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Guide for Reviewing Assessment
The University of Melbourne recognises the central importance of the assessment of student learning
in the educational process. Well-designed assessment helps to define the curriculum and to guide
effective learning. Well-designed assessment is also fair to all students and provides both helpful and
timely feedback.
The Guide for Reviewing Assessment is a question-based checklist of the fundamental aspects of
effective assessment. The guide can be used to evaluate current assessment practice, and to test
the merits of alternative approaches. It is a tool for practical application, not a reference document. It
provides a framework, not a prescription.
This guide was developed during 2005 in response to a recommendation arising from an extensive
review of assessment practices at The University of Melbourne (2002-4), and subsequently
incorporated into The University of Melbourne’s Teaching and Learning Management Plan, 2005:
Office of the Deputy Vice-Chancellor (Academic), The University of Melbourne
In 2002 the Teaching and Learning Quality Assurance Committee (TALQAC) established the
Working Group on Assessment, charged with the responsibility of conducting a review of
assessment and grading practices at University, faculty, and departmental level. The Working
Group on Assessment released a report of its findings in 2004. It recommended that, while it is
inappropriate to set in place constraints on faculties and departments with respect to their diverse
approaches to assessment, the University should develop guiding principles to encourage the
improvement of assessment policy and practice.
Source: http://www.unimelb.edu.au/dvc-academic/responsibilities.html#d (accessed 6/9/05)

Teaching and Learning Management Plan 2005
Strategy 3:
Ensure that modes of assessment are making an effective contribution to the quality and
standards of learning outcomes
3.1: Establish the Sixteen Indicators of Effective Assessment in Higher Education in educational
practice of faculties, departments, and in the expectations of academic staff and students
Development of checklists for assessment practices, developed by the CSHE for distribution to
faculties and departments to assist efforts to improve assessment along the lines of the Sixteen
Indicators.
Source: http://www.unimelb.edu.au/dvc-academic/docs/TeachingPlan05.pdf (accessed 6/9/05)

Helpful comments and suggestions were received from numerous academic staff during the
development of this guide. In particular, the contribution of members of Academic Programs
Committee (APC), Teaching and Learning Quality Assurance Committee (TaLQAC) and the
Assessment Implementation Working Group is gratefully acknowledged.
The Guide for Reviewing Assessment is primarily designed for use by coordinators of subjects and
courses. However, it may be of use to anyone involved in assessment design, assessment practice
or assessment policy development.
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The multiple purposes of assessment
Effective assessment of student learning is a complex and challenging task. Many factors contribute
to this complexity, but perhaps the principal challenge relates to the multiple purposes of
assessment.
Assessment is used:



to measure students’ preparedness for further study or professional accreditation;
to rank students, relative to one another, for the purposes of competitive scholarships or other
opportunities;






to provide feedback on student learning for both students and staff;
to provide feedback on teaching for staff;
to define and protect academic standards; and
to direct students’ learning.

We encourage users of this guide to bear in mind these multiple purposes of assessment as they
review and evaluate their assessment design and practice. Effective assessment for a subject or
course will typically include a mix of assessment types, selected and designed to meet these multiple
and various demands.

Structure of the Guide for Reviewing Assessment
The Guide for Reviewing Assessment is a question-based checklist of the fundamental aspects of
effective assessment. It is structured around the following themes:


Matching assessment, learning exercises and objectives
In what ways is it ensured that assessment is matched to subject and course objectives, including
generic skills?



Variety and complexity in assessment
In what ways is it ensured that students experience appropriate variety and increasing complexity
in assessment tasks?



The timing of assessment
In what ways is it ensured that assessment tasks are timed appropriately?



Informing students
How are students informed about assessment purpose, requirements and expectations?



Equity and fairness
In what ways is student diversity considered and fairness of assessment ensured?



Feedback to students



Feedback to staff

In what ways are opportunities for timely and helpful feedback provided to students?
In what ways do assessment tasks provide staff with feedback on student learning?

