4 You had to study the entire syllabus to do well in the assessment


5 The assessment system made it possible to be quite selective about what parts of courses you studied


6 The way the assessment worked you had to put the hours in regularly every week


7 It was always easy to know the standard of work expected


8 I paid careful attention to feedback on my work and tried to understand what it was saying


9 The teachers made it clear from the start what they expected from students


10 The staff seemed more interested in testing what I had memorised than what I understood


11 It was possible to be quite strategic about which topics you could afford not to study


12 It was often hard to discover what was expected of me in this course


13 On this course it was necessary to work consistently hard to meet the assessment requirements


14 Too often the staff asked me questions just about facts


15 I didn’t understand some of the feedback on my work


16 Whatever feedback I received on my work came too late to be useful


17 The way the assessment worked on this course you had to study every topic


18 To do well on this course all you really needed was a good memory


These questions are about the way you go about your learning on the course:


19 When I’m reading I try to memorise important facts which may come in useful later


20 I usually set out to understand thoroughly the meaning of what I am asked to read


21 I generally put a lot of effort into trying to understand things which initially seem difficult


22 I often found myself questioning things that I heard in classes or read in books


23 I find I have to concentrate on memorising a good deal of what we have to learn


24 Often I found I had to study things without having a chance to really understand them


Learning from the exam (only to be completed if there were exams on the course)


25 Doing exams brought things together for me


26 I learnt new things while preparing for the exams


27 I understood things better as a result of the exams


Overall satisfaction


28 Overall I was satisfied with the quality of this course
Please write comments about your experience of assessment on the degree programme and how it has affected your studying:


Assessment Experience Questionnaire (V3.3)
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Degree course:


Please respond to every statement by circling sa, a, ?, d or sd to indicate the strength of your agreement or disagreement
Please respond with respect to your experience so far of the entire degree course named above, including all its assessment components strongly agree agree ? disagree


strongly 
disagree


1 I used the feedback I received to go back over what I had done in my work


2 The feedback I received prompted me to go back over material covered in the course


3 I received hardly any feedback on my work


4 You had to study the entire syllabus to do well in the assessment


5 The assessment system made it possible to be quite selective about what parts of courses you studied


6 The way the assessment worked you had to put the hours in regularly every week


7 It was always easy to know the standard of work expected


8 I paid careful attention to feedback on my work and tried to understand what it was saying


9 The teachers made it clear from the start what they expected from students


10 The staff seemed more interested in testing what I had memorised than what I understood


11 It was possible to be quite strategic about which topics you could afford not to study


12 It was often hard to discover what was expected of me in this course


13 On this course it was necessary to work consistently hard to meet the assessment requirements


14 Too often the staff asked me questions just about facts


15 I didn’t understand some of the feedback on my work


16 Whatever feedback I received on my work came too late to be useful


17 The way the assessment worked on this course you had to study every topic


18 To do well on this course all you really needed was a good memory


These questions are about the way you go about your learning on the course:


19 When I’m reading I try to memorise important facts which may come in useful later


20 I usually set out to understand thoroughly the meaning of what I am asked to read


21 I generally put a lot of effort into trying to understand things which initially seem difficult


22 I often found myself questioning things that I heard in classes or read in books


23 I find I have to concentrate on memorising a good deal of what we have to learn


24 Often I found I had to study things without having a chance to really understand them


Learning from the exam (only to be completed if there were exams on the course)


25 Doing exams brought things together for me


26 I learnt new things while preparing for the exams


27 I understood things better as a result of the exams


Overall satisfaction


28 Overall I was satisfied with the quality of this course
Please write comments about your experience of assessment on the degree programme and how it has affected your studying:
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Work out scale scores by calculating average 
student ratings for each question (sa = 5, a = 4, 
? = 3, d = 2, sd = 1). Some questions have this 
scoring the other way round (i.e. sd = 5, marked 
‘negative’ scoring’ below). Each question is part 
of a scale so then calculate the average scores 
for all questions in each scale. Compare your 
scale scores with the typical range of scores 
for each scale which can be found in Gibbs & 
Dunbar-Goddet (2007).


Quantity of effort


6. 	� The way the assessment worked you had 
to put the hours in regularly every week


13. 	�On this course it was necessary to 
work consistently hard to meet the 
assessment requirements


Coverage of syllabus


4. 	� You had to study the entire syllabus to do 
well in the assessment


5 . 	� The assessment system made it possible 
to be quite selective about what parts of 
courses you studied (Negative scoring)


11. 	�It was possible to be quite strategic 
about which topics you could afford not 
to study (Negative scoring)


17. 	�The way the assessment worked on this 
course you had to study every topic


Quantity and quality of feedback 


3. 	� I received hardly any feedback on my 
work (Negative scoring)


15. 	�I didn’t understand some of the feedback 
on my work (Negative scoring)


16. 	�Whatever feedback I received on my 
work came too late to be useful (Negative 
scoring)


Use of feedback


1. 	� I used the feedback I received to go back 
over what I had done in my work


2. 	� The feedback I received prompted me 
to go back over material covered in the 
course


8. 	� I paid careful attention to feedback on 
my work and tried to understand what it 
was saying


Appropriate assessment 


10	� The staff seemed more interested in 
testing what I had memorised than what 
I understood (Negative scoring)


14. 	�Too often the staff asked me questions 
just about facts (Negative scoring)


18. 	�To do well on this course all you really 
needed was a good memory (Negative 
scoring)


Clear goals and standards 


7. 	� It was always easy to know the standard 
of work expected


9. 	� The teachers made it clear from the 
start what they expected from students


12. 	�It was often hard to discover what was 
expected of me in this course (Negative 
scoring)


Surface approach 


19. 	�When I’m reading I try to memorise 
important facts which may come in 
useful later


23. 	�I find I have to concentrate on 
memorising a good deal of what we have 
to learn


24. 	�Often I found I had to study things without 
having a chance to really understand them


Scoring the AEQ
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Deep approach 


20. 	�I usually set out to understand thoroughly 
the meaning of what I am asked to read


21. 	�I generally put a lot of effort into trying 
to understand things which initially 
seem difficult


22. 	�I often found myself questioning things 
that I heard in classes or read in books


Learning from the examination


25. 	�Doing the exams brings things together 
for me


26. 	�I learn new things while preparing for 
the exams


27. 	�I understand things better as a result of 
the exams


Satisfaction


28.	� Overall I am satisfied with the teaching 
on this course.







42


Using assessment to support student learning


Angelo, T.A. & Cross, K.P. (1993) Classroom 
Assessment Techniques: a handbook for college 
teachers. San Francisco, Ca: Jossey-Bass.


Asghar, A. (in press) Reciprocal Peer Coaching as 
a Formative Assessment Strategy for First Year 
Students. Assessment and Evaluation in Higher 
Education.


Baird, L.L. (1985) Do grades and tests predict 
adult accomplishment? Research in Higher 
Education 23(1), 3-85.


Beaty, L., Gibbs, G. & Morgan, A. (1997) Learning 
orientations and study contracts. In: Marton, F., 
Hounsell, D. & Entwistle, N. (eds) The Experience 
of Learning. Edinburgh: Scottish Academic Press.


Berliner, D.C. (1984) The half-full glass: a review 
of research on teaching. In: Hosford, P.L. (ed) 
Using What We Know About Teaching. Alexandria, 
Va: Association for Supervision and Curriculum 
Development.


Biggs, J.B. & Collis K.F. (1982) Evaluating the 
Quality of Learning: the SOLO taxonomy. New York: 
Academic Press.


Black, P. & Wiliam, D. (1998) Assessment and 
classroom learning. Assessment in Education 5 
(1), 7-74.


Bridges, P., Cooper, A., Evanson, P., Haines, C., 
Jenkins, D., Scurry, D., Woolf, H. & Yorke, M. 
(2002) Coursework marks high, examination 
marks low: discuss. Assessment and Evaluation in 
Higher Education 27(1), 36-48.


Brittingham, B.E. (1988) Undergraduate students’ 
use of time: a classroom investigation. To Improve 
the Academy 7, 45-52.


Brookhart, S. M. (2001) Successful students’ 
formative and summative uses of assessment 
information. Assessment in Education: Principles, 
Policy and Practice 8(2), 153-169.


Bruner, J.S. (1974) Toward a Theory of Instruction. 
Cambridge, Mass: Harvard University Press.


Carless, D.M. (2002) The ‘mini-viva’ as a tool to 
enhance assessment for learning. Assessment 
and Evaluation in Higher Education 27(4), 353-363.


Carroll, M. (1995) Formative assessment 
workshops: feedback sessions for large classes. 
Biomedical Education 23(2), 65-67.


Chansarkar, B.A. & Raut-Roy, U. (1987) Student 
performance under different assessment 
situations. Assessment and Evaluation in Higher 
Education 12(2), 115-122.


Chickering, A.W. & Gamson, Z.F. (1987) Seven 
Principles to Good Practice in Undergraduate 
Education. Racine, Wi: The Johnson Foundation Inc.


Chickering, A.W. & Gamson, Z.F. (1991) Applying the 
Seven Principles to Good Practice in Undergraduate 
Education. San Francisco: Jossey-Bass.


Cole, S., Coates, M. & Lentell, H. (1986) Towards 
good teaching by correspondence. Open Learning 
1(1), 16-22.


Conway, M.A., Cohen, G. & Stanhope, N. (1992) Why 
is it that university grades do not predict very long-
term retention? Journal of Experimental Psychology: 
General 121(3), 49-57.


Cook, A. (2001) Assessing the use of flexible 
assessment. Assessment and Evaluation in Higher 
Education 26(6), 539-549.


