
Assessment and Evaluation 

Educational institutions promote depth and breadth of learning by adopting varying 

teaching approaches, styles, and learning theories, to create an effective learner (Wortham, 

2003). An effective learner will engage in learning processes which permit the student to 

conceptualise their educational experiences, by reflecting on employed styles of teaching, 

systems of discipline and processes of assessment (Carnell et al., 2002). According to Wiliam 

(2013), assessments link teaching and learning by identifying levels of student 

understanding and engagement following instructional activities. An educational system 

which aligns assessments with teacher instructions promotes effective student learning in 

all settings.  

Identification of assessment strategies are key to evaluating students’ progress, course 

content and methods of delivery, for programmes of education (Tosuncuoglu, 2018). Key 

elements for consideration during assessment design include assessment purpose, 

identification of domains to be tested and tools of assessment. According to Fuentealba 

(2011), assessment is fundamentally an educational tool which can be used to enhance 

learning and education. Furthermore, its process should ensure students’ educational 

objectives and curricular goals are aligned, via intended learning outcomes. Learning 

outcomes are fundamentally a building block tool which are used to represent transparency 

within higher education systems (Adam, 2004). 

According to Adam (2004), learning outcomes are utilised by institutes of higher education 

for programmes of study, qualification frameworks and transparency, locally, nationally, and 

internationally, for wider recognition. In addition, they should be measurable and specific to 

explain the learning process in accordance with Bloom’s Taxonomy (Mahajan and Singh, 

2017). Learning outcomes should encompass all three of Bloom’s domains – psychomotor, 

cognitive, and affective. However, universities have previously been criticised for not 

utilising the affective domain, which relates to students’ attitudes to learning and personal 

values (Savickienė, 2010). 

In addition, Bloom’s Taxonomy encompasses six levels of learning associated with depth of 

learning and higher order thinking skills. The ability to develop higher order thinking skills is 

key to a successful education (Anazifa et al. 2018). Adopting the concepts of Bloom’s 



Taxonomy within the process of learning, is said to aid the development of learning 

outcomes (Mahajan and Singh, 2017). The University of Wales Trinity Saint David (UWTSD) 

advocates the use of learning outcomes to align assessment methods and criteria for all 

assessment taught programmes (UWTSD, 2021) (Appendix 1). According to Derntl et al. 

(2010), learning outcomes are the focal point of learning, for all outcome-based learning 

programmes.  

Key features of an outcome-based education include a purposeful set of learning outcomes 

to which the student strives to achieve upon completion of a unit (Akram et al., 2018). To 

assist with student success, opportunities for attainment must be provided by the 

institution within an effective timeframe. Furthermore, Spady (1994) suggests each 

educational system clearly focuses on providing a learning experience which advocates the 

use of an organised system of learning outcomes, within its curriculum design and 

development process. 

According to Spady (1994), learning outcomes are a clear set of objectives to which the 

student refers to during their learning journey, as they strive to achieve academic success. 

In addition, they demonstrate how the student can apply their knowledge via tangible 

applications which reflect and embody learner competence. In support of this notion Derntl 

(2010), advocates the use of a learning outcome statement to define student’s learning 

expectations in terms of acquisition of knowledge, processes of understanding, and how the 

student applies the knowledge upon completion of the learning process.  

In addition, learning outcomes should cover knowledge, skills, and competence (Derntl, 

2010). For the purpose of learning outcomes, knowledge is defined as a collection of 

principles, facts, practices, and theories that relate to the field of study. Skill is the ability to 

apply acquired knowledge, to complete a given set of tasks or solve problems. Lastly, 

competence is defined as the ability to apply acquired knowledge and skills to real life 

situations of personal or professional development. Learning outcomes are said to favour 

the pragmatist work of John Dewey, encompassing an educational system that is centred 

around the student (Prøitz, 2010). 

 



According to the Academic Quality Handbook (UWTSD, 2021), learning outcomes are 

defined and aligned to assessment methods and criteria, for all designated assessment 

taught programmes. Within each module, the Module Co-ordinator comprises an 

accompanying handbook, which sets out the module’s aims and objectives. In addition, a 

schedule is included to outline each session’s learning outcomes and intended teaching and 

learning strategies (Appendix 3). Adopting this approach, appears to reinforce the 

university’s commitment to aligning assessment methods to learning outcomes. 