Each theme is supported by trigger questions and example responses. The example responses are
provided as illustration only. They are not intended as exemplars or models of best practice. They
are context-specific, as all responses will be. Departments and/or faculties are encouraged to
supplement or replace these examples with ones they believe best illustrate thoughtful and practical
approaches to assessment relevant to their disciplines and teaching and learning environments.
Included as appendices to the guide are the following:
Appendix 1. The 16 Indicators of Effective Assessment in Higher Education – the principles which
underpin this guide.
Appendix 2. Some of the ‘Frequently Asked Questions’ regarding assessment – with suggestions and
references for further reading.
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Potential applications of the Guide for Reviewing Assessment
While primarily designed for subject coordinators, the Guide may support assessment review at a
number of levels.

Who might use
the Guide?
Subject coordinators

Course coordinators
Major or stream
coordinators

For what purpose?
1. Subject review,
planning and development

2. Course / program
review, planning and
development

Associate Deans

Teaching review
committees
Heads of departments

How?
By addressing each of the questions at the level
of a specific subject

Using responses collected from subject
coordinators (step 1) to review and coordinate
assessment practices across a course.

3. Accountability and
reporting

Using the consolidated information (collected &
collated in steps 1-2) as the basis for reporting.

4. Formulating
assessment policies

Using the reports (step 3) to identify assessment
issues and approaches requiring policy support.
Such policy statements might form part of either
departmental or faculty-level assessment policy
statements.

Associate Deans
Deans

Heads of departments
Associate Deans
Deans

The Guide for Reviewing Assessment addresses the broad, pedagogical issues surrounding
effective assessment of student learning. It is not a comprehensive checklist for formulation of
assessment policy. For example, assessment policies of departments and/or faculties need to
describe administrative and procedural matters such as ‘special consideration’, composition and role
of the examination board, and security of examinations. Such matters are not addressed in this
guide.
For more ideas, strategies and resources for quality student assessment in Australian universities,
visit the Assessing Learning in Australian Universities website:
http://www.cshe.unimelb.edu.au/assessinglearning/

5

Theme 1

Matching assessment, learning exercises and objectives

In what ways is it ensured that assessment is matched to subject and
course objectives, including generic skills?

Questions

For example:

•

Are the relationships between subject objectives, learning exercises and
assessment tasks made explicit?

•

Taken together, does the suite of assessment tasks that a student
experiences over the course of their studies align with the graduate
attributes specified for that course?

Critic al anal ysi s & oral c ommu nic ati on
Subject ob jec ti ves include: “Students develop the ability to critically analyse scientific
research papers”; and “Students develop oral and written communication skills, including
public speaking”

Examples

Learn ing: Student groups are ass igned a s c ienti fi c pa per to review and describe as an
oral presen tat ion (several weeks later). One lecture is devoted to modeling the process
of analysing a scientific paper. Students are encouraged to practise their talks and provide
feedback within their group (peer review).
Assess ment: Students are assessed, individually, on the part of the paper that they each
analysed and presented. 70% of the mark is for demonstrated understanding and
explanation, 30% for the technical quality of the presentation.
The c onne cti ons between the ob jec ti ves, lea rni ng pr o cess and a ssess ment of the
group assignment are m ade expl ic it to students early in semester, both in class and via
the subject website (but are not detailed in the Handbook entry).

Cou rs e m ap ping of a m ajor by a D ep artm ent
For those degree majors that include several subjects taught by this Department:
1. the core subject combinations for the major are identified;
2. this information is used to produce a ‘course map’, showing the most common subject
combinations across the three year levels of the course;
3. information is collected for each of these subjects (E.g. the subject coordinators’
completed copies of the ‘Guide for Reviewing Assessment’, supplemented by other
descriptive material such as lecture outlines)
4. learning and assessment tasks for these subjects are plotted onto the course map.
This course map is used to iden tif y gaps o r redund anc i es in the development and
assessment of the gra duate att ributes f or the cou rs e, and to check that the tasks
(both learning and assessment) inc rease in c omp lexity * across the year levels.
*see also, Theme 2 Examples
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In what ways is it ensured that assessment is matched to subject and course
objectives, including generic skills?

