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Foreword 
This Handbook has been compiled by the Office of Academic Assurance, in consultation with the 
University’s Teaching and Learning Committee, College-based academic staff, Student Administration, 
and the National Centre for Teaching and Learning.  It is intended to guide academic staff involved 
with the assessment of students at Massey University and to promote best practice across the 
University.   

The Handbook covers many aspects of assessment practice and is intended to offer an introduction to 
topics and act as a reference document for University policies and procedures that relate to 
assessment. It is a living document that will support the discourse and practices of teaching and 
learning, specifically related to assessment, with continual amendments as areas for future expansion 
and inclusion are identified.  Staff should refer to the online version to ensure they access the current 
document.   

In the first iteration of this Handbook, resources, guidelines, and practical tips are provided.  Future 
versions of the Handbook will focus on the principles and guidelines of assessment, which will 
underpin a forthcoming suite of practical resources as an Assessment Tool Kit for staff, the 
development of which will be led by the National Centre for Teaching and Learning in conjunction with 
all Colleges.   

The Handbook has been compiled at University-level and, therefore, does not stand in isolation from 
any College, School, or qualification-level guidelines, policies, procedures, or regulations.  It should be 
read in conjunction with any College-specific documentation.  

The Handbook does not include assessment of research for a thesis course of 90 credits or greater.  

Bold terms are linked to a glossary in Appendix A.  
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1. Introduction 

Assessment is a central feature of the teaching learning experience; it is fundamental to the 

curriculum and frames how students learn.  Assessment can be a powerful process to enable students 

to access and enhance their learning, rather than merely being used in the traditional way of 

measuring and documenting achievement of learning outcomes.  Focusing on improving assessment 

will support Massey University to continue to enhance its teaching and learning practices.  

To support Massey University’s teaching and learning goals and commitment to quality assurance, 

staff will ensure all assessments are designed with the intention of enhancing the quality of the 

learning experience for all students. The University will provide all students the best possible 

opportunity to achieve the intended learning outcomes for their courses through a range of 

assessment methods and in accordance with relevant University policy1.  

In Assessment 2020, Boud and Associates presented seven propositions for assessment to have the 

most effect, which can guide the design, development, and implementation of assessments (2010).  

They proposed (pp. 2-3) that assessment has most effect when: 

 assessment is used to engage students in learning that is productive 

 feedback is used to actively improve student learning 

 students and teachers become responsible partners in learning and assessment 

 students are inducted into the assessment practices and cultures of higher education 

 assessment for learning is placed at the centre of subject and program design 

 assessment for learning is a focus for staff and institutional development 

 assessment provides inclusive and trustworthy representation of student achievement 

Consistent with the principles above, the Higher Education Academy (HEA) included the following six 

tenets to underpin its framework for transforming assessment (2017): 

 promoting assessment for learning 

 developing assessment that is fit for purpose 

 recognising that assessment lacks precision 

 construction standards in communities 

 integrating assessment literacy into course design 

 ensuring professional judgements are reliable 

This Handbook covers several aspects of assessment that focus on promoting the student learning 

experience, and which articulate the University-wide commitment to the quality and underpinning 

principles of assessment at Massey.  It is intended to challenge, encourage, support, and position staff 

to enact leading assessment practices, and focuses on supporting students toward a deeper approach 

to learning.   

The first version of the Handbook also includes practical 

tips, resources, and guidelines, as well as links to external 

resources to support academic staff in their assessment 

practices.  

                                                           
1 Massey University – Academic Policy Guide (https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm) 

“There is nothing more important 
than assessment - if we get that 
wrong we damage students’ futures.  
And getting assessment and feedback 
right are the hardest things we do.” 
(Race, 2015, p. 30)  

https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
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1.1. Purpose of Assessment 

Assessment in higher education has an integral role to play in both student learning and university 

teaching.  Assessment is, therefore, a key issue for students, instructors, and those responsible for the 

design, accreditation, quality assurance, and review of courses and qualifications.   

Given the importance of lifelong (and life-wide) learning and the growing acknowledgement that 

informal learning (in both formal and informal contexts) plays a key role in the student experience, 

assessment must fulfil multiple roles and purposes.  

Assessments provide students the opportunity to work toward achieving (and informing whether a 

student has achieved) the required learning outcomes for their courses and graduate profiles for their 

qualifications.  As lifelong learning is not possible without ongoing assessment of self, others, and the 

task at hand, assessments also provide a sustainable approach to support ongoing learning, beyond 

course requirements.   

Assessment can be for learning (primarily associated with formative assessment) or of learning 

(primarily associated with summative assessment).   

Formative assessment is used to monitor student learning to inform student development and 

enhance the learning process.  The formative process occurs when students use assessment data to 

identify their strengths and weaknesses and target areas that need work, and when staff recognise 

where students are struggling and improve their teaching to address the problem immediately.   

Summative assessment measures and documents a student’s achievement of the intended learning 

outcomes.  Although summative assessments are often used at the end of a teaching period, students 

can use both formative and summative assessment practices in formative ways, and for self and 

ipsative assessment (where students can compare existing performance with previous performance).  

Ipsative assessment can underpin either formative or summative assessment.    

The purposes of assessment are: 

To support student learning and development  
Assessment provides an opportunity for constructive feedback to support a student’s progress 

toward achievement of the course and programme learning outcomes. Supported by, and aligned 

with, a strong and demonstrable link between learning outcomes and assessment task, constructive 

feedback can help students develop self-efficacy to improve their performance. 

To document student achievement 
Assessment provides a means by which each student’s achievement of the aims and intended 

learning outcomes of a course is documented through the award of grades. 

To assure student readiness, qualification, or competence 
Assessment assures a student’s readiness to progress to the next level of study, fulfilment of the 

requirements for an award of qualification, or competence to practice. 

To distinguish between the level of student ability  
Assessment provides a means to differentiate between levels of ability within a cohort of students.  

To assure quality delivery of courses and programmes 
Assessment provides evidence of the quality of a course, programme, and teaching. It provides 

feedback to academic staff regarding the effectiveness of the teaching and learning methods within 

courses and across a programme.  
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1.2. Principles of Assessment 

Assessments are recognised as learning activities, designed to facilitate student learning and motivate 

students throughout their studies. At Massey University, assessments are based on the following 

principles: 

Validity 
Assessments should provide credible evidence to support assessment decisions. As part of this, 

assessment tasks should measure what they purport to assess.  