However, several of the Module Handbooks have not been updated to correspond with the 

implementation of block teaching and learning in 2018. This approach potentially 

contradicts the assessment methods and criteria, as set out in the university’s Academic 

Quality Handbook (UWTSD, 2021). Adopting this approach, could be considered detrimental 

to students learning as they are utilised as a guiding tool to success. In their absence, 

students may experience episodes of increased stress levels (Mahajan and Singh, 2017). 

According to Derntl (2010), learning outcomes provide opportunities for lecturers to apply 

strategies to aid their teaching methods. A teaching method is defined as a set of oriented 

learning outcome activities, to be executed by students. A unit of learning may adopt 

several teaching methods aimed at multiple learning outcomes. According to Prøitz (2010), 

learning outcomes essentially guide what is taught. In addition, they reduce the need for 

unnecessary teaching, via effective planning and the application of appropriate teaching 

strategies (Mahajan and Singh, 2017).  

Adopting teaching strategies utilising output-focused techniques including the use of 

learning outcomes, encompasses a student-centred approach to learning (Adam, 2004). 

Referring to Yilmaz (2009), a learner-centred approach to education encourages students to 

develop understanding and meaning, throughout all stages of the learning process. 

Furthermore, a student-centred approach to education encompasses a constructivist 

approach to education, as credited in the theories of educator and philosopher John Dewey 

(McMahon and O’Neill, 2005). 

According to McMahon and O’Neill (2005), a constructivist approach perceives the lecturer 

as a facilitator of learning and the student as a constructor of knowledge, who takes 

responsibility for their own learning. Furthermore, Adam (2004) recognises the need for 



independent learning outside of the classroom environment in the absence of the 

facilitator. To reinforce this concept, students at UWTSD are expected to engage in 

asynchronous and synchronous face-to-face learning sessions. 

Referring to Dolan et al. (2007), synchronous learning occurs in real-time with participants 

engaged in instructor-led learning activities. Synchronous learning enables interaction 

between students and lecturers, to create a student-centred environment which is engaging 

and interactive. In addition, it supports the academic and well-being of all students, 

including those with additional learning needs. Synchronous learning can incorporate an 

instructor led lecture, student questions and collaborative activities (Coogle and Floyd, 

2015). In addition, lecturers can provide immediate feedback and answer student queries 

(Dolan et al. 2007). 

Reflecting on the work of Dolan et al. (2007), synchronous face-to-face learning experiences 

have been offered by the university, to meet the learning requirements of this course. 

During on campus sessions, instructor-led activities were aimed at widening students’ 

understanding of education. Within a student-centred environment, learning activities 

involved seminars, group work, lectures, study visits, and discussions. Interaction between 

students and lecturers was pro-active, addressing the academic and well-being needs of all 

students. In accordance with the Academic Quality Handbook, additional tutorial sessions 

were freely available to discuss any student concerns or address assignment queries. 

However, following the impact of COVID-19, asynchronous learning was introduced to limit 

the spread of the disease.  

Asynchronous learning provides students with opportunities to engage in independent 

learning activities, in the absence of their lecturer and peers. Students engage in a variety of 

learning activities which promote the development of self-directed study (Coogle and Floyd, 

2015). According to Manning (2007) self-directed learning is a process which encompasses 

student autonomy. Using their own initiative, students acknowledge their learning needs, 

formulate goals, identify resources, and evaluate learning outcomes. Self-directed learning 

is a key component of adult learning and is evident in Knowles’ Theory of Andragogy 

(Hartree, 2006). However, Knowles expressed concerns regarding the use of self-directed 

study in situations where the learner has no prior knowledge of the subject matter 

(Manning, 2007).  