Current practice

Issues, future actions, responsibilities
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Theme 2

Variety and complexity in assessment

In what ways is it ensured that students experience appropriate variety
and increasing complexity in assessment tasks?

Questions

For example:

•

Taken together, does the suite of assessment tasks that a student
experiences over the course of their studies:

o steadily increase in complexity with later year levels?; and
o form a set of complementary, rather than repetitive, tasks?
•

Do individual subjects include a variety of assessment methods, yet
avoid ‘over-assessing’ students?

•

Are students offered choice in assessment, where appropriate?

Increasing c om ple xit y ac ross an u ndergraduate c ou rse

Examples

During the fi rst year of this degree, most assessment consists of short practical tests
and qu izzes , mult iple-c ho ice sty le mid-semester tests, and end-of-semester exams
that include mu ltip le-ch oi ce, s hor t and l onger-a nswe r st yle quest ions.
At the seco nd year level, there is more emphasis on the development of w ri ting
skill s. Several core subjects include written assignments, and students are provided with
opportunities for peer review and non-graded, formative feedback on early drafts. This
support acknowledges the limited opportunities for the development of these skills during
first year.
At th ir d yea r , many subjects include written assignment tasks and several also involve
group w ork and o ra l pre sentat ion s. Students are provided with guidance on effective
group work, and given opportunities for early, low-stakes practise to develop public
speaking skills and confidence.

Topic choic e
In this fourth year subject, 40% of the assessment is based upon a critical review of the
literature. Students are invited to ch oose a topi c from a list of suggesti ons , or to
propose a related topic of particular interest to them. Their topic choice must be
negotiated and approved within the first three weeks of semester.

Portf olio ass ess me nt
This postgraduate subject aims to develop students’: 1) ability to critically evaluate
contemporary art pieces; 2) confidence in developing and communicating informed
opinions, ideas and observations regarding artwork; and 3) skills in planning and directing
the creation of public art. Students are required to prepare and select evidence that
effect ivel y de mo nst rates the ir abi lit ies in eac h o f these area s. Students
must, therefore, be di sce rni ng in the compilation of their portf ol ios , and provide a
narrative that describes their choice of pieces of work and the contribution made by
each.

8

In what ways is it ensured that students experience appropriate variety, choice
and complexity in assessment tasks?

Current practice

Issues, future actions, responsibilities
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Theme 3

The timing of assessment

In what ways is it ensured that assessment tasks are timed
appropriately?

Questions

For example:

•

How is the timing of assessment across core subjects in a course
coordinated in order to avoid periods of ‘overload’ on students?

•

Are students provided with formative and meaningful assessment tasks
early in semester?

Ch oosing an op tim al time for a mi d-s eme ste r tes t

Examples

Assessment in this third year subject involves a 50-minute, mid-semester written test
(30%), a 1500 word practicum report (20%) and a 2-hour, end-of-semester, written exam
(50%).
In determining the timing of the mid-semester components, consideration was given to:
1. the a im s of the mid-semester test [ie to encourage student diligence across the
semester; to test students’ learning of the core concepts introduced in Weeks 1-7; to
provide students feedback on their progress in time for them to direct their efforts, as
necessary, in subsequent weeks – and before the final exam];
2. the need for flex ibi lit y in the timing of submission of the practicum report, due to
the variable timing of student placements; and
3. the ove ral l cour se wo rkl oad for the students. Information regarding the timing of
assignments was sought from the coordinators of concurrent core subjects and popular
elective subjects. The course coordinator facilitated as a point of liaison between
subject coordinators.
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In what ways is it ensured that assessment tasks are timed appropriately?