Reliability 
Assessments should provide a consistent measure of student performance on the intended learning 

outcomes.  Results should not depend on the marker assigned or the sample of tasks chosen for 

the assessment.  

Relevance  
Assessments should be demonstrably linked with the intended learning outcome, should align 

authentically with practices in the discipline and the broader ‘real-world’ context, and be 

appropriate to the level of course within which they are administered.   

Fairness 
Assessments should be free from bias that is caused by the individual or group background (either 

of the assessors or the students). Grades are dependent only on the achievement of the intended 

learning outcomes.  

Manageability  
Assessments should be reasonable and manageable, in line with the course’s workload 

requirements, and take account of the time and resources available for both students and staff. 

Irrespective of discipline, mode of delivery, or level of study, courses within and across programmes 

should have workload expectations that are commensurate with the course’s credit value2.  

Transparency  
Assessments should be clear in their purpose, with criteria and expectations made available and 

clearly communicated to students and staff in a timely manner so that the benefits, purpose, and 

procedures are understood by all parties.  Academic staff must have a clear understanding of how 

marks and grades will be awarded, and effectively communicate this information to students and 

contracted markers.   It should be clear to students what they are expected to do, the circumstances 

in which they are asked to do it, and how marks and grades will be awarded. 

1.3. A Staff-Student Partnership Approach 

Learning is often presented along a continuum from student-centred to teacher-centred. In reality, 

the learning approach is not black and white in terms of determining whether a course is student-

centred or teacher-centred.  However, by focussing on the 

concepts of student choice, student activity and passivity, and 

with whom the power lies, staff can consider where their 

teaching and assessment practices are positioned along the 

continuum.  

                                                           
2 150 effective hours per semester for a 15 credit undergraduate course 

RESOURCE 1 includes 
examples of student-centred 
teaching & learning methods. 
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A student-centred view of teaching and learning is not a new 

concept; however, with respect to student engagement and 

a staff-student partnership in assessment practices, it is 

possible that there is room for greater student involvement.   

Students attend to the assessment practices they are exposed to as a means to determine the focus 

for their learning; they learn to be more strategic (knowing when and what to learn and demonstrate) 

or more superficial (regurgitating facts and figures) depending on the assessment method.  To adopt 

assessment practices that will encourage students toward a deeper approach to learning, assessment 

processes need to manifest a strong staff-student partnership.  

As Massey University seeks to promote sustainable assessment practices for lifelong learning, staff 

must focus on engaging students as active partners in their learning.  By enabling students to 

continually assess while they learn, when they are exposed to novel situations outside the classroom, 

they will be able to self-assess and use evaluative judgements.   

Key to the staff-student partnership approach is effective feedback that is incorporated into teaching 

and learning activities.  Feedback loops need to be intentionally designed for practical purposes, 

avoiding one-way, short-term, task-focused feedback.  Through effective feedback loops, students are 

encouraged to respond and demonstrate how previous feedback has affected their current 

performance and develop their ability to make broader effective judgements about their own work 

(Boud et al., 2010).   

As Greenwood and Te Aika note, “one size does not fit all, and tertiary success has a number of 

physical, academic, and cultural manifestations for Māori” (2008, p. 97).  As such, and acknowledging 

Massey’s commitment as a Treaty-led university, staff should consider the following resources and 

supporting documents to ensure they create inclusive and culturally aware learning environments: 

Hei Tauira: Teaching and learning for success for Māori in tertiary setting3s. 

Ka Awatea: An iwi case study of Māori students' success4. 
Colouring in the White Spaces: Cultural Identity and Learning in School: a Research Report 
Prepared for the ASB/APPA Travelling Fellowship Trust 
Following a Study Tour in 20095. 
You've Gotta Set a Precedent: Māori and Pacific voices on 
student success in higher education6. 

  

To acknowledge the staff-student partnership with respect to 

assessment practice, and focus on the need for effective 

feedback, this Handbook is structured according to the key 

aspects in Figure 1; a central partnership encompassed by the 

stages of the assessment lifecycle and underpinned by the need 

for ongoing, effective feedback. 

                                                           
3 Greenwood, J., & Te Aika, L. H. (2008). Hei Tauira: Teaching and learning for success for Māori in tertiary settings. Ako Aotearoa. 
4 Macfarlane, A., Webber, M., McRae, H., & Cookson-Cox, C. (2014). Ka Awatea: An iwi case study of Māori students' success. Te Rū 
Rangahau, University of Canterbury. 
5 Milne, A. (2009). Colouring in the White Spaces: Cultural Identity and Learning in School: a Research Report Prepared for the ASB/APPA 
Travelling Fellowship Trust Following a Study Tour in 2009. ASB/APPA Travelling Fellowship Trust. 
6 Mayeda, D. T., Keil, M., Dutton, H. D., & Ofamo'Oni, I. F. H. (2014). “You've Gotta Set a Precedent”: Māori and Pacific voices on student 
success in higher education. AlterNative: An International Journal of Indigenous Peoples, 10(2), 165-179.  

“Learning cannot be sustainable in any 
sense if it requires continuing 
information from teachers on students’ 
work.” (Boud & Soler, 2016, p. 403) 

Figure 1. Assessment Lifecycle 

http://journals.sagepub.com/doi/pdf/10.1177/117718011401000206
http://journals.sagepub.com/doi/pdf/10.1177/117718011401000206
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2. Assessment Design 

All assessments must be demonstrably linked to clear 

and manageable learning outcomes, enhance 

learning, and support effective instructional practice.   

Design decisions should be informed by a whole-of-

programme perspective to promote vertical 

integration of learning opportunities, a balance of 

assessment practices that are fit for purpose, and an 

overall contribution to the graduate profile.  This 

includes consideration of incremental assessment 

across courses and sets of core courses for a 

programme, to support every student’s opportunity 

to learn, understand, and use the course materials. 

Assessment design should focus on ensuring tasks contribute to students’ understanding of their own 

learning (e.g., through self-assessment and ipsative 

assessment).  Assessments should promote students to reflect 

on their performance for improvement, so students do not only 

rely on marks and grades to demonstrate achievement of a 

standard.   

When designing assessments within a whole-of-programme context, staff should ensure student 

workloads are manageable and align with the stated learning hours for the course and programme.  