Cooper, N.J. (2000) Facilitating learning from 
formative feedback in level 3 assessment. 
Assessment and Evaluation in Higher Education 
25(3), 279-291.


Crooks, T.J. (1988) The impact of classroom 
evaluation practices on students. Review of 
Educational Research 58(4), 438-481.


Curtis, S. & Shami, N. (2002) The effect of taking 
paid employment during termtime on students’ 
academic studies. Journal of Further and Higher 
Education 26(2), 129-138.


Ding, L. (1998) Revisiting assessment and 
learning: implications of students’ perspectives 
on assessment feedback. Paper presented to 
Scottish Educational Research Association 
Annual Conference, University of Dundee, 25-26 
September.


Dochy, F., Segers, M. & Sluijsmans, D. (1999) The 
use of self-, peer- and coassessment: a review. 
Studies in Higher Education 24(3), 331-350.


Dochy, F., Segers, M., van den Bossche, P. & 
Gijbels, D. (2003) Effects of problem-based 
learning: a meta-analysis. Learning and 
Instruction 13(5), 533-568.


References







43


www.leedsmet.ac.uk/publications


Dunbar-Goddet, H. & Gibbs, G. (in press) A 
research tool for evaluating the effects of 
programme assessment environments on 
student learning: the Assessment Experience 
Questionnaire (AEQ). Assessment and Evaluation 
in Higher Education.


Dunkin, M.J. (1986) Research on Teaching 
in Higher Education. In: Wittrock, M.C. (ed) 
Handbook of Research on Teaching (3rd edn). New 
York: Macmillan.


Entwistle, N. & Entwistle, A. (2004) Contrasting 
forms of understanding for degree examinations: 
the student experience and its implications. Higher 
Education 22(3), 205-227.


EUROSTUDENT (2007) Available at:  
www.his.de/abt2/ab21/Eurostudent/


Falchikov, N. & Goldfinch, J. (2000) Student Peer 
Assessment in Higher Education: a meta-analysis 
comparing peer and teacher marks. Review of 
Educational Research 70(3), 287-322.


Forbes, D. & Spence, J. (1991) An experiment in 
assessment for a large class. In: Smith, R. (ed) 
Innovations in Engineering Education. London: 
Ellis Horwood.


Gagne, R.M. (1977) The Conditions of Learning (3rd 
edn). New York: Holt, Rinehart and Winston.


Gardiner, L.F. (1997) Redesigning higher 
education: producing dramatic gains in student 
learning. ASHE-ERIC Higher Education Reports 
23(7). Washington, DC: Association for the Study of 
Higher Education.


Gibbs, G. (1992) Assessing More Students. Oxford: 
Oxford Centre for Staff Development.


Gibbs, G. (1995) Assessing Student Centred Courses. 
Oxford: Oxford Centre for Staff Development.


Gibbs, G. (1999) Using assessment strategically 
to change the way students learn. In: Brown, S. 
& Glasner, A. (eds) Assessment Matters in Higher 
Education. Buckingham: Society for Research into 
Higher Education and Open University Press.


Gibbs, G. & Dunbar-Goddet, H. (2007) The effects 
of programme assessment environments on 
student learning. York: The Higher Education 
Academy. Available at: http://www.heacademy.
ac.uk/assets/York/documents/ourwork/
research/gibbs_0506.pdf


Gibbs, G. & Dunbar-Goddet, H. (in press) 
Characterising programme level assessment 
environments. Assessment and Evaluation in 
Higher Education.


Gibbs, G. & Lucas, L. (1987) Coursework 
assessment, class size and student performance: 
1984-94. Journal of Further and Higher Education 
21(2), 183-192.


Gibbs, G. & Simpson, C. (2004) Conditions under 
which assessment supports student learning. 
Learning and Teaching in Higher Education 1, 3-31.


Gibbs, G., Simpson, C. & Macdonald, R. (2003) 
Improving student learning through changing 
assessment – a conceptual and practical 
framework. Paper presented to European 
Association for Research into Learning and 
Instruction Conference, Padova, Italy.


Greer, L. (2001) Does changing the method 
of assessment of a module improve the 
performance of a student? Assessment and 
Evaluation in Higher Education 26(2), 128-138.


Hattie, J.A. (1987) Identifying the salient facets of 
a model of student learning: a synthesis of meta-
analyses. International Journal of Educational 
Research 11, 187-212.


Hattie, J. & Timperley, H. (2007) The power of 
feedback. Review of Educational Research 77(1), 
81-112.


Higgins, R., Hartley, P. & Skelton, A. (2001) 
Getting the message across: the problem of 
communicating assessment feedback. Teaching 
in Higher Education 6(2), 269-274.


Higher Education Policy Institute (2007) The 
academic experience of students in English 
Universities (2007 Report). Oxford: HEPI.


Hounsell, D. (1987) Essay writing and the quality 
of feedback. In: Richardson, J.T.E., Eysenck, 
M.W. & Warren-Piper, D. (eds) Student Learning: 
research in education and cognitive psychology. 
Milton Keynes: Open University Press and Society 
for Research into Higher Education.


Hutchings, P., Marchese, T., & Wright, B. 
(1991) Using Assessment to Strengthen General 
Education. Washington, DC: American Association 
for Higher Education.


Hyland, F. (2001) Providing effective support: 
investigating feedback to distance language 
learners. Open Learning 16(3), 231-247.







44


Using assessment to support student learning


Innis, K. (1996) Diary Survey: how undergraduate 
full-time students spend their time. Leeds: Leeds 
Metropolitan University.


Jackson, M. (1995) Making the grade: the 
formative evaluation of essays. UtiliBASE. 
Available at: http://ultibase.rmit.edu.au/Articles/
dec96/jacks1.htm


Kember, D., Ng, S., Tse, H., Wong, E.T.T. & 
Pomfret, M. (1996) An examination of the 
interrelationships between workload, study time, 
learning approaches and academic outcomes. 
Studies in Higher Education 21(3), 347-358.


Kerr, N.L. & Bruun, S.E. (1983) Dispensability 
of member effort and group motivation losses: 
free-rider effects. Journal of Personality and Social 
Psychology 44, 78-94.


Kniveton, B.H. (1996) Student perceptions of 
assessment methods. Assessment and Evaluation 
in Higher Education 21(3), 229-238.


Kulik, C.C., Kulik, J.A. & Cohen, P.A. (1980) 
Instructional technology and college teaching. 
Teaching Psychology 7, 199-205.


Latane, B., Williams, K. & Harkins, S. (1979) The 
causes and consequences of social loafing. Journal 
of Personality and Social Psychology 37(6), 822-832.


Lea, M. & Street, B. (1998) Student writing in higher 
education: an academic literacies approach. Studies 
in Higher Education 23(2), 157-172.


Macdonald, J. (2002) ‘Getting it together and 
being put on the spot’: synopsis, motivation and 
examination. Studies in Higher Education 27(3), 
329-338.


Maclellen, E. (2001) Assessment for learning: 
the different perceptions of tutors and students. 
Assessment and Evaluation in Higher Education 
26(4), 307-318.


MacFarlane, B. (1992) The ‘Thatcherite’ generation 
of university degree results. Journal of Further and 
Higher Education 16, 60-70.


Marton, F. & Wenestam, C.G. (1978) Qualitative 
differences in the understanding and retention 
of the main points in some texts based on the 
principle-example structure. In: Gruneberg, 
M.M., Morris, P.E. & Sykes, R.N. (eds) Practical 
Aspects of Memory. London: Academic Press.


McKeachie, W.J., Pintrich, P.R., Lin, Y. & Smith, 
D. (1986) Teaching and Learning in the College 
Classroom: a review of the research literature. Ann 
Arbor: National Centre for Research to Improve 
Postsecondary Teaching and Learning, University 
of Michigan.


Miller, C.M.I. & Parlett, M. (1974) Up to the 
Mark: a study of the examination game. Guildford: 
Society for Research into Higher Education.


Moffat, M. (1989) Coming of Age in New Jersey: 
college and American culture. New Brunswick, 
NJ: Rutgers University Press.


Nicol, D. (2006) Increasing success in first year 
courses: assessment re-design, self-regulation 
and learning technologies. Paper presented to 
ASCILITE Conference, Sydney, December 2006. 
Available at: http://tltt.strath.ac.uk/REAP/
public/Papers/DNicol_Ascilite_26oct06.pdf 


Northedge, A. (2003) Enabling Participation in 
Academic Discourse. Teaching in Higher Education 
8(2), 169-180.


O’Donovan, B., Price, M. & Rust, C. (2008) 
Developing student understanding of assessment 
standards: a nested hierarchy of approaches. 
Teaching in Higher Education 13(2), 205-217.


Orsmond, P., Merry, S. & Reiling, K. (2002) The 
use of exemplars and formative feedback when 
using student derived marking criteria in peer 
and self assessment. Assessment and Evaluation 
in Higher Education 27(4), 309-323.


Paton-Saltzberg, R. & Lindsay, R. (1993) The 
Effects of Paid Employment on the Academic 
Performance of Full-time Students in Higher 
Education. Oxford: Oxford Polytechnic.


Penny, A.J. & Grover, C. (1996) An analysis 
of student grade expectations and marker 
consistency. Assessment and Evaluation in Higher 
Education 21(2), 173-184.


Perry, W.G. (1970) Forms of Intellectual and Ethical 
Development in the College Years. New York: Holy, 
Rinehart and Winston.


Price, M. & Rust, C. (1999) The experience of 
introducing a common criteria assessment grid 
across an academic department. Quality in Higher 
Education 5(2), 133-144.