Current practice

Issues, future actions, responsibilities
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Theme 4

Informing students

How are students informed about assessment purpose, requirements
and expectations?

Questions

For example:

•

What details are provided to students, beyond the standard handbook
entry? When and how is this information provided?

•

Is the logic behind the choice of assessment tasks made explicit?

•

Are the criteria made clear and explicit?

•

Who do students contact for assistance, and how do they know?

•

Is the process of grading explained to the students?

Examples

Wri tt en assig nm ents
The subject coordinator ensures that explicit assessment information is listed on the
subjec t webs ite, including clearly articulated c rite ria for each assessment task and
an explana tio n of how the assessment task aligns with the teaching and the
subject/course objectives.
The appropriate s tyle gu ide is linked to the subject website, and there are also links
provided to online Library tutorials and resources, including information regarding correct
referencing.
Advice as to the appropriate staff member to con ta ct should students have any
concerns or questions about the assignment task is also provided.
The Department’s policy for anonymous assessment and the use of marking schemes
(based on the criteria described) is explained to students.
This information is provided at the begin ning of the se m ester, and may be
supplemented during semester, if appropriate (e.g. by the provision of exemplars or
examples). Students are reminded to check the website regularly for updated
information.

A g roup p roject
Assessment in this subject includes a gr oup pr oje ct. One lecture in Week 3 is devoted
to forming groups and expl ain ing the task, including the assess ment. Students are
told that they will be assessed both individually and as a group, and that the pr ocess is
as valuable (and valued) as the pr oduc t - it is explained that they will be assessed on
both. Quest ions are encouraged from the students, both during this information session
and later (via email or personal contact with the lecturer involved). An explanation of
the assessment strategy is also provided on the sub jec t website.
Note: for more information on strategies for assessing group work, see:
http://www.cshe.unimelb.edu.au/assessinglearning/03/group.html
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How are students informed about assessment purpose, requirements and
expectations?

Current practice

Issues, future actions, responsibilities
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Theme 5

Equity and fairness

In what ways is student diversity considered and fairness of
assessment ensured?

Questions

For example:

•

Is the language used unambiguous, appropriate and inclusive of all
students?

•

Is assessment anonymous wherever practical?

•

How is consistency ensured where multiple assessors are involved?

•

Have students with identified special needs been accommodated?

Consis te ncy in ass essi ng e ss ay-s t yle exam qu esti ons f or a l arge
clas s
The final, 2-hour exam paper consists of 4 essay-style questions. In preparing the exam,
draft questions are c hecked by at least two other teaching staff, specifically looking
for a mb iguity , unnecessary ja rgon and c oll oqui al ter m s o r ph ras ing.

Examples

The (350) students typically write 3-4 page responses to each question. The papers are
assessed by a team of eight tutors, and for this reason it is necessary to have in place
specific steps aimed at ensuring consistency:
Specif ic an d det ai led cr iter ia: The lecturer responsible for each question develops a
marking scheme in advance.
Reduc ing t he numbe r o f questi ons per tuto r – and tuto rs pe r questi on: Each
tutor is responsible for just two questions (and so marks 25% of the responses for any
one question). This allows the individual tutor to focus more narrowly than if they were
grading the entire paper. It also means that there are just three other tutors, rather
than seven, to liaise with during the grading of any single question.
Consul tati on and peer rev iew: After grading 10-15 papers each, the tutors discuss
the marking scheme with one another and with the lecturer (who set the question) - is
the marking scheme robust and yet inclusive of the range of ‘good’ answers students
have provided? The tutors also exchange and the review the grading of a sample of
papers to ensure that they are each interpreting the marking scheme in the same way.
The risk of personal biase is further reduced by:
De-identi fied papers: ensuring that papers are identified by student number only, not
names.
Separat ing paper s: removing the ‘halo effect’ for individual students. The four
answers from any given student are separated, which means a tutors’ objectivity is not
influenced by the quality of a student’s answers to other questions.
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In what ways is student diversity considered and fairness of assessment
ensured?