Specific practices and procedures within Colleges should be clearly communicated to staff and 

students.   

Colleges should appoint experienced academic staff as mentors to 

new staff members to introduce them to the culture of assessment 

in the College and to advise them on assessment design, 

assessment components (including examination paper design, if 

applicable), and moderation of assessments.  

2.1. Academic integrity 

In all assessment design, consideration should be given to the University’s academic integrity policies 

and frameworks7.  The principles underpinning the University's Academic Integrity Policy are primarily 

educative and include: 

 teaching students skills and practice related to information literacy and academic integrity 

 developing understanding for staff regarding how to integrate the principles of academic 
integrity and information literacy into their teaching 

The University has compiled additional information8 to assist academic staff to incorporate these 

elements into teaching practice.  

                                                           
7 Massey University – Academic Integrity (https://www.massey.ac.nz/massey/about-massey/university-management/avc-
academic/academic-integrity/integrity-home.cfm)  
8 Massey University – Academic Integrity Resources for Staff (http://www.massey.ac.nz/massey/about-massey/university-
management/avc-academic/academic-integrity/academic-integrity-staff.cfm)  

RESOURCE  2 contains 
guidelines for assessment 
design, development, & 
implementation.    
 

“Students who are engaged and 
inspired by their assessments 
are more likely to overcome 
challenges.” (JISC, 2010, p. 1) 

https://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/integrity-home.cfm
https://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/integrity-home.cfm
http://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/academic-integrity-staff.cfm
https://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/integrity-home.cfm
https://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/integrity-home.cfm
http://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/academic-integrity-staff.cfm
http://www.massey.ac.nz/massey/about-massey/university-management/avc-academic/academic-integrity/academic-integrity-staff.cfm
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Some principles of assessment design that support and encourage academic integrity include 

providing assessment activities that are: 

 novel, interesting, and relevant and for which the value to learning is clear to students 

 achievable by students within the workload requirements of the course 

 fairly assessed so that student achievement is rewarded 

 accompanied by early formative feedback and support for students to be successful 

2.2. Designing different types of assessment  

Across a programme of study, students should expect to be 

assessed through a variety of assessment methods.   Staff 

should consider various types of assessment throughout the 

semester as well as assessment administered at the end of 

the semester, or during the University’s examinations period.  

If the nature and structure of the assessment task can support and 

encourage the principles of academic integrity, and the assessment is 

of the application of learning rather than the recall of knowledge, staff 

should be encouraged to explore various options of how their course 

can be assessed.    

Staff should consider assessment methods and tasks that involve students in their own assessment.  

To enhance the staff-student partnership, small steps, such as choice of essay topic or exam questions, 

capstone projects, or student selection of tasks for a final grading or portfolio can help move the 

assessment practice toward the student-centred end of the continuum.  

Other examples to enhance student participation in the design stage could include choosing or setting 

the assessment task, or including students in discussions about assessment criteria or marking rubrics.  

Additionally, designing tasks that include self and peer assessment can facilitate a deeper approach to 

learning.    

In the design of formative assessment tasks, which have been shown as vital to increasing student 

learning, staff should consider whether the assessments they are setting include the ten key 

characteristics Cizek distilled (2010, p. 8): 

 Requires students to take responsibility for their own learning 

 Communicates clear, specific learning goals 

 Focuses on goals that represent valuable educational outcomes with 
applicability beyond the learning context 

 Identifies the student’s current knowledge/skills and the necessary steps for 
reaching the desired goals 

 Requires development of plans for attaining the desired goals 

 Encourages students to self-monitor progress toward the learning goals 

 Provides examples of learning goals including, when relevant, the specific 
grading criteria or rubrics that will be used to evaluate the student’s work 

 Provides frequent assessment, including peer and student self-assessment and 
assessment embedded within learning activities 

 Includes feedback that is non-evaluative, specific, timely, and related to the 
learning goals, and that provides opportunities for the student to revise and 
improve work products and deepen understandings 

 Promotes metacognition and reflection by students on their work 

RESOURCE 3 contains 
examples of 
assessment methods 
at Massey University. 

“The appropriate inclusion of Māori 
content can contribute to a dynamic 
and diverse learning environment 
that reflects the unique position of 
universities in Aotearoa New 
Zealand.” (Hall, 2011, p. 28) 
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To ensure that staff are not simply assessing more, Scott (2016) suggested assessing less but 

assessing better could be supported when the types of assessment used are ‘powerful’ (relevant, fit 

for purpose, integrated, real-world).  Powerful assessments can be formative or summative, and can 

be used during semester, or as final examinations.  To check if an assessment is powerful, Scott 

suggests considering whether the task (p. 23): 

 Attracts high levels of student satisfaction 

 Clearly addresses the key capabilities set down for the programme, especially those 
identified as characteristic of work ready plus graduates  

 Brings to bear different perspectives, taps into multiple domains of learning 

 Is integrated – that is, it concurrently seeks to assess key personal, interpersonal and 
cognitive capabilities in the profession/discipline concerned, along with appropriate 
and effective use of relevant competencies 

 Is not just problem-based but solutions oriented; and involves doing not just knowing  

 Has a whole-of-programme focus  

 Directly relates to what has been learnt  

 Produces representations of what students can do rather than just a grade  

 Can be digitally enabled  

 Promotes academic integrity  

 Is, whenever possible, dilemma-based/ ‘wicked’/ real-world focused/ authentic and 
demonstrably relevant to effective early career practice  

 Can be used for learning (formative) as well as for assessment (summative)  

 Is scalable 

Additional resources for assessment design: 
UTS - Designing and Redesigning Assessments9  
UCD – Teaching Toolkit10 
A Practitioner’s Guide to Choice of Assessment Methods within a Module11  
The Lecturer’s Toolkit12 
 

2.3. Constructive alignment  

Design decisions should ensure there are clear links 

between the level and nature of assessment, the stated 

learning outcomes, and the teaching and learning 

activities used.  

When assessments are misaligned with the learning 

outcomes or the teaching strategies, student 

engagement and the quality of their learning can suffer.  