45


www.leedsmet.ac.uk/publications


Ramsden, P. (1991) A performance indicator of 
teaching quality in higher education: the Course 
Experience Questionnaire. Studies in Higher 
Education 16, 129-150.


Ramsden, P. (1992) Learning to teach in Higher 
Education. London: Routledge.


Ramsden, P., Beswick, D. & Bowden, J. (1987) 
Learning processes and learning skills. In: 
Richardson, J.T.E., Eysenck, M.W. & Warren-Piper, 
D.W. (eds) Student Learning: research in education 
and cognitive psychology. Milton Keynes: Open 
University Press and Society for Research into 
Higher Education.


Rice, M., Mousley, J. & Davis, R. (1994) Improving 
student feedback in distance education: a research 
report. In: Evans, T. & Murphy, D. (eds) Research in 
Distance Education 3: revised papers from the third 
research in distance education conference. Geelong, 
Victoria: Deakin University Press.


Roberts, D. (1996) Feedback on assignments. 
Distance Education 17(1), 95-116.


Rowntree, D. (1987) Assessing Students – how 
shall we know them? London: Kogan Page.


Rust, C., Price, M. & O’Donovan, B. (2003) Improving 
students’ learning by developing their understanding 
of assessment criteria and processes. Teaching in 
Higher Education 28(2), 147-164.


Sadler, D.R. (1989) Formative assessment and 
the design of instructional systems. Instructional 
Science 18, 119-144.


Sadler, D.R. (1998) Formative assessment: 
revisiting the territory. Assessment in Education 
5(1), 77-84.


Säljö, R. (1981) Learning approach and outcome: 
some empirical observations. Instructional 
Science 10(1), 47-65.


Säljö, R. (1982) Learning and Understanding. 
Göteborg: Acta Universitatis Gothoburgensis.


Sambell, K. & McDowell, L. (1998) The 
construction of the hidden curriculum: messages 
and meanings in the assessment of student 
learning. Assessment and Evaluation in Higher 
Education 23(4), 391-402.


Schunk, D. (1984) Self-efficacy perspective on 
achievement behaviour. Educational Psychologist 
19, 48-58.


Schunk, D. (1985) Self-efficacy and classroom 
learning. Psychology in the Schools 22, 208-223.


Scouler, K. (1998) The influence of assessment 
method on students’ learning approaches: 
multiple choice question examinations vs. essay 
assignment. Higher Education 35, 453-472.


Scouler, K. & Prosser, M. (1994) Students’ 
experiences of studying for multiple choice 
question examinations. Studies in Higher 
Education 19(3), 267-280.


Sly, L. (1999) Practice tests as formative assessment 
improve student performance on computer 
managed learning assessments. Assessment and 
Evaluation in Higher Education 24(3), 339-344.


Snyder, B.R. (1971) The Hidden Curriculum. 
Cambridge, Ma: MIT Press.


Springer, L., Stanne, M.E., & Donovan, S.S. 
(1999) Effects of small-group learning on 
undergraduates in Science, Mathematics, 
Engineering, and Technology: a meta-analysis. 
Review of Educational Research 69(1), 21-51.


Starr, J.W. (1970) Student opinion on methods of 
assessment. Educational Review 22, 243-253.


Steadman, M. (1998) Using classroom assessment 
to change both teaching and learning. New 
Directions for Teaching and Learning 75, 23-35.


Stephenson, K., Sander, P. & Naylor, P. (1996) 
Student perceptions of the tutor’s role in distance 
learning. Open Learning 11(1), 22-30.


Tang, C. (1994) Effects of modes of assessment 
on students’ preparation strategies. In: Gibbs, 
G. (ed) Improving Student Learning: theory 
and practice. Oxford: Oxford Centre for Staff 
Development, 151-170.


Taras, M. (2001) The use of tutor feedback 
and student self-assessment in summative 
assessment: towards transparency for students 
and for tutors. Assessment and Evaluation in 
Higher Education 26(6), 605-614.


Thomas, J.W., Iventosh, L. & Rohwer, W.D. (1987) 
Relationships among student characteristics, 
study activities and achievement as a function of 
course characteristics. Contemporary Educational 
Psychology 12, 344-364.


Tinto, V. (1993) Leaving College: rethinking the 
causes and cures of student attrition (2nd edn). 
Chicago: University of Chicago Press.







46


Using assessment to support student learning


Tynjala, P. (1998) Traditional studying for 
examination vs constructivist learning tasks: 
do learning outcomes differ? Studies in Higher 
Education 23(2), 173-191.


Vos, P. (1991) Curriculum control of learning 
processes in higher education. Paper presented 
to 13th International Forum on Higher Education 
of the European Association for Institutional 
Research, Edinburgh.


Warren, J.R. (1971) College Grading Practices: 
an overview, Report No 9. Washington, DC: ERIC 
Clearinghouse on Higher Education.


Williams, K., Harkins, S.G. & Latane, B. (1981) 
Identifiability as a deterrent to social loafing: two 
cheering experiments. Journal of Personality and 
Social Psychology 40(2), 303-311.


Wootton, S. (2002) Encouraging learning or 
measuring failure? Teaching in Higher Education 
7(3), 353-357.


Wojtas, O. (1998) Feedback? No, just give us the 
answers. Times Higher Education Supplement, 25 
September 1998.


Yorke, M. (2001) Formative assessment and its 
relevance to retention. Higher Education Research 
and Development 20(2), 115-126.







47


www.leedsmet.ac.uk/publications


Graham Gibbs is currently an Honorary 
Professor at the University of Winchester, 
working on a project to improve student 
learning through changing the assessment 
of entire degree programmes and the quality 
assurance frameworks within which they 
operate. He has been a Professor at Oxford 
Polytechnic, the Open University and the 
University of Oxford, from where he retired in 
2007. He has been writing practical guidance 
about assessment since the 1980s. He has 
undertaken large-scale research studies into 
the way assessment affects student learning 
over the past 20 years. He founded the 
International Improving Student Learning 
Symposium, now in its 20th year, and the 
International Consortium for Educational 
Development in Higher Education, which 
now contains organisations from over 30 
countries. He has been awarded Honorary 
Doctorates by Sheffield Hallam University 
for the development of university teaching 
in the UK, and by the University of Utrecht 
for his leadership of the improvement of 
university teaching world-wide.


About the author







48


Using assessment to support student learning







49


www.leedsmet.ac.uk/publications







Leeds Met Press
Leeds Metropolitan University
Old School Board
Calverley Street
Leeds LS1 3ED
Tel: 0113 812 9257
Email: publications@leedsmet.ac.uk


www.leedsmet.ac.uk/publications


£12.00 
ISBN 978-1-907240-06-5
© Leeds Metropolitan University 2010












102 103


Case Studies


Student Self-evaluation of Coursework Assignments: 
a route to better perception of quality


AVERIL MACDONALD


University of Reading, UK


Learning and Teaching in Higher Education, Issue 1, 2004-05


The initial problem


Lecturers routinely put in hours of 
work marking assignments and 
providing individual feedback only 
to find that the next piece of work 
submitted by the same student 
shows precisely the same qualities 
— and the same flaws.  I became 
aware that my students seemed only 
to notice the ‘bottom line’, i.e. the 
grade allocated, with a perfunctory 
scan of the rest of the document 
in case it was apparent they could 
increase the mark allocated through 
appeal.  Rarely was there evidence 
of students taking the advice offered 
and making an effort to address the 
particular areas of weakness.  Some 
seemed unable to understand how 
one piece of work was worthy of a 
higher grade than another; taking 
it as just a fact of life that other 
students would score more highly 
than they.  After all this is what they 
had experienced for more than a 
dozen years of education thus far, so 
why should anything change now?


Some students have the ability to 
perceive what is required of them 
and the quality of work that warrants 
a high grade from the beginning.  It 
is those others, who seem not to be 
aware of the difference between what 


they submit and what was deemed 
worthy of commendation, whom I 
wanted to address.  By engaging 
the students in the grading process, 
thereby making them aware, very 
clearly, of what was missing from 
their work, I hoped to encourage 
them to be more critical of their 
own work, to change their practices 
and to enable them to generate 
assignments of a higher quality.


I initially devised a self-evaluation 
document to supplement an 
assignment in which students were 
asked to generate a 250-word précis 
of a 4-page article on the ‘Acoustics 
of Concert Halls’.  The intention of 
the assignment was to make them 
read the article critically and extract 
from it the most pertinent facts and 
redraft them into a readable piece 
not exceeding the word limit.


The self-evaluation document 
(Appendix 1) listed 15 important 
points that students may have 
included.  Students were required 
to identify which points their précis 
contained plus any other points they 
had included that were not on the 
original list.  A grade was allocated 
depending on the total number of 
points included.  However, beyond 
this students had to write a brief 
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evaluation of their work to say why it 
was worth the grade they allocated.  
This was particularly pertinent if they 
were seeking credit for points they 
had identified but which were not 
on the list.  It was at this point that 
students could argue for a higher 
grade than simply counting the 
points would warrant.


How practice was changed


The initial trial worked well overall 
with over 80% of students allocating 
themselves the grade I considered 
appropriate.  However, this was a 
very new experience for the students 
and they were most suspicious of 
how it could work and very wary that 
less honourable students may try to 
lie to achieve a higher grade.  There 
is no doubt they have a innate sense 
of justice coupled with complete trust 
in the ability of lecturers to mark 
fairly and are most concerned by the 
possibility of fraud when faced with 
a new system.  The fact that the 
self-evaluation itself is subsequently 
‘marked’ has to be made clear.