Current practice

Issues, future actions, responsibilities
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Theme 6

Feedback to students

In what ways are opportunities for timely and helpful feedback
provided to students?

Questions

For example:

•

Is explanatory feedback provided for in-semester assessment tasks?

•

Is feedback prompt and in time to encourage improvement in
subsequent, related tasks?

•

Is online feedback, where appropriate, used to full advantage?

•

If the subject has an end-of-semester exam, are students able to
practise (during semester) tasks similar to those assessed in the final
exam?

Prac tise & e xpl anat ory f ee dbac k

Examples

This second year subject is assessed by a combination of essay (submitted during
semester) and final, end-of-semester examination.
Opportunities to practise
For the essay, a system of peer rev iew has been incorporated that provides students
with an opportunity to see the approach 2-3 other students are taking, and to get
feedback on the ir own wo rk. Students are given guidance on how to p ro vide
cons tru cti ve feedback , as essential preparation for this peer review exercise. The
exercise encourages student diligence and a timely approach to the task. No marks are
allocated to this process.
The final exam involves both short and long answer questions. Papers from past years
are not recommended as a study aid in this subject, as the subject content and approach
has been modified significantly this year. Students have been given this advice. However,
sample exa m ques ti ons are provided early in semester, and a tutorial in Week 9 is
devoted to working through the p roce ss of answering questions of this type. Model
answers are not given, and it is explained to the students that there is no single answer
to such questions, and therefore we consider model answers less useful for them than
ensuring they are comfortable with the process of answering the questions.
Explanatory feedback for individuals and for the group
Tutors grade the mid-semester written assignments. They are given training in use of the
marking scheme (prepared by the lecturing staff), and a dv ice on the type o f
feedback to in clu de. It is stressed that a grade alone does not constitute useful
feedback. After grading five papers, each tutor is required to meet with the subject
coordinator to confirm that their appro ac h and standards are appropriate.
The feedback provided by the tutors is ind iv idua l. In addition, after all papers are
graded, the subject coordinator prepares some gener al co mme nts on the stu dent
group’s w ork ove ral l (aspects well done; concepts that seemed to cause difficulty),
based upon discussion with the tutors. This information is made available to the student
group via the subject website, and includes links to relevant resources.
Students receive this feedback no later than Week 10.

16

In what ways are opportunities for timely and helpful feedback provided to
students?

Current practice

Issues, future actions, responsibilities
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Theme 7

Feedback to staff

In what ways do assessment tasks provide staff with feedback on
student learning?

Questions

For example:

•

Do assessment tasks allow staff to identify areas or topics that are
problematic for students?

•

Is such information available early enough to inform a response within
the teaching semester?

•

Where grading is a widely shared task (as it is for many large classes),
how is meaningful feedback provided to the relevant teaching staff?

•

Where teaching is widely distributed (as in the case of clinical education or
placements), how are teaching staff provided with feedback on student
learning?

Fee dbac k for l ect uri ng s t aff wh en g rading is pe rf orme d by tu tors
25% of the grade awarded for this subject is based on an essay, submitted in Week 8.
The essay is based upon concepts developed in the first six weeks of lectures and is
graded by the tuto rs (mostly postgraduate students). The essay question tests
students’ ability to apply these concepts to a novel situation, and thereby i dent ifies
mis co ncept ion s a nd areas of c onfu sio n. With this feedback, staff can address the
problems in the second half of the semester.