                                                           
9 University of Technology Sydney – Designing and Redesigning Assessment (http://www.uts.edu.au/research-and-teaching/teaching-and-
learning/assessment-futures/designing-and-redesigning-assessments)  
10 University College Dublin – Teaching and Learning Resources 
(http://www.ucd.ie/teaching/resources/assessment/howdoyouassessstudentlearning/)  
11O’Neill G. (2011). A Practitioner’s Guide to Choice of Assessment Methods within a Module 
(http://www.ucd.ie/t4cms/Practitioners%20Guide.pdf)  
12 Race, P. (2015). The lecturer's toolkit: A practical guide to assessment, learning and teaching (4th ed.). New York, NY: Routledge. 

“For a start, let’s remind ourselves that 
we’re still very hung up on measuring what 
learners write. We don’t say in our learning 
outcomes ‘When you’ve studied this 
module you’ll be able to write neatly, 
quickly and eloquently about it so as to 
demonstrate to us your understanding of 
it.’” (Race, 2014, p. 86) 

http://www.uts.edu.au/research-and-teaching/teaching-and-learning/assessment-futures/designing-and-redesigning-assessments
http://www.ucd.ie/teaching/resources/assessment/howdoyouassessstudentlearning/
http://www.ucd.ie/t4cms/Practitioners%20Guide.pdf
http://www.uts.edu.au/research-and-teaching/teaching-and-learning/assessment-futures/designing-and-redesigning-assessments
http://www.uts.edu.au/research-and-teaching/teaching-and-learning/assessment-futures/designing-and-redesigning-assessments
http://www.ucd.ie/teaching/resources/assessment/howdoyouassessstudentlearning/
http://www.ucd.ie/t4cms/Practitioners%20Guide.pdf
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For taught courses, it is helpful if assessments are structured in a way that each learning outcome is 

subject to at least two assessment opportunities13. Should a 

student miss or not succeed in one assessment, evidence of 

their achievement of learning outcomes could be provided by 

another14.   

There is no ‘one size fits all’ approach to sequencing 

assessments.  However, assessment design should be 

balanced between providing students with the opportunity to acquire new skills and knowledge (e.g., 

multiple assessments, low-value) and facilitating in-depth investigation and analysis (e.g., single 

assessments, high-value).   

Whether each assessment of a learning outcome be of the demand 

required at the end of the course, or sequenced assessments that focus 

on a gradual increase in difficulty toward the final required learning 

outcome over the length of the course, is dependent on the course 

structure.  Using whole-of curriculum design planning will support staff to 

ensure coherency in their course structures. 

2.4. Moderation of assessment design 

Moderation is a quality assurance mechanism that promotes consistency, equity, accuracy, and 

reliability in assessment and occurs across the assessment lifecycle. While staff may place greater 

priority on proofing and peer reviewing final examination papers15 prior to submitting to Assessment 

Services, moderation of all assessment design will enhance the quality of assessment at Massey. The 

process, which can be formal or informal peer review, helps ensure that assessment criteria and 

judgments are aligned with the same standards across all offerings, programmes, and academic units.   

Moderation of assessment design (for assessment during semester as well as final examinations) 

takes into consideration the academic quality of assessment components, to enhance good 

pedagogy and ensure equivalence.  Moderating the design of assessments helps to ensure the 

assessment is indeed assessing what is intended (aligned with the relevant learning outcomes), the 

assessment is at the appropriate level, the workload is appropriate, and the task is achievable.  

Effective moderation of design requires that both the task and the marking scheme be examined by 

moderators. 

Collaborative approaches to reviewing assessment design can contribute to the development and 

sharing of good practice. Programme or disciplinary groups can use moderation at the design stage to 

develop a shared understanding of standards of achievements, what assessment tasks are considered 

appropriate evidence of performance in the discipline, and what criteria are used to measure student 

performance. Where College practices facilitate, team teaching or external moderation by a discipline 

expert who is not involved in the delivery of a particular course can also help enhance assessment 

design.  

 

                                                           
13 Multiple learning outcomes can be assessed for each assessment task  
14 A useful guideline is two to three formal assessments per 15 credit course, with opportunities for non-assessed feedback 
15 It is critical for staff to ensure all information contained in final examination papers is correct, as the printing and distribution is managed 
centrally, and any changes required can negatively impact students completing their examination 

RESOURCE 5 
provides examples 
of aligning 
assessment types to 
learning outcomes.    
 

RESOURCE 4 provides 
guidelines using SOLO 
Taxonomy and Bloom’s 
Taxonomy to assist staff in 
developing learning outcomes. 
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3. Task Completion 

Assessment tasks are used to engage students in learning that is productive; through task completion, 

students become active participants in their learning.  Using a balance of assessment tasks, including 

tasks that engage students in self, peer, and ipsative assessment, can help students develop learner 

agency.  The variety of tasks can include formative and summative assessments, as both types of 

assessment are a means to provide constructive feedback to students. 

To enhance student engagement in assessment tasks, in order for assessment to become a driver for 

more effective learning, staff should consider:  

 Clear, specific, and consistent 
communication about assessment 
criteria and submission dates 

 A variety of approaches and formats to 
sustain interest and encourage time 
spent on task 

 Flexibility and choice in assessment 
formats 

 Provision of marked assignments as 
benchmarks 

 Authenticity in the task experience 

 Interactivity to prompt deeper and 
more active learning Inclusion of self 
and peer assessment 

3.1. Communicating assessment requirements 

It is important for staff to help manage the expectations of students in terms of the assessment 

required for each course through clear communication and by setting a reasonable assessment 

workload for students.  This includes not making changes to assessment requirements (including end 

of semester/final examinations) once the course has begun, as this can disadvantage students who 

have planned a full programme of study. 

Staff are required to provide current and prospective students information about assessments in their 

courses two weeks prior to the start of teaching, including assessment criteria, due dates, and 

workload expectations16. These requirements are communicated to students via the relevant course 

guide (and Stream, where applicable) and should set clear expectations for students, including: 

 the requirements to pass the course (e.g., compulsory assessments, minimum marks 
required) 

 the method(s) of assessment for each task and the task weighting 

 expectations regarding the time students should spend on assessment tasks   

 marking criteria for each assessment task 

 submission deadlines and extension criteria 

                                                           
16 In accordance with Massey University’s Policy Relating to Paper Information and Study Resources 
(https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm)  

https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
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To help communicate assessment requirements, staff should 

consider opportunities for active engagement with students.  For 

example, staff might spend dedicated time engaging in 

discussion with the class about the criteria, to ensure students 

fully understand what is being asked of them.  Staff might also 

engage students in marking exercises or self or peer assessment 

activities, in which students are required to apply the marking 

criteria to a piece of work.   