Some of the students took exception 
to having to do what they saw as ‘my 
work’ (even though I went through 
all the work to check their evaluation 
subsequently!), so the task has to 
be presented to them as an integral 
part of their learning process with the 
benefits to them spelt out clearly.


It was apparent also that the wording 
of the self-evaluation document 
had to be less confrontational; e.g. 
changing the phrase ‘points you 
should have included’ to ‘points you 
may have included’, as this wording 
immediately caused some students 


to see it as a matter of principle 
to challenge the mark allocation 
criteria (something they rarely do 
when faced with a lecturer-marked 
assignment).


Using the same format to enable 
students to evaluate an essay 
they write later in the year (see 
Appendix 2) proves more successful 
both in terms of their ability to 
allocate the appropriate grade and 
their attitudes to the process as a 
whole, which would indicate that 
their increase in experience facilitates 
the effectiveness of the process.


Gains and losses


The biggest gain is the fact that 
students are provided not only with 
a grade for their work but a clear 
indication of why it was worth the 
grade awarded and, therefore, what 
they could have done differently to 
achieve a higher grade.  This does 
not, however, guarantee that they 
will make the necessary changes 
to their working practices next time 
around, but it does increase their 
awareness of why they, perhaps, 
are not achieving as highly as 
their colleagues.


I also discovered another interesting 
element regarding the psychology 
of valuing oneself.  I commonly 
find that the female students will 
underestimate their grade and will be 
very modest in how they evaluate the 
quality of their work, waiting for me 
to tell them it’s much better than they 
have claimed.  I (as a woman) put 
this down to the fact we are taught 
from a very early age that it is not 
polite to sell oneself overtly and that 
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modesty is a virtue.  Male students, 
on the other hand, seem to consider 
the whole process as a competition 
in which their role is to acquire the 
best grade possible by working out 
what the rules are and playing them 
to their best ability.  I’m sure that 
experts in psychology will be able 
to tell me if this observation is more 
general than simply an undergraduate 
physics class.  If it is more general 
then there is likely to be a benefit for 
girls who may realize there is no good 
reason to be overly modest in this 
very competitive world.


The biggest loss is the fact that 
it is harder work to persuade the 
students that this self-evaluation 
exercise is valid and fair.  You have 
to be prepared to talk it through 
with them both as a group and 
as individuals and be prepared to 
argue the case that it is a useful 
educational experience.  The fact that 
they will be required to undertake 
self-appraisal in the workplace is, 
in my opinion, a valid ‘real world’ 
reason for such exercises beyond the 
benefits they gain educationally.


Future development


The same approach has already 
been applied to an extended essay 
that students are required to 
write.  Students are certainly more 
accepting of the process when they 
meet it for the second time.  We 
are now working on developing a 
similar process whereby students will 
evaluate the quality of their practical 
write-ups.  It has been observed 
for a long time that lecturers find 
themselves writing the same 
comments week after week while 


first year students seem immune 
to the idea of including errors, for 
example, no matter how often it is 
pointed out to them.  The plan is to 
require students to indicate what 
has or has not been included in 
their write up, as per the exercises 
described above.  However, they 
will also have to draw out particular 
pieces of information from their 
logbooks, such as the units and 
uncertainty of a reading, the gradient 
of a graph, the final value obtained 
and the error in the final value.  
If the student has kept a log of 
reasonable quality then these facts 
should be easily found whereas those 
who are more lax about keeping note 
of experimental details or who have 
not completed their write-up will be 
unable to provide the information.  
In using their log directly this way 
they should see the need to ensure 
their work is both legible and 
sufficiently detailed.
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Assignments, feedback, self-evaluation
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Appendix 1


Professional Skills Name


Executive Summary of ‘Concert Hall Acoustics’: self-evaluation


The aim was to include as much pertinent information from the paper within the word 
limit.  Below are listed some of the most significant points which you may have included:


Introductory sentence:


1. Paper considers the association between the physical characteristics of a room and 
the subjective appreciation of sound quality


Background:


2. Early work identified relationship between reverberation time and sound absorption 
and volume of room


3. Studies in 1950s showed importance of early reflections


4. Early reflections reinforce direct sound and hence increase clarity


5. Reverberation time defined as time for total sound amplitude to decrease by 60 dB


6. High reverberation time (or high level of reverberant energy relative to direct sound) 
tends to blend sound — preferred for music


7. Reverberation time should be constant throughout hall


8. Shape of hall determines direction and time of arrival of reflected sound


9. Square hall has first reflections from side walls


10. Fan shaped hall has weak reflections from side walls but has first reflections from 
ceiling


11. Studies in 1960s showed early side (lateral) reflections increase audiences’ perception 
of spaciousness (feeling of being in a room)


12. Strong, early lateral reflections increase apparent width of sound source (as source 
position is ambiguous)


13. Strong, late side reflections increase sense of listener envelopment


Conclusions/final paragraph:


14. Designers now include large side wall reflectors in new halls to increase the number 
of possible hall shapes


15. Surround sound entertainment systems have to consider late lateral reflections to 
recreate concert hall effects.


Evaluate your report.  Firstly tick off the listed points you included.  On the reverse of this 
sheet write an evaluation of your work.  You may also have included additional points 
which you consider equally important.  Justify any additional points for which you wish 
to claim credit.  Consider also the layout of your work, accuracy of punctuation and 
comment on the overall quality of the work and why it is worth the grade awarded.


Grades as below:


 12+ 9 - 11 6 - 8 3 - 5 1 - 2 points


 A B C D E
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Appendix 2


Professional Skills Name


Self-evaluation of essay based on ‘In Search of Schrodinger’s Cat’ by Gribbins


‘The Bohr model of the atom has been useful despite, or perhaps because of 
its flaws.’  Discuss.


Below are some of the most significant ideas which you may have used in your essay:


Introductory paragraph:


1. Definition of ‘classical’ Rutherford atom with randomly placed electrons as basis for 
Bohr model


2. Bohr noted it should not work — electrons should spiral in radiating energy


3. Bohr postulated :


• allowed energy shells where electrons just do not radiate


• particular values of angular momentum


• quantum leaps — electrons move between energy levels emitting radiation as 
photons


 (may list all postulates here)


4. Result of Bohr’s postulates is an atom linking quantum theory to the classical atom


(N.B. there was no theoretical justification for these ideas — they were just ideas)


Successes of the Bohr atom:


1. Explained spectral lines especially of hydrogen


2. Explained chemical interaction, k.l.m. shells etc


3. Predicted unknown elements


Flaws in Bohr’s atom:


1. Predicted too many spectral lines


2. Doesn’t explain energy BANDS and broadening of spectral lines


3. Assigns quantum numbers randomly to fit observations — no underpinning theory


4. Needed too many adjustments — Somerfield spent ages refining the model to fit 
each new observation (the Bohr – Somerfield atom)


Usefulness of Bohr atom despite its flaws:


1. The classical orbital model is easy to visualize — especially useful as first version of 
atom to teach to younger students


2. Made people think seriously about bringing quantum theory into the model of atom 
— a very brave thing to do


Usefulness of Bohr atom because of its flaws:


1. Flaws are obvious so demand criticism and improvement — set other scientists 
thinking and led to further models
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Concluding paragraph stating personal view: 


Evaluating your essay.  Tick off the ideas overleaf that you included.  You may also have 
included other ideas which you consider important.  Identify these on your essay.  You 
may justify inclusion of any additional ideas for which you wish to claim credit in your 
evaluation below.


Write an evaluation of your work taking into account how many of the points you 
included from the list overleaf and any additional ideas you raised.  Consider, also, the 
layout of your work and the accuracy of punctuation.


Grades as below for number of ideas included:


 13+ 12 - 10 9 - 7 6 - 4 3 - 1 points


 A B C D E


Here write your justification for the grade you award:


GRADE AWARDED





		Student Self-evaluation of Coursework Assignments: a route to better perception of quality

		The initial problem

		How practice was changed

		Gains and losses

		Future development

		Keywords

		Biography

		Appendix 1

		Appendix 2








   


 


MY E-PORTFOLIO  
A QUICK START GUIDE FOR  


YEAR 3 & YEAR 3 GE/DE 
(2012-2013) 


STUDENTS 


 


Faculty Education Office 
(Medicine) 


Further information: 
www.imperial.ac.uk/medicine/elearning/eportfolio/  







 


CONTENTS 


Why should I keep an e-portfolio? .......................................................................................... 1 


Quotes from other students: .............................................................................................. 1 


Confidentiality and Professional Behaviour ............................................................................ 2 


Quick Start: A General Overview ............................................................................................. 2 


Assets ................................................................................................................................... 2 


Some Types of Assets .......................................................................................................... 3 


Forms and Profilers ......................................................................................................... 3 


Assets to Record Your Own Experiences/Events/Activities ............................................ 3 


Assets to Showcase Yourself ........................................................................................... 6 


Sharing Assets ..................................................................................................................... 8 


E-portfolio in Year 3 ................................................................................................................ 9 


Timetable ............................................................................................................................. 9 


Activities Specific to Year 3 ............................................................................................... 10 


1. Clinical Communication ............................................................................................. 10 


2. Patient Clerking ......................................................................................................... 10 


3. Ethics and Law ..................................................................................................... 10 


Cross-Curricular Activities in year 3 .................................................................................. 12 


4. Personal Drug Formulary .................................................................................... 12 


5. Clinical Skills Logbook ................................................................................................ 13 


6. Professional Skills Logbook ....................................................................................... 13 


7. Exams Reflection ....................................................................................................... 14 


8. Thoughts / Significant Event Analyses ...................................................................... 14 


Troubleshooting .................................................................................................................... 15 


Contact Information .............................................................................................................. 15 







Imperial College London   Faculty Education Office (Medicine) 
 


1 
 


WHY SHOULD I KEEP AN E-PORTFOLIO? 