Examples

The tutors grade to a set of pre-determined criteria, and also consult with the lecturing
staff during the initial phase of grading to resolve any unexpected issues that arise. The
assessment criteria are aligned explicitly with the learning objectives for the
assignment.
As they grade each essay, the tutors re co rd the m arks awarde d aga inst eac h of
the l iste d cr iter ia. This information is then c oll ated by the subject coordinator, and
made available to al l tea c hing sta ff. As the criteria are clearly linked to specific
learning objectives, teaching staff can readily identify areas or topics of concern.

Collaborati ve app roach t o as se ssm ent de sig n and g radi ng
All lecturers and tutors involved in teaching this subject are e ncou raged to
cont ri bute to the design and marking of examinations, and to the assessment of
students’ clinical skills. Generally, and at any time, lecturers and tutors can ob tai n
assess ment resul ts for their particular subject areas (lecturers) or tutorial groups
(tutors).
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In what ways do assessment tasks provide staff with feedback on student
learning?

Current practice

Issues, future actions, responsibilities
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Appendix 1
The Guide for Reviewing Assessment is based upon the:
16 Indicators of Effective Assessment in Higher Education *
1

Assessment is treated by staff and students as an integral and prominent component of the entire
teaching and learning process rather than a final adjunct to it.

2

The multiple roles of assessment are recognised. The powerful motivating effect of assessment
requirements on students is understood and assessment tasks are designed to foster valued study
habits.

3

There is a faculty/departmental policy that guides individuals’ assessment practices. Subject
assessment is integrated into an overall plan for course assessment.

4

There is a clear alignment between expected learning outcomes, what is taught and learnt, and the
knowledge and skills assessed — there is a closed and coherent ‘curriculum loop’.

5

Assessment tasks assess the capacity to analyse and synthesise new information and concepts
rather than simply recall information previously presented.

6

A variety of assessment methods is employed so that the limitations of particular methods are
minimised.

7

Assessment tasks are designed to assess relevant generic skills as well as subject-specific
knowledge and skills.

8

There is a steady progression in the complexity and demands of assessment requirements in the
later years of courses.

9

There is provision for student choice in assessment tasks and weighting at certain times.

10

Student and staff workloads are considered in the scheduling and design of assessment tasks.

11

Excessive assessment is avoided. Assessment tasks are designed to sample student learning.

12

Assessment tasks are weighted to balance the developmental (‘formative’) and judgmental
(‘summative’) roles of assessment. Early low-stakes, low-weight assessment is used to provide
students with feedback.

13

Grades are calculated and reported on the basis of clearly articulated learning outcomes and criteria
for levels of achievement.

14

Students receive explanatory and diagnostic feedback as well as grades.

15

Assessment tasks are checked to ensure there are no inherent biases that may disadvantage
particular student groups.

16

Plagiarism is minimised through careful task design, explicit education and appropriate monitoring of
academic honesty.

* http://www.cshe.unimelb.edu.au/assessinglearning/05/index.html#16

For more ideas, strategies and resources for quality student assessment in Australian universities,
visit the Assessing Learning in Australian Universities website:
http://www.cshe.unimelb.edu.au/assessinglearning/
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Appendix 2
Frequently asked questions about assessment

The following questions are topical, frequently arising during departmental and faculty discussions of
teaching and learning.
Should our subject have an end-of-semester examination, and what should it be worth?
How should we assess the group project?
When and how should we use online assessment in our subject?
Is there any value in peer-assessment (beyond time-saving for staff)?
Should the examination be unseen, timed, and closed-book, or would another approach be
better?
There are rarely simple answers to any of these questions. However, when reviewing assessment
practice it helps to view these questions as subsidiary to the more fundamental questions
regarding effective assessment (as addressed under Themes 1-7 of the Guide for Reviewing
Assessment). Addressing the fundamental questions goes a long way towards addressing specific
questions such as these.
The following table expands on each of these questions, with reference to further reading and
specific links to the Guide for Reviewing Assessment, where appropriate.
This guide does not offer a formula for the relative weighting of examinations,
in-semester assignments or other assessment tasks. Such decisions need to
be made at the level of individual subjects and courses. Coordinators need to
consider:
•
what are the purposes of assessment in this subject (particularly Themes 1
and 2)?; and
•
what are the practicalities, including resource limits?