The completion of assessment tasks should help foster scholarly practice and the value of academic 

integrity, and staff should ensure expectations relating to the University’s academic integrity policies, 

procedures, or frameworks are clearly articulated to students.  This includes advice when assessments 

are required to be submitted through the University-wide software application Turnitin17.  

Staff should consider the use of Turnitin as a teaching tool (e.g., through enabling multiple submissions 

and giving students the opportunity to analyse their work before final submission), and refer to their 

College for discipline-specific guidance.  For example, some disciplines may consider multiple 

submissions an opportunity for students to simply revise their assignment to address similarities 

identified by Tunitin without actually dealing with the underlying issues, when perhaps, one draft and 

one resubmission might be the most appropriate educative use of the tool. Other disciplines may 

regard as many draft submissions as a student chooses to be appropriate prior to final submission. 

3.2. Compulsory assessment requirements 

Compulsory assessments are those assessments that a course coordinator considers to be of such 

importance that it would be inappropriate for a student to pass the course without completing the 

assessment, given the task’s links to the required learning outcomes.   

For regularly occurring assessments (such as laboratory tests), staff may consider requiring 

participation or completion as a compulsory percentage (e.g., four out of five) rather than requiring 

compulsory attendance for every occurrence.   

Where a course has compulsory assessment requirements, staff need to clearly communicate the 

requirements to students.  For example, this could be an average of 50% over all assessments, 50% in 

each assessment, attendance at all seminars, participation in a compulsory field trip, completion of all 

assessments, or a minimum of 50% in the final exam.  These requirements comprise a formal part of 

the course composition and require appropriate academic governance approval to amend. 

3.3. Number and weighting of assessments  

Staff should seek to achieve a balance between courses being overly assessed and courses having few 

highly-weighted assessments. In an undergraduate 15-credit course, where a student is expected to 

spend approximately 150 hours on their study, it might be reasonable 

for staff to set formal assessments for each 50 hours of student effort 

(two to three per course).  Requiring more than two to three formal 

assessments per 15-credit course can quickly proliferate the workload 

                                                           
17 Massey University – Student information about submitting to Turnitin 
(https://www.massey.ac.nz/massey/fms/NCTL/Turnitin/Student_submission_to_TII_070311.pdf)  

RESOURCE 6 contains 
a template to help 
staff planning course 
workloads   
 

“For students to become self-
sustaining producers of high 
quality intellectual and 
professional goods, they must be 
equipped to take control of their 
own learning and performance.” 
(Race, 2015, p. 29) 

https://www.massey.ac.nz/massey/fms/NCTL/Turnitin/Student_submission_to_TII_070311.pdf
https://www.massey.ac.nz/massey/fms/NCTL/Turnitin/Student_submission_to_TII_070311.pdf
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levels for both staff and students. The most appropriate balance may, therefore, be few formal 

assessments with frequent opportunities for non-assessed or non-credit bearing formative activities.  

When considering the weighting of assessment tasks (including final examinations), staff should avoid 

placing a majority (or high-value) weighting on only one or two assessment tasks, where practicable. 

A poor result in a heavily-weighted assessment during the semester may mean that a student is 

unlikely, or even unable, to pass the course, and may result in limited student engagement for the 

remainder of the semester.  There are also consequences for students who miss assessments such as 

a high-value examination (more than 60%).  An application for Aegrotat consideration may be made; 

however, a pass cannot be awarded, and the only outcome would be for an alternative assessment to 

be completed.  This is normally a resit of the examination in the following semester.  

For courses in which a large or single assessment is unavoidable, staff should include, and 

communicate, formative milestones to ensure students have achievable goals, regular feedback, and 

remain on task for completion.   

3.4. Timing of assessments  

Assessment tasks should be designed in accordance with College student workload guidelines.  To 

avoid creating concentrated periods of assessments for students, assessment due dates should be 

spread across a course as well as across courses that contribute to a programme of study, wherever 

practicable.  

In programmes with a prescribed schedule of courses, course coordinators should discuss the 

assessment workload patterns before finalising the assessment due dates across the courses. Where 

practicable, courses should be designed to allow time for assessment activities to be completed 

without exceeding the student weekly workload.  

The mid-semester break is for study and field trips for internal students and for contact workshops for 

distance students.  Therefore, except where there this ongoing engagement during the break (e.g., 

fieldwork, placements, performance activities, contact workshops, etc.), no assessment should be 

due, nor tests held.  

 

A course workload calculator18  

can help staff estimate  

student reading and writing rates 

 for planning student workloads 

 

Staff should also be encouraged to discuss options for online assessment with Assessment Services, 

to allow for greater flexibility across the course and potentially reduce the need for existing emphasis 

on final examinations with such high weightings.  

                                                           
18 RICE Center for Teaching Excellence – Course Workload Calculator (http://cte.rice.edu/workload) 

Where a course has a final examination, due dates for all 

other assessments should not be scheduled at any time 

during the examining period or study week. This is to ensure 

students are not disadvantaged in their examination 

performance through being prevented to prepare for their 

final assessment. 

http://cte.rice.edu/workload
http://cte.rice.edu/workload
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3.5. Self, peer, and ipsative assessment 

Assessment can support students to become self-regulating when discussion between the teacher and 

student, as well as discussion among students, focuses on the criteria and standards associated with 

assessment tasks.   

To facilitate this discussion, help students develop self-

awareness, and enable an approach to deeper learning staff can 

include self, peer, and ipsative assessment within their courses. 

Such assessment does not need to be formally weighted toward 

the final course mark, but incorporating the assessment practices 

will encourage a deeper approach to learning, and more student 

engagement.  

When students carry out self-assessments prior to submitting their work, it not only provides the 

course coordinator an opportunity to provide feedback on the assessment, but also on the student’s 

self-assessment reflections.  This can help staff better understand the areas a student needs to focus 

on, as they will be more aware of the student’s understanding of their strengths and weaknesses.  

When staff encourage peer-assessment, students are able to learn about the process of feedback, as 

well as being able to place their own work in the context of their peers.  This can help students 

understand where they can improve or develop their future work.  