 
Your e-portfolio is a: 
 


• PLACE to keep your work in one place, accessible online, and viewable over time. 
 


• PROCESS that facilitates your learning and development 
 
This takes effort. Your e-portfolio is YOURS to: Record, Reflect, Share and Feedback 
 
 


 RECORD 
 


• Keep evidence of your skills, activities, 
events 
 


• Track your progress 
 


• Celebrate your achievements 
 


• Use your records as a basis for applications 
(e.g. for jobs) 


 


  REFLECT  
 


• Experience > evaluate > learn> apply = 
improve 
 


• How well are you doing it? 
 


• What and how can you improve? 
 


• How can you develop further? 
 


  SHARE  


 
• Submit work for feedback 


- To tutors  
- To peers 


 
• Participate 


- Learn from others’ experience 
- Showcase yourself 


 


 FEEDBACK  


 
• To/from your peers 


 
• From your tutors 


 


 
 
 


QUOTES FROM OTHER STUDENTS: 


 
“Portfolio is about recording my journey”  
 
“As an individual over time, I change and e-portfolio allows me to capture that” 
 
“It takes time but I regret not writing in it as frequently as it’s good to look back on and think about 
what has happened.” 



https://sites.google.com/a/chelwestedu.com/portal/meded/education-portal/how-to-edit-this-s�

https://groups.google.com/a/chelwestedu.com/group/year3students/topics?�

https://groups.google.com/a/chelwestedu.com/group/m1/memb�

https://sites.google.com/a/chelwestedu.com/portal/undergraduate-education/year-3/firm-pages/m1/m1-feedb�
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CONFIDENTIALITY AND PROFESSIONAL BEHAVIOUR 


As medical students you are expected to maintain the highest standards of professional behaviour and fulfil 
your legal and professional obligations with regards to patient confidentiality. Your e-portfolio assets may 
contain sensitive information particularly if they refer to clinical events. As such they should never be shared 
via unsecure routes such as weblinks or social networking sites. Whenever you share an asset (electronically 
or in print) you should consider how your comments might reflect on you and the health profession as a 
whole.  


You must always remove patient identifiable data from your assets and consider whether the sum of the 
information recorded (e.g. a rare condition, an unusual history, a distinguishing physical characteristic) might 
be enough to identify a patient.   It is inappropriate to make personal or derogatory comments about 
patients, fellow students or other health care professionals even if you are confident that you will not breach 
confidentiality.  


Please ensure that you have read the following guidance before you start using PebblePad:  


http://bma.org.uk/practical-support-at-work/ethics/ethics-a-to-z 


 


QUICK START: A GENERAL OVERVIEW 


 
Like all technology, the PebblePad system used by My e-portfolio comes with jargon. It will take a little effort 
to learn but we will keep it simple. A more detailed online How-To Guide for Year 3 Students guide can be 
found at: http://tinyurl.com/5vcladb 


You can log into your e-portfolio at http://www.pebblepad.co.uk/imperial using your College username and 
password.  You can also access it via links on the Intranet. 


For a video on how to log-in please visit: http://tinyurl.com/36kyknh 
 


ASSETS 


 
Each activity you record in your e-portfolio is called an Asset. 
  
Activities can be recorded in various types of Asset. Forms and Profilers are Assets that have been pre-
constructed by your course teachers at Imperial. Other Assets are free for you to use to record various 
experiences, activities and events as you go (e.g. Thoughts, Ability, Achievement, Action Plan, Activity, 
Experience, Meeting). Finally, CV and Webfolio can draw on various other Assets to showcase various 
aspects of yourself and your work. 
 
To start writing up an Asset: click Create New on bottom left of the home page, and choose the type of Asset 
you want to start filling in. 
 
To view or edit Assets you’ve filled in:  View > My Assets 
 



http://bma.org.uk/practical-support-at-work/ethics/ethics-a-to-z�

http://tinyurl.com/5vcladb�

http://www.pebblepad.co.uk/imperial�

http://tinyurl.com/36kyknh�
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SOME TYPES OF ASSETS 


FORMS AND PROFILERS 
 
Forms and Profilers are the main types of Asset that courses use for various activities. 
Some activities will be on Forms, some on Profilers. They are in fact very similar, but you 
need to know from the start whether the activity is a Form or a Profiler in order to find 
and complete it on your e-portfolio. We have also designed some extra skills Profilers 
which span across the whole medical school curriculum to help you record and track 
your progress over time. 
 


• To start filling in a Form: Create New > More > Form  


• To start filling in a Profiler: Create New > More > Profile  
 
 
PLEASE NOTE: As soon as you have saved an Asset, it may not come up immediately: 
pressing F5 to refresh the page should bring it up. 


• Once saved, you can view or edit the Asset by: View > My Assets > click on 


Asset > View/Edit  
 


PLEASE NOTE:  My e-portfolio allows more copies to be created of the same Form (but not Profilers). If you 
just want to edit your saved Form, please do not go via Create New, as this will just create a new one. 


You can upload other documents (e.g. Word, scanned papers) into Forms and Profilers – details can be found 
alongside the specific activities described later in this guide. 
 


Visit the following sites for a general video tutorial on: 
 


• FORMS: http://tinyurl.com/34xgl3b 
• PROFILERS: http://tinyurl.com/35wcjd6 


 


ASSETS TO RECORD YOUR OWN EXPERIENCES/EVENTS/ACTIVITIES 
 
There are various types of Asset that you can use to record your own experiences, events, and activities for 
longer term reference.  
 
These include:  
 


• Thoughts,  
• Ability,  
• Achievement,  
• Action Plan,  
• Activity,  
• Experience,  
• Meeting.  


 
Feel free to explore them to get a sense of what they can do – they generally follow a similar structure.  
 
When writing up an Asset, your e-portfolio allows you to ‘tag’ them with key words. This makes it easier to 
find them later. We will particularly focus on Thoughts here. 



http://tinyurl.com/34xgl3b�

http://tinyurl.com/35wcjd6�
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 THOUGHTS  


 
 ‘Thoughts’ not only allow you to record experiences, it helps you reflect on them and 
think how you might change what you do in the future… 


“Experience> evaluate > learn > apply = improve” 


Reflection allows you to make the most of your experiences. Writing this down ensures 
you go through this process and serves as evidence.  It also enables you to return to 
your thoughts in the future. You can record any type of experience as a Thought.  


Examples include: 
 


• specific learning points you wish to record 
• experiences with patients (please anonymise) 
• experiences with colleagues (please anonymise) 
• ‘Significant Event Analysis’ 
• discussions regarding career choice 


 
Visit the following URL for a video tutorial on creating a Thought asset: http://tinyurl.com/32grd45 
 
A detailed example of how you can use Thoughts to reflect is shown below… 
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How do I write up a Thought? 


1. Create New > Thought > Enter a Title 


 


2. There are four ways you can structure a Thought.  
 
Choose which one fits best: 
Journal, Reflective Journal, ‘What? So what? Now what?’, Reflective cycle  


 


3. Keep your Thoughts organised by tagging them with key words.  It will be easier to find them later. 
You can tag a Thought with some pre-existing tags or make your own by clicking all tags.  


 
4. You can then proceed to write it up and date it.  


 
5. To view your Thought: View > My assets. Your Thought is listed along with your other assets – look 


out for the  icon. 
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ASSETS TO SHOWCASE YOURSELF 


   CV 


  
Your CV is important as it allows you to showcase your achievements and share a 
summary of who you are.  It takes time to create and maintain and is best kept in one 
place.  You will use it to apply for jobs, grants, awards, internships and electives. 
 
We recommend you keep a list of your addresses in the last 5 years as you will be 
asked this information when you start a clinical job for your Criminal Records Bureau 
check.  
 
 
 


How do I write  up a CV? 


1. Tools > About Me > Click on the section you wish to update  
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2. The CV building tool allows you create a CV by drawing upon information entered into About Me, as 


well as your other assets. Create New > More > CV 


 
 


3. Enter a Title, and then choose a Template. 
 


4. Next you are able to choose which sections of About Me you wish to include in you CV by clicking on 
the respective Circle icons. You can fine-tune this further by clicking on the respective Edit the 


section icon . The Magnifying Glass icon previews your CV. 
 


5. You can create as many as you need and share them with others. They can also be opened and 
edited in Microsoft Word. 
 
For further details, see the Advanced Features Guide at: http://tinyurl.com/6a8prz9 
 
 


 WEBFOLIO 


Webfolio allows you to construct your own webpage. It can be used to showcase 
various things, e.g. achievements. You can use material from your e-portfolio, and can 
also insert various other multimedia e.g. YouTube videos or Flickr photos.  
 
Examples can be found on: http://www.pebblepad.co.uk/examples.asp 


 
 
 


       How do I construct a Webfolio? 


1. Create New > More > Webfolio. For further details, see the Advanced Features Guide at: 
http://tinyurl.com/6a8prz9 


 



http://tinyurl.com/6a8prz9�

http://tinyurl.com/6a8prz9�





Imperial College London   Faculty Education Office (Medicine) 
 


8 
 


SHARING ASSETS 


 
Many activities on your e-portfolio do not need to be shared. You are very welcome however (and 
encouraged!) to take the initiative whenever you wish to share Assets. In Year 3, Firm Leads are an obvious 
port of call, but can be busy – so don’t forget you can also share work with: junior doctors, your personal 
tutor, other students, multi-disciplinary staff, etc. Why share? To get feedback of course – this can be very 
helpful for your learning. 
 