According to (Hrastinski, 2008), asynchronous learning provides opportunities for students 

to refine their contributions and reflect upon their work. However, it has attracted criticism 

for creating an environment in which students felt isolated. To address such concerns, 

UWTSD implemented ‘breakout rooms’ to assist with the delivery of online lessons via 

Microsoft Teams (Appendix 5). According to Microsoft Teams (2021), breakout rooms create 

meaningful connections, to facilitate brainstorming and discussion sessions between 

students, in smaller sub groups.  

Adopting the principles associated with self-directed study, students have been provided 

with opportunities to engage in independent learning activities following the impact of 

COVID-19. To assist with the delivery of asynchronous learning, lecturers have implemented 

the use of digital curations platforms via Wakelet. Wakelet platforms are utilised to create 

virtual learning classrooms, where teachers and students can collaborate and share ideas. 

Furthermore, adopting this approach embraces the principles associated with peer and self-

assessment.  

Prior to the implementation of Microsoft Teams breakout rooms and Wakelet platforms, 

asynchronous learning sessions were on occasions less than engaging or interactive. In 

addition, several students were reporting feelings of isolation, as suggested in the work of 

Hrastinski (2008). However, following the introduction of breakout rooms and Wakelet 

platforms, students' perceptions of asynchronous learning sessions have anecdotally 

improved, with some students suggesting they have seen improvements in their academic 

and social well-being. 

To adopt the principles of synchronous and asynchronous learning, the university in 

accordance with the Academic Quality Handbook (UWTSD, 2021), utilises a wide range of 

teaching activities encompassing lectures, group work, discussions, and self-directed study 

for each module of study. In addition, to ensure the process of teaching activities is aligned 

with learning outcomes, students engage in a range of assessment tasks, to ensure 

academic standards are maintained.  

 

According to Adam (2004), assessments ensure transparency and comparability of standards 

amongst educational programmes and are utilised as a measure of good practice and quality 



assurance. Quality assurance within higher education is essential to ensure consistency and 

equitably, is applied to all assessment processes and standards. Furthermore, assessment 

processes should be reliable, valid, and fair in accordance with the Quality Assurance 

Agency (QAA, 2021). To ensure good practice and quality assurance is being adhered to, the 

UWTSD appear to adopt the guiding principles of assessment as advocated for use as a 

framework document for providers of higher education. 

Assessments are critical to the role of teaching and processes of education (Tosuncuoglu, 

2018). According to Cowie and Bell (1999), the role of assessment in education is considered 

an essential process which can inform and develop continuous learning. Effectively, they are 

the link between teaching and learning (Prasanthi and Vijetha Inti, 2019). Diagnostically, 

assessments identify the strengths and weakness of students, enabling educators to adjust 

their teaching practices accordingly (Tosuncuoglu, 2018). 

Assessment is a form of communication which collaboratively provides feedback to the 

student on their learning, to the lecturer on their teaching and to the programme designer 

on course content (McAlpine, 2002). According to Black (1998), assessment in education has 

three main purposes. Primarily, assessment should support students’ learning, a phrase that 

Black subsequently labelled ‘formative’, otherwise known as assessment for learning. 

Secondly, he perceived assessment as a process which aided student’s progression of 

learning. Lastly, Black identified accountability as the remaining purpose of assessment. 

Black later referred to the two latter purposes as ‘summative’, otherwise known as 

assessment of learning. According to Tosuncuoglu (2018) educators should adopt varying 

styles of assessment when assessing students’ grades 

According to the Assessment Reform Group (2002), assessment for learning seeks and 

interprets evidence which can be utilised by the learners and their teachers to help decide 

where the individual is with regards to their learning journey. Furthermore, it encompasses 

the sharing of criteria to students; the development of classroom dialogue and questioning; 

appropriate feedback provision; and self and peer-assessment. Familiar to all four 

strategies, is the engagement of the active student in the learning process (Black et al. 

(2002).  



Engaging the active learner is key to assessment for learning. Utilising classroom dialogue, 

students actively engage with lecturers and peers to initiate debates, discussions, and 

questioning sessions (Black et al., 2002). Adopting this approach to learning, advocates the 

principles associated with peer and self-assessment. In addition, access to assessment 

criteria promotes active learning, as students can formulate their own success criteria, by 

scrutinising the marking scheme (Appendix 7). Utilisation of both strategies is advocated in 

the work of John Dewey and his theories on the active learner. According to Boydston et al. 