Staff can further encourage students to develop self-regulation and self-efficacy by including ipsative 

assessment in a course.  Ipsative assessment can be used to motivate students who might not receive 

immediate reward through higher grades, and close the feedback loop by helping students recognize 

how they have progressed over time.  This enables students 

to understand how they are developing (by comparing their 

current performance with their previous performance) and 

encourage them to take a longer-term approach to study.   

3.6. Group work as a means of assessment 
Group work, whether in-person or online, can be an effective means to encourage student 

participation, build confidence in students, engage students in a variety of assessment methods, and 

ensure authenticity with respect to ‘real world’ situations.  Group work can facilitate the development 

of a variety of skills, including teamwork, collaboration, organisation, time management, and peer 

evaluation. However, when used incorrectly, group work can lead to students misunderstanding the 

objective of the assessment, or perceptions that the assessment method is invalid or unfair, with 

increased tensions, conflict, and freeloading. 

Staff must ensure group work assessments are well designed to capture the benefits and avoid the 

pitfalls of group activities, and to maximise student learning.  To do this, the assessment must be 

demonstrably fair, clear to students, and take into account the contributions to team effort by 

individuals, so staff can differentiate between students in a way that indicates the extent to which 

each individual has met the intended learning outcomes.   

Consideration should be given in advance to the early identification and management of group 

dysfunction or situations where a student does not engage or productively participate in group 

“A key premise is that for 
students to be able to 
improve, they must develop 
the capacity to monitor the 
quality of their own work 
during actual production.” 
(Sadler, 1989, p. 119) 

Staff might choose to have students 
reflect on their own experiences and 
also look at the same topic from a 
Māori or Pasifika perspective. 
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activities. Additionally, appropriate mechanisms should be put in place to support students working 

in groups, including setting explicit expectations and managing exceptions where students are unable 

to participate.  

When using group work as a means of assessment, staff must consider both the process of the group 

work (the participation as a group) as well as the product of the group (the content covered by the 

activity). Key questions staff should consider when deciding to assess group work include (James, 

McInnis, & Devlin, 2002): 

 whether the product and/or the process of the group work is the main emphasis 

 whether the assessment results in a group mark and/or an individual mark 

 whether the assessment is primarily staff or student (peer or self) marked, or both 

Additional resources for assessing group work: 
Centre for the study of higher education: Assessing Group work19 
UCD – Assessing group work (including online)20 

3.7. Participation-based assessment 

Participation-based assessment tasks offer opportunities for collaborative effort and facilitate learning 

through engagement and co-construction of knowledge. Participation includes a range of activities 

(e.g., online fora, laboratories, debates, tutorials, exercises, seminars, etc.) and can be used for 

assessment when there is alignment between required participation of the task and the learning 

outcomes for the course. 

As a guide, participation-based assessments are often summative and should comprise no more than 
10% of a student’s final mark; however, staff should refer to College guidelines, as this can vary by 
discipline. The following guidelines can assist academic staff with participation-based assessments21: 

a. Participation should: 
i. promote student learning through engagement (cognitive, social, and behavioural) 

ii. be clearly defined in terms of: 

 type of activity, specific teaching and learning events, and workload expectations 

 learning outcomes to be met  
iii. provide opportunities for developmental feedback to students 

b. No marks should be allocated on the basis of mere attendance; marks awarded should be for 
students demonstrating learning that aligns with the intended learning outcomes 

c. Careful consideration should be given to the following aspects: 
i. measurability of the learning associated with the participation and valid evidence of the 

attainment of learning outcomes 
ii. opportunity to provide formative assessment opportunities 

iii. avoidance of over-assessment (e.g., how many and which learning outcomes can be 
practically and validly assessed through the activity) 

3.8. Managing deadlines  

There are two types of assessments that academic staff need to communicate to students their 

options if deadlines are missed; assessments that occur at fixed time and place and assessments that 

                                                           
19 CSHE – Assessing learning in Australian universities: Ideas, strategies, and resources for quality in student assessment 
(http://melbourne-cshe.unimelb.edu.au/__data/assets/pdf_file/0003/1770717/Group.pdf)  
20 University College Dublin – Teaching and Learning Resources (http://www.ucd.ie/t4cms/UCDTLE0065.pdf)  
21 From CoHSS Assessment and Moderation Policy, Principles, and Procedures 

http://melbourne-cshe.unimelb.edu.au/__data/assets/pdf_file/0003/1770717/Group.pdf
http://www.ucd.ie/t4cms/UCDTLE0065.pdf
http://melbourne-cshe.unimelb.edu.au/__data/assets/pdf_file/0003/1770717/Group.pdf
http://www.ucd.ie/t4cms/UCDTLE0065.pdf
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do not.  Assessments that occur at a fixed time and place are those which a student cannot complete 

once the deadline has passed (as defined in the course guide), unless alternative arrangements have 

been made (e.g., centrally administered final examinations or compulsory field trips, contact courses, 

or block courses).  Most assessments do not occur at a fixed time and place, and are those which can 

be conducted or submitted by students after the deadline (e.g., an in-class presentation, submission 

of a written assignment, or a laboratory during semester that can be rescheduled).  

In all circumstances in which a student is unable to meet the deadline for an assessment, they should 

refer to their course coordinator for guidance about their options.  Academic staff must consider and 

advise how they will manage students who do not meet deadlines for assessments.  

3.8.1. Fixed time and place assessments (including final examinations) 

For assessments that occur at a fixed time and place, students can 

either negotiate with their course coordinator for an alternative 

arrangement before the assessment occurs, or they can submit 

an Aegrotat or Impaired Performance application for 

consideration.   Course coordinators should clearly communicate 

to students, in the course guide, that applications for Aegrotat or 

Impaired Performance do not automatically result in adjustment 

of the mark or grade received.  

Applications for Aegrotat or Impaired Performance 

An Aegrotat application22 is made by a student when they have been unable to participate in an 

assessment at a fixed time and place, while an Impaired Performance application23 is submitted by 

a student following the completion of an assessment for which they believe their performance was 

impaired by their circumstances.  The regulations governing Aegrotat and Impaired Performance 

are located in the University Calendar24.  

The application must be received by the relevant College within seven days of the assessment 

activity, unless there are extenuating circumstances. Given that Aegrotat and Impaired 

Performance applications are limited to acute situations (e.g., acute episodes of illness), it is 

reasonable to expect that the student will see an appropriate professional (e.g., medical 

professional) in a timely manner, and submit supporting evidence with their application.   