PLEASE NOTE: Your Assets are private and secure: Firm Leads/tutors and peers cannot see them unless you 
choose to share them.  
 
Visit the following URL for a video tutorial on sharing assets: http://tinyurl.com/37m8g68 


1. To share an Asset, View > My Assets > Click on the Asset > Send 


      
 


2. There are THREE main ways to share an Asset: 
     


•  Via the e-portfolio Gateway. The Gateway is a pre-constructed electronic network of 
contacts for you to share Assets and receive feedback. Please note there are no Gateways 
set up for Year 3. 


•  The Printer. Assets can also be printed off by clicking the Printer icon once you’ve 
opened the Asset. 


•  Send a Secure Link to a Person’s Email Address .  This opens up My contacts. Click on 


the name that you want to send the Asset to and then click on . Clicking on Add a 
Contact allows you to add someone to your contacts list. You can search for contacts who 
are registered Imperial users (e.g. other students), who need their Imperial usernames to 
then access your Asset. You can also send a link to other people if you have their email 
address in order to get additional feedback; they will receive a username and 
password to access the link to your e-portfolio Asset. Please only invite other 
professionals or college peers, and not those outside the professional network (e.g. 
friends, family). (See the online How-To Guide for Year 3 Students at 
http://tinyurl.com/5vcladb for managing your Contacts List.) 


 
3.   You can then Set Permissions for that Asset, e.g. decide if you want others to be able to comment. 


 
PLEASE NOTE: To increase security, the facility to share Assets via an open URL Weblink is no longer 
available. 
 



http://tinyurl.com/5vcladb�
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E-PORTFOLIO IN YEAR 3 


TIMETABLE 


 


Year 3 E-portfolio Activities  2012 - 2013 


    Sep Oct Nov Dec Jan Feb Mar Apr May Jun 


 FORM                     
1 Y3 – Clinical Communication                     


 PROFILER                     
2 Y3 – Patient Clerking                     
3 Y3 – Ethics & Law SEAs                     
4 Clinical Skills Logbook            
5 Professional Skills Logbook           
6 Personal Drug Formulary                      
7 Exams Reflection                     


 THOUGHTS                     


8 
For recording Significant 
Event Analyses (SEA), 
experiences and reflections                    


 PAPER FORMS WHICH CAN BE UPLOADED ONTO E-PORTFOLIO  


 
End of Attachment 
Assessment forms           


 
DOPS (e.g. into Clinical 
Skills Logbook)           


 


Case presentation feedback 
forms (e.g. into Patient 
Clerking activity)           


 MDT Expanded Case study 
feedback                     


  
Expanded Case study 
feedback                     


• GE/DE students are asked to complete an additional activity called Ethics Tutorial Reflective 
Evaluations which must be completed in September 2012. 


 


PLEASE NOTE: You must NOT break patient confidentiality.  Remember to ANONYMISE all your work in 
reference to patients – only include age and gender, and NOT the patient’s name, date of birth or hospital 
number. Fellow students and health professionals should NOT be personally named. Please see the BMA 
guidance: http://bma.org.uk/practical-support-at-work/ethics/ethics-a-to-z 



http://bma.org.uk/practical-support-at-work/ethics/ethics-a-to-z�
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ACTIVITIES SPECIFIC TO YEAR 3 


1. CLINICAL COMMUNICATION 


Communication is a key clinical skill and one that develops as you go through medical school. This activity 
builds on the Clinical Communication course in Years 1 and 2.  
 
As you meet patients in Year 3, consider how you have communicated with them. This activity allows you to 
write up your thoughts and reflections on your communication skills from your most significant interviews.  
Your e-portfolio allows you to store these reflections, track your progress, build on your strengths, and 
identify room for improvement. See FORMS and PROFILERS on Page 3. 
 


 


2. PATIENT CLERKING 


Patient clerking is a key clinical skill in its own right. It also helps you learn by applying knowledge to a real-
life clinical situation, as well as appreciating the patient’s own ideas, concerns and expectations and how it 
may interface with the wider healthcare system. Consolidate your knowledge and reflect on your experience 
by typing up to 15 of your most useful clerkings for future reference onto your e-portfolio. You can also scan 
and upload hand-written clerkings (as long as patient confidentiality is maintained). 
 
If you’ve received a feedback form on your clerking presentation, you can also scan and upload this into your 
Patient Clerking profiler (e.g. into the ‘Date you Performed Clerking’ section). See FORMS and PROFILERS on 
Page 3. 


 
To upload evidence, View ‘Patient Clerking’ and: 


1. Click on the add evidence icon, then I would like to record this as an ability I have > Create 
Record > Attach Existing > Attach Evidence > Upload a File > Browse > search for file > Upload. 
Please note that the uploaded document also becomes an Asset in its own right. 
 


 


3. ETHICS AND LAW 


SEA’S (SIGNIFICANT EVENT ANALYSES) 


In Year 3 during each of the three firms you are asked to record 2 significant events (per firm) that raise 
ethical or legal issues. The range of possible issues that you might want to record is extremely broad. A 
significant event can be anything that has made you think. Possible areas might include but are not restricted 
to: decision making with patients, disclosure of information to patients and others, professional behaviour 
(such as trust, integrity and honesty), working in teams, the application of professional and legal frameworks 
(such as the Mental Capacity Act), decision making towards the end of life, eligibility for treatment, 
responsible use of health care resources, medical error and issues in medical research. Thinking about and 
recording these events is not only educational in itself, but will also help you when it comes to completing 
your job application forms later in the course, and will prepare you for postgraduate practice where such 
activities are mandatory. 
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For each significant event you should think about the issues and record them under the headings in the 
activity. 


In the first clinical firm you will be asked to discuss significant events that each of you have recorded and 
choose one from your firm that raises the most significant question. This will form part of a presentation to 
be submitted on Blackboard in preparation for a lecture session in December when firms will be asked to 
present their significant events (see 'questiontime' session on the Year 3 eLecture programme). 
 
 


ETHICS TUTORIAL REFLECTIVE EVALUATIONS (FOR GE/DE STUDENTS ONLY) 


At the end of your tutorial you should have had an opportunity to make some brief notes on what you 
learned. This section of the e-portfolio allows you to make a more detailed record, having had more time to 
think about the tutorial, the reading and the lectures. This should help to embed what you have learned. In 
addition, keeping notes in the e-portfolio will help you later in the course when it comes to completing 
application forms and also in preparing you for postgraduate medical practice. 


 


 


PLEASE NOTE: In Year 3, you will receive paper feedback forms on various pieces of activity: DOPS, Case 
Presentation, End-of-Attachment Assessment Forms, Expanded Case Study (Term 2), and Oral Presentation 
(Term 3) 


 
You can scan and upload the completed paper feedback form as an Asset into your e-portfolio for future 


storage: Upload File > Single File > give it a title > Upload File > Browse (for the scanned document).   
Alternatively, you can upload forms directly into a pre-existing Asset, as discussed above. 
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CROSS-CURRICULAR ACTIVITIES IN YEAR 3 


These e-portfolio activities are an important part of Year 3, but are not confined to it.  They allow you to 
record and reflect on your experiences and track them across the whole of medical school. You are expected 
to keep them up-to-date as you will find this a rich and useful way of recording your progress and learning. 
By the time you graduate, an up-to-date e-portfolio logbook is an invaluable tool to help prepare you for 
practice… and for those important job applications! 
 
These activities are generally PROFILERS.  You can also upload evidence, which may include certificates or 
DOPS sign-off sheets, or even other Assets, where appropriate. 
 
 


To upload evidence, View the logbook and: 


1. Click on the add evidence icon, then I would like to record this as an ability I have > 
Create Record > Attach Existing > Attach Evidence > Upload a File > Browse > search for file > 
Upload. 


 


2. A green traffic light icon on the logbook summary page indicates that evidence has been 
uploaded. The number above the icon tells you how many pieces of evidence have been 
uploaded. Please note that the uploaded document also becomes an Asset in its own right. 


 
 
 


4. PERSONAL DRUG FORMULARY 


Your Personal Drug Formulary is a place where you can log and reflect on the use of various drugs in either 
hospital or clinic settings. Prescribing involves weighing up the potential advantages against the risks; 
recording and thinking about your observations of medication usage may help you develop this skill over 
time. You may use this formulary to capture these experiences to consolidate your learning as well as for 
future reference, especially as you may encounter the same drugs in the future but in different contexts or 
with different consequences.  You can then update the formulary as necessary. In addition, it can be used to 
help you think about the relationship between the pharmacology and the clinical application. 


 


Please see FORMS and PROFILERS on Page 3 for how to write up this activity. The logbook is divided into 
various pages, and is categorised according to organ system. Rolling the cursor over the page numbers at the 
top of the screen will tell you the different categories; clicking on the page will take you there. 
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5. CLINICAL SKILLS LOGBOOK 


This logbook identifies some key Clinical Skills (including physical examinations) that you need to be 
competent in by the time you graduate. In order to track your own progress for each skill, please record your 
attempts and reflections as you go through medical school. This might include a date of the attempt, what 
you think you did well, and what you think you need to improve on. An example might include: “5/10/12 – 
Took blood. Found butterfly needle was easier than other needles. Need to remember to remove tourniquet 
before removing needle, and that ESR tube needs filling to top.” 
 
You can also self-rate your competency level, as well as upload and store the respective DOPS assessment-
sheets on each skill (as per the course). Please note that DOPS assessments are a compulsory part of the 
course. In contrast, the Clinical Skills logbook on e-portfolio is an optional reflective logbook to help your 
learning, and can also be used to store DOPS forms in one place. 
 