(1987), Dewey’s active learning theory is also associated with motivation and meaningful 

experiences. 

According to the Assessment Reform Group (2002), motivation is key to assessment success. 

Assessment for learning strategies encompass a learning environment that focuses on 

progress and achievement, utilising a variety of assessment methods. Active leaners who 

initiate classroom discussions, contribute to debates, and participate fully in classroom 

dialogue, become partners in the process of learning (Black et al., 2002). In addition, the 

learner’s autonomy is protected through constructive feedback and opportunities for self-

regulation (Assessment Reform Group, 2002). 

According to Panadero (2017), self-regulated learning encompasses metacognitive, 

cognitive, behavioural, motivational, and affective aspects of learning. Within educational 

psychology, it analyses by what method students set learning goals and how those goals are 

achieved (Schunk and Zimmerman, 2011). To create an effective learner, students need to 

understand the role of learning goals and assessment criteria. 

According to the Assessment Reform Group (2002), engaging in this process provides 

students with opportunities to develop learning goals via identification of criteria. To 

support students, active classroom discussions can be utilised to ensure learners understand 

the criteria for success. Furthermore, students should receive descriptive, evidence-based 

feedback that is linked to criteria and learning outcomes (CCSSO, 2012). To aid this process, 

the lecturer may engage students in self and peer-assessed learning, utilising exemplar 

material (Assessment Reform Group, 2002).  

According to Chin (2016), peer-assessment is a process that entails providing summative or 

formative feedback on the work of contemporaries and is often referred to a variant of self-



assessment. However, both play an active role in the acquisition of meta-cognitive skills 

(Coombs, 2013) and are an essential element of higher education courses (Ndoye, 2017). 

Referring to the work of Logan (2009), teaching and learning effectiveness can be enhanced 

by engaging in peer and self-assessment, leading to the development of critical and 

reflective thinking. In addition, the process can improve students’ self-confidence. 

Peer assessment is a reciprocal process, as students increase their own understanding by 

providing feedback to fellow students. In addition, it can be utilised to support fellow 

students during the process of peer learning. According to Chin (2016), collaborative 

learning advocates the development of self-reflection, transferrable skills, and critical 

thinking skills. Utilising social interaction, students share insights and ideas, leading to a 

greater understanding of assessment criteria and processes (Coombs, 2013). Furthermore, 

peer assessment enables students to monitor their own progress, whilst developing meta-

cognitive skills leading to sense of ownership with the task in question. According to Black et 

al. (2004), peer assessment is a valuable bridging skill to self-assessment.  

According to Black and Wiliam (1998), self-assessment is an essential element of assessment 

for learning. Utilising pre-established criteria, self-assessment is perceived as a qualitative 

assessment which permits students learn from their successes and errors (Panadero, 2011). 

Self-assessment is considered a key element of self-regulation as it engages in the act of 

reflection, making students more aware of the learning process. According to Alonso-Tapia 

and Panadero (2013), there is empirical evidence to support its relationship with self-

assessment in the work of Schunk, D. and Zimmerman, B. (2001). 

Self-assessment encompasses all three domains of self-regulated learning: affective, 

motivational, and cognitive (Paris & Paris, 2001). According to Schunk, D. and Zimmerman, 

B. (1998), students who are successful at self-regulation work more efficiently compared to 

those who do not engage with the concept. Self-assessment is effective if engaged from the 

initial point of learning, as motivation is also key to its success. Utilising self-monitoring, 

students can monitor and adjust their work, by engaging with the assessment task and 

criteria (Alonso-Tapia and Panadero, 2013). Utilising a rubric, is an effective strategy to 

provide students with information regarding the performance expectations of the criteria, in 

relation to grade outcomes (Bhat and Bhat, 2019) (Appendix 7). Adopting this process, 



facilitates learning in accordance with self-regulation. However, constructive teacher 

feedback is considered key to improving students’ work (Gulley, 2012).  