Per Massey University Regulations, an 

application for Aegrotat or Impaired 

Performance may not be made on the grounds 

of long term illness, long term injury, or disability 

or learning impairment, unless successful 

completion of the assessment is compromised 

by a temporary acute episode of impairment, an 

agreed service not being available to the 

student, or the onset of a long term condition, 

                                                           
22 Massey University – Application for Aegrotat of Impaired Performance Consideration 
(http://www.massey.ac.nz/massey/fms/Current%20students/Files/Exams/Aegrotat.pdf?01E76057F58BB0321950FC9CA8FE6C94)  
23 ibid 
24 Massey University – Calendar (http://www.massey.ac.nz/massey/about-massey/calendar/calendar_home.cfm)  

It is preferable that students 
complete all assessments.  Staff 
should consider alternatives to the 
Aegrotat process if possible, e.g.: 

 a change of venue 

 a change of assessment date 
(within a 24-hour period) 

 an alternative assessment 
 
 

When do Aegrotat and Impaired 
Performance not apply? 

Students cannot submit an application for 
Aegrotat or Impaired Performance in the 
following circumstances: 

 assessments with a weighting < 10% 

 disabilities of long-term impairments 

 assessments not at a fixed time & place 
 
 

http://www.massey.ac.nz/massey/fms/Current%20students/Files/Exams/Aegrotat.pdf?01E76057F58BB0321950FC9CA8FE6C94
http://www.massey.ac.nz/massey/fms/Current%20students/Files/Exams/Aegrotat.pdf?01E76057F58BB0321950FC9CA8FE6C94
http://www.massey.ac.nz/massey/about-massey/calendar/calendar_home.cfm
http://www.massey.ac.nz/massey/fms/Current%20students/Files/Exams/Aegrotat.pdf?01E76057F58BB0321950FC9CA8FE6C94
http://www.massey.ac.nz/massey/about-massey/calendar/calendar_home.cfm
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where diagnosis or injury occurred after the date for withdrawal with a refund in the course which 

is the subject of the application.  

Alternative arrangements – final examinations 

Assessment Services (previously known as the Examinations Office) advises that students who have 

an impairment, injury, or disability, or who are pregnant or breastfeeding, may have alternative 

arrangements made for final examinations.  Some of the services available include: 

 enlarged print question papers and dark lined answer booklet 

 additional time (normally 10 minutes per hour of exam) 

 assistance of a reader or writer 

 use of a computer 

 home supervision 

Completion of the appropriate alternative arrangements documentation25 is required to access 

these arrangements. Students with a permanent impairment or disability who require alternative 

arrangements also need to be registered with Disability Services26. Alternative arrangements are 

coordinated by Assessment Services on the Manawatu campus, and Disability Services on the 

Albany and Wellington campuses.  

International students are required to declare any impairment prior to being admitted to the 

University, and will have any conditions explained to them at that time.  International students will 

be made aware that the concessions for disability or impairment may be different from those 

offered in their home country. For instance, they may have to pay for additional services in New 

Zealand, as services funded by the New Zealand Government may not be available to international 

students, although payment for exam requirements are rare.  

Students may occasionally enquire about or request a change of their final examination date. 

Students must direct these enquiries or requests to Assessment Services (exams@massey.ac.nz).  

Date changes may only be made in the case of employers requiring a student to be at work on the 

day of the exam, for faith-based reasons (e.g., 7th Day Adventists cannot sit Saturday examinations), 

or due to situations outside of the student’s control. Circumstances such as living too far from a 

venue, not having childcare, transportation issues, etc., are not acceptable grounds to provide a 

date change, as they can be managed well in advance. In general, a requested change in 

examination date cannot be such that the student takes an examination ahead of the scheduled 

date, nor 24 hours past the examination date.  

                                                           
25 Massey University – Alternative arrangements (http://www.massey.ac.nz/massey/learning/exams/before-your-exams/alternative-
arrangements/alternative-arrangements_home.cfm)  
26 Massey University – Support for students registered with Disability Services (http://www.massey.ac.nz/massey/student-life/services-
and-resources/disability-services/disability-services_home.cfm)  

http://www.massey.ac.nz/massey/learning/exams/before-your-exams/alternative-arrangements/alternative-arrangements_home.cfm
http://www.massey.ac.nz/massey/student-life/services-and-resources/disability-services/disability-services_home.cfm
mailto:exams@massey.ac.nz
http://www.massey.ac.nz/massey/learning/exams/before-your-exams/alternative-arrangements/alternative-arrangements_home.cfm
http://www.massey.ac.nz/massey/learning/exams/before-your-exams/alternative-arrangements/alternative-arrangements_home.cfm
http://www.massey.ac.nz/massey/student-life/services-and-resources/disability-services/disability-services_home.cfm
http://www.massey.ac.nz/massey/student-life/services-and-resources/disability-services/disability-services_home.cfm
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3.8.2. Assessments during semester (not at a fixed time and place) 

Students who are unable to complete an assessment on time may contact their course coordinator to 

request or negotiate an alternative deadline or requirement.  While staff must have clear boundaries 

and rules, it is vital that staff responsible for managing assessment to allow for flexibility in response 

to students’ needs and changing circumstances.  

Course coordinators have discretion to redress any 

missed assessments or to elect not to, may request 

evidence from the student as to their circumstances, and 

may consider whether: 

 an alternative assessment be provided 

 another assessment be adjusted in weighting to 
compensate 

 a missed assessment with a weighting of less than 10% would substantially impact on a 
student’s ability to pass a course 

 the learning outcomes will be covered by another assessment 

To communicate to student their options, staff should explain their individual policy, or the academic 

unit or College’s policy, and ensure that expectations and consequences are explicit in the course 

guides and clearly communicated to students.  This would include clearly communicating any penalty 

a student may incur for late submission of an assessment, and the timing of feedback on assessments 

submitted late.  Where practicable, a consistent approach should be taken across programmes so that 

students understand the expectations of the programme. 

Noting that deadlines need to be managed to facilitate staff workloads, course coordinators should 

consider when and why deduction of marks for late submission occur.  For example, some staff might 

deduct marks for late submission as soon as the deadline has passed, while others might only deduct 

marks in circumstances where timely submission forms one of the criteria for assessment and is in line 

with learning outcomes for the course.  