This logbook is to be used throughout medical school, so you are not expected to practice everything in Year 
3. Even for those skills covered in Year 3, you do not necessarily have to be at ‘level 4’ competency for all of 
them. To find out which level you are expected to aim at for which skill, please check the following map at: 
www.elearningimperial.com/eportfolio/ClinicalSkillsMap.doc 
 
Please see FORMS and PROFILERS on Page 3 for how to write up this activity. The logbook is divided into 
various pages, and is categorised according to the skill type rather than year. Rolling the cursor over the page 
numbers at the top of the screen will tell you the different categories; clicking on the page will take you there. 


 
 


6. PROFESSIONAL SKILLS LOGBOOK 


Clinical practice is not just about clinical skills; being a doctor also requires competency in various 
professional skills. This cross-curricular logbook allows you to record and reflect on your experiences in 
various professional-type skills. This is particularly important as many of these skills involve dealing with 
complex situations, and recording your experience and reflections will be a useful way of learning in the long-
term. Like all reflections, it is often helpful to break it down: what happened? what was done well? how could 
it be done better in the future?...It could be about something you did yourself (like managing a team or an 
event), or something you observed someone else do (observing a clinician interact with patients, families or 
colleagues on a ward). It can also be a place to record (or uploading certificates) of your achievements. 
 
As well as being intrinsically useful for your learning and development, you will find that the application 
process for Foundation posts lean heavily towards asking you about professional skills. For example, asking 
you to describe situations where you handled conflict, had to manage other people, or worked in the team, 
etc... Often it can be difficult to recall such events in the distant past. This logbook helps you accumulate your 
writings on such experiences over time, and will be a useful resource to draw upon when it comes to job 
applications in the future. It sounds a long way away, but you can never start too early to record these 
experiences!  
 
Please see FORMS and PROFILERS on Page 3 for how to write up this activity. The logbook is divided into 
various pages, and is categorised according to the professional skill type. It is based on the ‘NHS Medical 
Leadership Competency Framework’. 


 



http://www.elearningimperial.com/eportfolio/ClinicalSkillsMap.doc�
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7. EXAMS REFLECTION 


Exams are a necessary part of the curriculum, but one which is an art in itself with regards to preparation and 
execution. Reflecting on how you prepared for, and applied yourself in, an exam is useful for learning how to 
tackle exams in the future.  
 
Please see FORMS and PROFILERS on Page 3 for how to write up this activity. The logbook is divided into 
various pages, and is categorised according to year.  


 
 
 


8. THOUGHTS / SIGNIFICANT EVENT ANALYSES  


You are encouraged to use Thought Assets  to help record and reflect on any experience you may 
encounter which you think would be useful to keep in the long-term. This could include Significant Event 
Analyses: reflections done in response to specific events that have particular clinical or professional 
significance. Please see the example used on Page 5. 
 


PLEASE NOTE: The GMC has identified the habit and skill of reflection as a core competency in professional 
development. This area should complement your professional skills logbook and will also provide a useful 
resource for you future job applications. 
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TROUBLESHOOTING 


• If you are having difficulty logging onto My e-portfolio, the most likely cause is you have an old 
version of Flash and/or JavaScript is not enabled. 
 


• My e-portfolio requires Flash version 7 or above, JavaScript enabled and Pop-ups allowed to appear. 
To see what version of Flash you have, go to: http://www.pebblelearning.co.uk/help.asp 
 


• For a full list of your browser settings, visit the Browser Check page at: 
http://www.pebblelearning.co.uk/browsercheck.asp 
 


• If you do not see any changes made to your Assets, or no notification of updates show up when they 
should, press F5 to refresh the page. 
 


• If there is no Back button on the page, then right click and select Back. 
 


• You will find more help and guidance in the detailed online How-To Guide for Year 3 Students at: 
http://tinyurl.com/5vcladb. There is a dedicated website at 
www.imperial.ac.uk/medicine/elearning/eportfolio/years/year3/ where starter guides (including 
this Quick Start guide) and videos on the My e-portfolio system are available. 


 
 


CONTACT INFORMATION 


 


Any queries or feedback about My e-portfolio can be forwarded to: 


webmaster.feo@imperial.ac.uk 


 


Please note that Faculty aims for you to be able to use e-portfolio throughout your medical school 
career. We will be reviewing whether the new VLE in 2013-14 could host e-portfolio, which would 
bring unity across the learning technologies and may help smooth navigation. We will keep you 
informed about any move to a new system, including how to export work between systems if 
necessary. 


This guide is released under the following Creative Commons licence: 
http://creativecommons.org/licenses/by-nc-sa/3.0/  


 



http://www.pebblelearning.co.uk/help.asp�
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		Why should I keep an e-portfolio?

		Quotes from other students:



		Confidentiality and Professional Behaviour

		Quick Start: A General Overview

		Assets

		Some Types of Assets

		Forms and Profilers

		Assets to Record Your Own Experiences/Events/Activities

		THOUGHTS



		Assets to Showcase Yourself

		CV

		WEBFOLIO





		Sharing Assets



		E-portfolio in Year 3

		Timetable

		Activities Specific to Year 3

		1. Clinical Communication

		2. Patient Clerking

		3. Ethics and Law

		SEA’s (Significant Event Analyses)

		Ethics Tutorial Reflective EVALUATIONS (for GE/DE students only)





		Cross-Curricular Activities in year 3

		4. Personal Drug Formulary

		5. Clinical Skills Logbook

		6. Professional Skills Logbook

		7. Exams Reflection

		8. Thoughts / Significant Event Analyses





		Troubleshooting

		Contact Information




Reflective Questioning



[image: taxonomy of reflection]Bloom’s taxonomy is a useful tool when thinking about framing questions.  When writing reflective questions, we are asking students to use their meta-cognitive knowledge, this means ‘thinking about thinking’.  As with all types of knowledge, we can start with low order questioning and move up to higher order questioning.  A revision of Bloom’s taxonomy (Anderson et al 2001) can be used to move through these levels, as shown in the diagram opposite.  Below is a list of suggested questions from (low to high order) which you can potentially use with students to encourage them to reflect on what they have learnt.  Clearly, these can and should be adapted to meet your own needs but they are intended to provide a framework with examples of what you may choose to use.  The top tip for reflective questioning is to plan; otherwise we all tend to lapse into low order non-reflective closed questioning.  This does not help students move on as they cannot effectively assess their progress with this type of question and therefore the process ceases to be formative assessment.



Remembering: What did you do?
Student Reflection: 

· What did you include? 

· Did you manage to address all of the success criteria? 

· Did you meet the deadline?

· How did you score on the assessment?

Understanding: What was important about what you did?
Student Reflection: 

· Can you explain the major components of the assessment? 

· Do you understand how they connect with the previous/next unit of study? 

· Can you explain how this assessment fits into the curriculum? 

· Did you follow best practices to address the criteria?

Application: When have you done this before? Where could you use this again?
Student Reflection: 

· Did you build on knowledge or processes from previous learning? 

· How will what you have learnt help you move forward?

· How could you adapt what you have learnt to another task? 



Analysis: What patterns or relationships do you see a in what you did?
Student Reflection:

· Can you identify any patterns or ‘habits’ in the way that you approached the task?

· Did you include any irrelevant or unnecessary components to your assessment?

· How did you organise your approach to completing this task?

· How do you feel about your performance?

Evaluation: How well did you think you did?
Student Reflection: 

· How was what you learnt important and why?

· What were the strengths and limitations of your assignment?

· What needs improving?

· What did you master?

· How do you feel you are progressing?

Creation: What will you do next? 
Student Reflection: 

· How will you incorporate the best aspects of your learning in the future? 

· What changes would you make to correct areas in need of improvement?

· How can you best use your strengths to improve? 

· What steps should you take or resources should you use to meet your challenges? 

· Is there anything you need that would help you meet your goals?

[bookmark: _GoBack][image: http://usergeneratededucation.files.wordpress.com/2011/08/2011-08-15_1114.png?w=700]
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Mark Sheet for Postgraduate Diploma - Library Project – Reading & Writing



Participant CID:

Title of work:

		First  / Second marker (Delete as applicable)





Marker’s Name:

Instructions 

1. Please read the grade guidelines and enter comments under the headings below. 

2. Then reach an overall judgement about the quality of the work, using the grade criteria for the programme and learning outcomes for the module to guide your judgement.  50% or more represents a pass mark.

3. Please tick one box below to indicate the grade that corresponds best to your overall judgement and indicate the percentage score. 

		Please tick appropriate box

		Grade: Ungraded
39% or less

		Grade D (fail)
40-49%

		Grade C
50-59%

		Grade B
60-69%

		Grade A
70-100%



		Please give % mark

		

		

		

		

		





Comments

		Integration and Application



		a) Demonstrates reading and comprehension of different types of literature.





		b) Is able to demonstrate how different types of literature might be relevant to an area of their own practice.





		Critical Use of Literature



		a) Identifies different viewpoints in the literature and explains how they might relate to one another.





		b) Is able to engage critically with the literature by identifying strengths and weaknesses within the arguments and claims of the literature. For example, by considering the warrant, the context, the application or the method used in the literature.





		Reflection Insight and Evaluation



		a) In the context of the reading, demonstrates reflection and evaluation of own and others’ teaching practices.





		Understanding and Relevance



		a) Demonstrates an understanding of relevant knowledge, concepts, theories, issues, policy, ideas and their applications to practice (students should refer to two or more of these components as appropriate to their assignment).





		b) Demonstrates an ability to make relevant connections between the knowledge, concepts, theories, issues, policy, ideas and their applications to practice, which make up the content of the assignment.