Constructive feedback should be sensitive and purely focused on the work, to ensure the 

learners’ enthusiasm and confidence is not impacted upon (Assessment Reform Group, 

2002). According to (Black et al., 2002), providing opportunities for students to evaluate 

their and others’ work, is essential in identifying students’ strengths and weaknesses. 

Adopting this approach to learning, provides opportunities for improved student attainment 

as lecturers can adapt their teaching strategies to meet the learners’ needs (Wiliam and 

Black, 2001). Furthermore, students are provided with opportunities to become 

autonomous, self-regulated learners (Swaffield, 2009). 

Reflecting upon individual experiences, opportunities to engage with assessment for 

learning strategies has been pivotal to gaining an understanding on the concepts of 

education. Prior to Covid-19, synchronous face-to-face learning sessions were facilitated by 

the lecturer, adopting a student-centred approach to learning. Learning outcomes were 

utilised in correlation with various teaching strategies, to ensure curricular goals were 

aligned to assessment. 

On campus face-to-face learning sessions were engaging, with opportunities provided for 

students to interact with fellow peers and lecturers. Effective lecturer planning, 

incorporated the utilisation of a wide range of teaching strategies, to ensure students 

gained an understanding on the module’s learning outcomes. During lectures, active 

student learning was encouraged utilising brainstorming sessions, classroom discussions, 

questioning sessions and debates. Active learning was utilised as a concept to allow 

students to build upon their knowledge and understanding of the topic. Furthermore, active 

learning provided opportunities for the lecturer to engage in the concepts of assessment for 

learning, and assess students understanding in accordance with the principles of peer and 

self-assessment. 

Following the introduction of Covid-19, there has been a shift in paradigm towards active 

learning. To continue with the delivery of learning sessions, Microsoft Teams has been 

adopted for use as a learning platform. Adopting the principles of assessment for learning, 

opportunities have been provided to engage students in classroom discussions, debates, 



and questioning sessions, as advocated for use within a student-centred learning 

environment. However, sessions have on occasions been less than engaging or interactive, 

due to the reluctance of fellow students. 

However, the implementation of breakout rooms has appeared to reinforce the concepts of 

assessment for learning, as student engagement levels have improved. Break-out rooms 

provide opportunities for a small number of students to engage in discussions, 

brainstorming sessions, debates, and group work with fellow peers. To assess students 

understanding, lecturers pop in and out of each breakout room during synchronous learning 

sessions. However, in accordance with the principles of assessment for learning, the 

generation of student feedback during Microsoft Teams sessions, has on occasions been 

limited. Adopting this approach advocates the principles associated with peer and self-

assessment. 

To adopt the principles of assessment for learning in asynchronous learning sessions, 

‘Kahoot!’ has been adopted for use by lecturers. ‘Kahoot!’ is a learning-based platform 

which incorporates the utilisation of multiple-choice quizzes to assess students’ 

understanding. Following personal engagement with the platform, the quiz highlighted 

areas of concerns regarding an aspect relating to an educational concept. However, the 

platform was limited in its ability to provide personal feedback on how to improve 

(Appendix 8). 

In contrast, the university is forthcoming with feedback for modular assignments. Reflecting 

on individual experiences, modular summative assessments in accordance with assessment 

of learning, have generated purposeful feedback in accordance with the Quality Academic 

Handbook (UWTSD, 2021). Summative assessments are a formal success measure which are 

utilised at the end of a module, to assess students’ sole understanding in terms of learning 

outcomes (Coombs et al., 2013). In addition, summative assessments can be utilised to 

evaluate teachers following the completion of a module (Qu and Zhang, 2013). 

According to Bloom et al. (1971), summative assessment is an evaluation of the course, the 

course provider’s validity, and the learner’s progress. Furthermore, it leads to the award of a 

qualification utilising a range of classifications (Coombs et al., 2013). Summative 



assessments can be utilised for transfer purposes, permitting the student to progress to the 

next level of study and is often referred to as assessment of learning (Black, 1998). 