Should our subject
have an end-ofsemester
examination, and
what should it be
worth?

Recognition of the multiple purposes for assessment is essential in choosing
the appropriate form, design and combination of assessment tasks. For
example, in situations where ranking and measuring is of prime concern, end of
semester examinations may be appropriate. However for the purposes of
providing feedback to students and directing their efforts, more formative and
‘continuous’ assessment tasks may be preferable.
For a comprehensive review of assessment and its impact upon student
approaches to learning (including a comparison of assessment by examination
and by coursework):
Gibbs, G. & Simpson, C. 2004-5. Conditions under which assessment
supports students’ learning. Learning and Teaching in Higher
Education, Issue 1, pp 3-31.

How should we
assess the group
project?

For some assessment tasks, it is necessary to consider whether assessment
should be based only upon the product of the students’ efforts, rather than the
process. For example, if the aim of a group project is largely to encourage
effective team work and communication skills, some direct assessment of the
process may be appropriate. Such assessment might involve peer-assessment
or self-assessment.
For more information and suggestions regarding assessment of groupwork:
http://www.cshe.unimelb.edu.au/assessinglearning/03/group.html
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New information and communication technologies provide a range of tools for
assessment. These include online ‘quizzes’ with automated feedback and
grading, and administrative functions such as online assignment submission. In
deciding which tools to use and when, Themes 3, 5, 6 and 7 are of particular
importance.

When and how
should we use
online assessment
in our subject?

For more information regarding online assessment:
http://www.cshe.unimelb.edu.au/assessinglearning/03/online.html
For a current overview of the influence of learning management systems on
university teaching in Australia, including a discussion of assessment:
Coates, H., James, R. and Baldwin, G. 2005. A critical examination of
the effects of learning management systems on university teaching
and learning. Tertiary Education and Management, 11: 19-36.

There is growing interest in peer and self-assessment in higher education. Peer
assessment has been shown in numerous studies to be highly motivational,
and it has been argued that students gain as much, if not more, from providing
feedback as they do from receiving it. Self-assessment, when explicitly
incorporated into the assessment of a subject, can help students understand
the assessment criteria and encourage critical reflection.
For more information and ideas regarding peer and self assessment:
http://www.cshe.unimelb.edu.au/assessinglearning/03/group.html

Is there any value
in peerassessment
(beyond timesaving for staff)?

There are numerous books and published case study articles on the use of self
and peer assessment, including:
Boud, D., Cohen, R., & Sampson, J. 2001. Peer learning and
assessment. In Peer Learning in Higher Education. Ed. Boud, Cohen
& Sampson. pp 67-83.
Falchikov, N. 2005. Improving Assessment Through Student
Involvement: Practical solutions for aiding learning in higher and
further education. RoutledgeFarmer, NY.
Gibbs, G. 2001. Using assessment strategically to change the way
students learn. In Assessment Matters in Higher Education: Choosing
and Using Diverse Approaches, Ed: Brown and Glasner. pp 41-53.
Jordan, S. 2001. Self-assessment and peer assessment. In
Assessment Matters in Higher Education: Choosing and Using Diverse
Approaches, Ed: Brown and Glasner. pp 172-182.

Should the
examination be
unseen, timed, and
closed-book, or
would another
approach be
better?

While there are often good reasons for examinations of this type, there is also a
tendency for this to be the default form of testing. It is worth considering
variations on this approach. For example, teachers in some subject areas find
that closed book examinations limit their questions to those that can be
answered on the basis of factual recall – memory. In response, they adopt more
‘open book’ approaches, allowing students to access detailed information
during the examination (from books or other resources) and to then use this as
the basis for solving integrative, problem-based questions.
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