		Reasoning Structure and Argument



		a) The writing is structured in a way which demonstrates a narrative and/or has a clear rationale. 





		b) Presents arguments that are developed and defended through the use of theory, practice or empirical evidence (students should refer to two or more of these components as appropriate to their assignment).





		Independence



		a) Demonstrates an ability to challenge ideas from the literature and/or current practice. 





		b) Is able to generate solutions, which may show creativity and innovation. This might be demonstrated in a number of different ways, but there is no requirement here to show originality. 





		Academic Structure and Presentation



		a) The work is appropriately structured and organised.







		b) There is a good standard of presentation which includes; clarity of expression, use of appropriate educational language, correct (Harvard) referencing and overall accuracy.







		Overall Comments











Grade guidelines



GRADE A performance is characterised by:

· deep understanding of key concepts and ideas relevant to the topic;

· integration and use of knowledge, theory, policy (when applicable) and practice;

· wide reading and understanding of relevant literature and research, demonstrating a critical stance;

· independence of thought and argument; creativity, innovation and solution finding;

· the exercise of sound, evidenced judgement in the education arena;

· complex and insightful reflection on and critique of own teaching practices and those of others;

· sophisticated reasoning, the discussion having a tight structure and the ideas being well substantiated in appropriate ways and presented lucidly and cogently; contrasting viewpoints evaluated and steady argument maintained;

· excellent use of appropriate research methods and modes of analysis, written up in an appropriate style and at a length commensurate to the extent and import of the findings.



GRADE B performance is characterised by:

· accurate mention showing considerable understanding of main knowledge, concepts, theories, policy (when applicable), ideas and practice relevant to the topic;

· some connections made between theory, policy and practice;

· familiarity with mainstream texts and research findings; some critique of these, but lacking true penetration;

· well reasoned and ordered arguments;

· reasonable grasp of technical and applied/practical aspects;

· reflection on and critique of own teaching practices and those of others;

· ability to offer a clear and solid argument, but showing little evidence of creativity; a clear structure and development of the exposition; some appreciation of different viewpoints;

· use of appropriate research methods and modes of analysis written up in a workman like and organised manner.



GRADE C performance is characterised by:

· some but limited grasp of main knowledge, concepts, theories, issues policy, ideas and practice relevant to the topic and some connections made between them;

· evidence of knowledge of the basic literature and research findings;

· some evidence of ability to reflect and critique own teaching practices and those of others;

· acceptable discussion, but without substantial development; some structure;

· a little awareness of differing viewpoints and the relationship between them;

· little independence of thought, ideas and findings being uncritically accepted from the literature and research; limited ability to suggest solutions;

· use without major errors of recognised research methods and analysis; written up and organised in a manner that enables the work to be understood.



GRADE D performance (Fail) is characterised by:

· limited grasp or flawed understanding of main knowledge, concepts, theories, issues policy, ideas and practice relevant to the topic and few connections made between them;

· poor knowledge of and use of literature and research findings;

· little evidence of ability to reflect and critique own teaching practices and those of others;

· little discussion and lacking adequate development and structure;

· poor awareness of differing viewpoints and the relationships between them;

· little independence of thought; ideas and findings being uncritically accepted from the literature or research;

· poor use of research methods and analysis; poor writing up and organisation such that the reader cannot readily trace what was done/found.



UNGRADED (Fail) performance is characterised by:

· poor grasp or misunderstanding of main knowledge, concepts, theories, issues policy, ideas and practice relevant to the topic and failure to make connections between them;

· showing signs of not having read, or not having understood central texts and research findings relating to the topic in question;

· very little indication of awareness of key issues;

· very little or no evidence of ability to reflect and critique own teaching practice and those of others;

· poor or no discussion and lack of development and structure;

· very little or no awareness of differing viewpoints and the relationships between them;

· very little or no independence of thought with ideas and findings being uncritically accepted from the literature or research;

· poor or inappropriate use of research methods and analysis; poor writing up and organisation such that the reader cannot readily trace what was done/found.

[bookmark: _GoBack]




PG Diploma grade guidelines: characteristics of performance for each grade 
Criteria Ungraded: 0-39%  (Fail) Grade D: 40-49%  (Fail) Grade C: 50-59%  (Pass) Grade B: 60-69%  (Merit) Grade A:70-100%  (Distinction) 


Integration & 
Application 
(Reading) 


Demonstrates very little evidence of 
having read, or integrated, central texts 
and research findings; scarcely relates 
these to the topic. 


Demonstrates a limited, fragmented 
knowledge of the literature and 
research findings; presents few 
and/or limited applications of these 
to the topic. 


Demonstrates a modest, partially 
integrated knowledge of the basic 
literature and research findings; 
presents some modest 
applications of these to the topic. 


Demonstrates a well-integrated 
knowledge of the basic literature 
and research findings; presents 
pertinent applications of these to 
the topic. 


Demonstrates an excellent, well-
integrated knowledge of the basic 
literature and research findings; 
presents convincing applications of 
these to the topic. 


Critical use 
of literature 
(Reading) 


Demonstrates very little or no awareness 
of differing viewpoints, and of relations 
between them. 


Demonstrates limited awareness of 
differing viewpoints, and of relations 
between them; 


Demonstrates modest awareness 
of differing viewpoints, and of 
relations between them. 


Demonstrates awareness of 
differing viewpoints, and of relations 
between them. Is familiar with main 
texts and findings; presents some 
critique but is not incisive. 


Demonstrates excellent awareness of 
differing viewpoints, and of relations 
between them. Is widely read, and is 
critically incisive. 


Reflection, 
insight and 
evaluation 
(Reading) 


Presents very little or no evidence of 
reflection and evaluation of own and 
others’ teaching practices. 


Presents little evidence of reflection 
and evaluation of own and others’ 
teaching practices. 


Presents modest and/or unclear 
evidence of reflection and 
evaluation of own and others’ 
teaching practices. 


Presents clear evidence of 
reflection and evaluation of own 
and others’ teaching practices. 


Presents strong evidence of complex, 
insightful reflection and penetrating 
evaluation of own and others’ 
teaching practices. 


Understanding 
& Relevance 
(Writing) 


Presents very little evidence of, or 
misunderstandings of, main knowledge, 
concepts, theories, issues policy, ideas 
and practice relevant to the topic; makes 
very few or no connections between 
them. 


Presents limited evidence of, or 
flawed understandings of, main 
knowledge, concepts, theories, 
issues, policy ideas and practice 
relevant to the topic; makes few or 
simple connections between them. 


Presents modest grasp of main 
knowledge, concepts, theories, 
issues policy, ideas and practice 
relevant to the topic and makes 
some relevant connections 
between them. 


Presents a good grasp of main 
knowledge, concepts, theories, 
policy (when applicable), ideas and 
practice relevant to the topic; 
makes salient connections between 
them. 


Presents an excellent grasp of main 
knowledge, concepts, theories, 
issues policy, ideas and practice 
relevant to the topic; and makes 
interesting and/or compelling 
connections between them. 


Reasoning 
Structure, 
Argument 
(Writing) 


Provides very few, or no hints, on the 
rationale and narrative arc of the study; 
submits work with very little or no 
structure; develops few or no arguments, 
presented arguments are flawed not 
sustained or are mutually contradictory; 
presents very little or no discussion of the 
work. 


Provides little information about the 
overall rationale and narrative arc of 
the study; submits work with little 
structure; develops weak 
arguments, and/or the arguments 
are not followed through; presents 
little discussion of the work as a 
whole. 


Acknowledges the rationale and 
narrative arc of the study; submits 
work with an adequate structure; 
develops and sustains some 
modest arguments; presents 
some discussion of the work as a 
whole. 


Makes clear the rationale and 
narrative arc of the study; submits 
clearly structured work; develops 
clear and sound arguments with 
some defence but little evidence of 
creativity; presents a substantive 
discussion of the work as a whole. 


Explains the rationale and narrative 
arc of the study; presents rigorously 
structured work; provides lucid, 
cogent and sophisticated arguments 
that are well substantiated and 
defended; presents a thorough and 
critical account of the work as a 
whole. 


Independence 
(Writing) 


Demonstrates very little or no 
independence of thought; accepts as 
given ideas and findings from the 
educational literature and research. 


Demonstrates little independence of 
thought; accepts without question 
most ideas and findings from the 
educational literature and research. 


Demonstrates modest 
independence of thought; 
questions some ideas and 
findings from the literature and 
research; shows an ability to 
generate practical solutions. 


Demonstrates independence of 
thought; routinely questions ideas 
and findings from the literature and 
research; shows an ability to 
generate robust solutions. 


Demonstrates independence of 
thought and argument; challenges 
ideas and findings from the literature 
and research; shows an ability to 
generate rigorous solutions; is 
creative, innovative & goal-oriented. 


Research 
Methods 
(Applicable 
only to MEd in 
ULT) 


Makes very little, or inappropriate, use of 
research and analytical methods; very 
poor write-up and organisation, makes it 
difficult for readers to discover what was 
done and found in the study. 


Makes limited use of research and 
analytical methods; poor write-up 
and organisation: makes it difficult 
for readers to judge the quality and 
value of what was done and found 
in the study. 


Makes use, without major errors, 
of standard research and 
analytical methods; adequate 
write-up and organisation: makes 
it possible for readers to evaluate 
the quality and value of the study. 


Makes good use of appropriate 
research and analytical methods; 
competent write-up with good 
organisation: makes it easy for 
readers to evaluate the quality and 
value of the study. 


Makes excellent use of well-chosen 
research and analytical methods; 
comprehensive write up with 
meticulous organisation: convinces 
readers of the high quality and/or 
value of the study. 
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