Given its essential role in students’ futures, assessment of learning should incorporate a 

range of assessment tools that are aligned to learning outcomes, in outcome-based 

education. However, suitable assessment techniques must be developed to ensure there is 

a cascade effect, linking learning outcomes to teaching strategies (Adam, 2004). Assessment 

criteria statements are key to recognising student performance in respect of modular 

learning outcomes (Waragh, 2019). 

According to (Waragh, 2019), the purpose of assessment criteria is to define a set of 

requirements to which the quality of the students’ work may be judged. In addition, 

students’ progress is measured against a set of standards to ensure consistency across 

institutes. Access to assessment criteria provides opportunities for students to focus on key 

aspects of cognitive learning, by encompassing subject-specific knowledge and skills, with 

learning outcomes. Utilising learning outcomes, assessment criteria can be developed to 

provide opportunities for reflection, improving the design of the course and student 

experience (Adam (2004). Therefore, assessment criteria are an essential element in the 

process of assessment of learning (Nusche, 2008). 

In accordance with the Academic Quality Handbook, students at UWTSD are provided with 

opportunities to demonstrate their depth of knowledge and understanding, utilising a range 

of assessment strategies and methods (Appendix 1). Reflecting upon individual experiences, 

assessment of learning at UWTSD has encompassed a variety of assessment methods, which 

have incorporated a wide range of transferable skills, including the ability to work in a team. 

Using effective written and oratorical skills, assessments have been designed to enable 

students to make links between theory and practice.  

To promote academic success during processes of assessment, students adopt strategies 

associated with self-regulation to set academic goals and successes (Cleary and Zimmerman, 

2004). A key component of self-regulation is the ability to engage in the practice of self-

evaluation. According to Meister and Rosenshine (1994), engaging in the practice of self-

evaluation provides students with opportunities to evaluate their own learning, before the 

work is formally assessed. Adopting a student-centred approach to teaching and learning, 



advocates the principles of self-evaluation. Utilising learning outcomes and assessment 

criteria, students can identify their strengths and weaknesses using self-evaluation (Smith 

and Stevenson, 1992). 

To adopt the principles of self-evaluation, a variety of evaluation approaches should be 

implemented to the learning environment, including the use of practical, oral, performance-

based presentations, essays, and research projects during summative assessments. 

Adopting this approach to learning provides opportunities for students to respond to 

feedback and critique, from peers and assessment verifiers. Responding to critique enables 

the learner to consider where they are in their learning journey and what remedial action, 

they can take to improve their attainment levels (Klenowski, 1995).  

To develop students’ attainment levels, feedback is essential in assessment for learning and 

assessment of learning. However, assessment for learning feedback is qualitative in nature 

for students and lecturers, as it focuses on course content and performance. In contrast, 

assessment of learning feedback purely focuses on students’ outcomes at the end of a 

module or programme (Bhat and Bhat, 2019). According to (Coombs et al., 2013), feedback 

is a reciprocal process informing students of their achievements and what they need to 

implement to improve their future successes.  

In accordance with Kolb’s Learning cycle, effective feedback promotes a change in student’s 

learning behaviour, in accordance with the principles of self-regulation (Akella, 2010). 

Incorporating the principles of self-regulation, feedback is utilised to inform students and 

teachers, of the next learning cycle. Students utilise feedback as a guiding tool to improve 

their academic success. In contrast, feedback is utilised by teachers as a communicative tool 

to adjust their teaching strategies according to the needs of the learners (Wiliam, 2009).  

Descriptive feedback is an essential component of assessment, as it is a strategy which is 

utilised by the learner to narrow the gap between their present skills, knowledge and 

understanding and their intended learning goals (Coombs et al., 2013). According to Hattie 

and Timperley (2007), feedback should be purposeful, clear, meaningful, and consistent 

with students’ prior knowledge. Furthermore, effective feedback should be aligned to 

learning outcomes and assessment criteria, whilst encompassing a student-centred 

approach to learning (Coombs, et al., 2013).  



However, to avoid cognitive overload, feedback should be purposely timed to ensure 

students are not overwhelmed. In addition, feedback should be specific to avoid superficial 

learning (Mayer and Moreno, 2002). According to Baird J. et al. (2014), effective feedback 

should encompass information that informs the student on their ability to transfer material 

successfully, whilst demonstrating their wider knowledge and understanding on a given 

topic. Productive feedback should include information on student motivation, in-class 

contributions, and completion of tasks. Adopting this approach to feedback, encourages the 

student to positively change their behaviour with regards to their intended future learning 

outcomes (Hargreaves, 2010). In addition, it encompasses strategies associated with 

assessment for learning and assessment of learning.  

Reflecting on individual experiences, assessment of learning has encompassed a variety of 

evaluation approaches including the use of essays, research projects, individual and group 

presentations. To gain a greater understanding of assessment criteria, opportunities have 

been provided by lecturers to engage in sessions, advocating the principles of peer-

assessment. Using social interaction, students have engaged in discussions to share insights 

and ideas on the impending assignment. To further support the principles of peer-

assessment, opportunities have been provided via Moodle to engage in assignment 

discussion forums and associated assignment questions. 

Moodle has also been utilised by lecturers to provide key information on assessments. The 

sharing of assessment criteria and corresponding rubric system has provided students with 

opportunities to engage in the principles of self-regulated learning. Adopting this approach 

to learning, has provided students with opportunities to monitor and adjust their work in 

accordance with the assessment criteria. To further support learners with their academic 

development, feedback has been generated for each assignment by lecturers. 

In accordance with the Academic Quality Handbook (UWTSD, 2021), feedback to support 

students’ learning has been provided in accordance with assessment of learning principles. 

In addition, feedback has been utilised as a platform to inform students of their strengths 

and weaknesses. Adopting this approach provides opportunities for students to respond to 

critique. Encompassing the principles of self-regulation, students can decide on what 

remedial action can be taken to improve their future attainment levels. However, the style 

in which feedback has been generated by lecturers has not always been consistent. 



Assessment of learning feedback for individual and group presentations has been consistent 

and in accordance with the Quality Academic Handbook (UWTSD, 2021). Feedback has been 

timely and provided students with information regarding their strengths and weaknesses. 

To improve students’ understanding, knowledge and skills, the feedback was aligned to 

assessment criteria, methods and learning outcomes. Furthermore, opportunities had been 

provided during presentations for fellow students to engage in the principles of peer-

assessment. Adopting this approach to feedback, has provided students with opportunities 

to self-evaluate. Self-evaluation enables the student to assess where they are in their 

learning journey, and what remedial action they can take to improve their attainment levels 

(Klenowski, 1995). 

In contrast, written assignment feedback has adopted varying approaches, which have 

addressed the students’ needs in terms of support. In accordance with the Academic Quality 

Handbook, students’ strengths and weaknesses have been identified. However, the 

feedback given does not always directly align to assessment criteria, methods and learning 

outcomes, in the same manner as the feedback is delivered for presentations. To promote 

the benefits of self-evaluation and provide consistency to students, lecturers could align all 

future feedback to assessment criteria, methods and learning outcomes. Adopting this 

notion could potentially improve students’ overall learning experiences and fully embrace 

the principles of assessment. 

Assessment is a process which is utilised within educational settings to enhance learning. It 

links teaching and learning by identifying levels of student understanding and engagement, 

following instructional led activities. Encompassing a student-centred approach to 

education, learning occurs in synchronous and asynchronous environments. Indicative to 

both learning environments, is the role of the active student who takes responsibility for 

their own learning. Embracing the concepts of self-regulation, the learner will engage in 

active classroom discussions to ensure they understand the role of learning outcomes and 

assessment criteria. Furthermore it allows students to engage in the concepts of peer and 

self-assessment, to increase levels of understanding and to provide feedback to fellow 

students.  

Feedback is an essential element in the processes of assessment for learning and 

assessment of learning. Feedback is a reciprocal process which informs students of their 



achievements and what they need to do to improve their future attainment levels. Utilising 

self-evaluation in collaboration with self-regulation, students can adopt strategies to 

positively change their behaviour and improve their future attainment levels in processes of 

assessment. An effective leaner will adopt the principles of assessment to support their 

processes of learning, throughout their educational journey. 
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