An example of an alternative to deduction of marks is the requirement of those submitting late 

without excuse to submit an additional reflective piece in which they discuss why their submission 

was late and how they will undertake to submit work in a 

timely manner in future. Such a task acts as an effective 

deterrent without changing the meaning of marks and 

grades for the assessment. It can also serve an educative 

purpose and promote a climate of trust.  

Any decisions relating to deduction of marks or negotiating 

alternative assessment requirements are up to the 

individual course coordinator, but they must be clearly 

communicated to students prior to the assessment 

deadline.   

 

RESOURCE 7 provides a summary of 

possible options when students’ 

circumstances impact their learning 

experiences or assessments, 

including submitting Aegrotat or 

Impaired Performance applications.  

  
 
 

“How…students learn is quite fluid.  
There are intense times and not-so-
intense times and times when things 
fall to pieces and then come together 
again.  The results are not the end 
themselves.  The pieces, the 
exhibition, the assessable items 
required by the system are not the 
ends.”  
(Greenwood & Te Aika, 2008, p. 45) 
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4. Evaluation (Marking and Grading) 

Marking and grading assessments provides 

a means to evaluate a student’s 

performance against the aims and intended 

learning outcomes of the course.  Marking 

and grading also provides assurance on 

decisions of whether a student is ready to 

progress to the next level of study or has 

fulfilled the requirements to be awarded a 

qualification.  

All students who enrol in a course, pay their 

fees, and do not withdraw will be awarded 

a mark and a grade for that course. 

 

4.1. Grading system 

Massey University recognises a single grading system (Tables 1 and 2), which applies across all 

programmes in all Colleges.  The grading system provides an aligned set of marks and grades with 

which to describe levels or standards of achievement.   The grade bands within the grading system are 

supported by qualitative descriptors to provide staff and students with a further understanding of the 

level of performance associated with grades and marks. 

Application of the grading system should also be considered in conjunction with the outcomes of each 

qualification level of the New Zealand Qualifications Framework27 (NZQF). Additionally, each discipline 

will give different weightings to the elements contained within the qualitative descriptors. Noting that 

not every descriptor will apply in every assessment situation, nor are Tables 1 and 2 an assessment 

rubric, academic staff may provide students with additional details or articulate specific grade 

characterisations relevant to their disciplinary needs and the aims and scope of the assessment, and 

the course level. 

Students may receive a letter grade, mark (or percentage), 

or a pass/fail result for individual assessments and final 

course marks and grades28.  If a student has submitted a 

valid Aegrotat or Impaired Performance application and the 

course coordinator confirms a change to the student’s 

assessment result29, the student may receive an AG or DC on 

the related assessment and their final course grade.   

                                                           
27 NZQA – NZQF (http://www.nzqa.govt.nz/assets/Studying-in-NZ/New-Zealand-Qualification-Framework/requirements-nzqf.pdf) 
28 Note: students see both a numerical mark and a letter grade in the student portal of the SMS 
29 See section 4.3 for consideration of Aegrotat and Impaired Performance applications 

“Students’ perceptions…tell us that 
assessment and feedback continue 
to be the least satisfactory elements 
of the higher education experience, 
that assessment criteria are not 
clear, and that students do not 
believe that marking and grading 
are fair.” (Race, 2014, p. 72) 

http://www.nzqa.govt.nz/assets/Studying-in-NZ/New-Zealand-Qualification-Framework/requirements-nzqf.pdf
http://www.nzqa.govt.nz/assets/Studying-in-NZ/New-Zealand-Qualification-Framework/requirements-nzqf.pdf
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Table 1. Massey University grading system – Passing grades with band descriptors 

Grade Mark Band descriptor – Passing Grades30  

A+ 90 - 100 

Exceptional, Outstanding (greatly exceeds satisfactory-level response)  
Evidence of a high level of attainment of learning outcomes. As applicable, this may include:  

 consistent evidence of deep and critical understanding, with outstanding students evidencing the integration, application, and evaluation of critical ideas, 
principles, concepts, and theories in the field of study 

 critical evaluation and analysis of problems, solutions, and implications of solutions  

 consistent evidence of ability to appropriately place concepts, principles, and theories in the context of the discipline and broad community, including the 
ability to evaluate and determine the validity and soundness of claims and theories within a discipline and popular media  

 substantial insight, creativity, and originality in identifying, generating, and communicating competing arguments, perspectives, or problem-solving approaches  

 fluent, thorough, and sophisticated communication of information and ideas in terms of the conventions of the discipline  

 identification and mastery of appropriate skills, techniques, methods, and concepts with superior to outstanding levels of precision and accuracy  

A 85 - 89.99 

A- 80 - 84.99 

B+ 75 - 79.99 
Very Good, Good (exceeds satisfactory-level response)  
Evidence of learning that goes beyond replication of content knowledge or skills relevant to the learning outcomes. As applicable, this may include:  

 solid understanding of fundamental concepts in the field of study, with few omissions or inaccuracies  

 ability to apply concepts, principles, and theories in a variety of contexts relevant to the discipline and level of study 

 use of convincing arguments with appropriate coherent and logical reasoning  

 clear communication of information and ideas in terms of the conventions of the discipline and fluency in discipline-specific terminology  

 confident and competent application of appropriate skills, techniques, and methods with mostly consistent precision and accuracy  

B 70 - 74.99 

B- 65 - 69.99 

C+ 60 - 64.99 
Satisfactory, Adequate (satisfactory-level response)  
Evidence of sufficient achievement of learning outcomes. As applicable, this may include:  

 replication of content knowledge or skills relevant to the learning outcomes, understanding, and application of fundamental concepts of the programme, with 
some noncritical omissions or inaccuracies  

 discernible argumentation and analysis, with acceptable reasoning and justification, but limited or lacking coherence 

 adequate communication of information and ideas in terms of the conventions of the discipline 

 ideas conveyed with reasonable fluency of language, appropriate syntax, and generally correct grammar, but with some awkwardness or some errors  

 ability to apply appropriate skills, techniques, and methods with satisfactory levels of precision and accuracy 
Note: competency is the minimum standard to be achieved in order for a student to pass; a C minus grade would indicate a student is competent 

C 55 - 59.99 

C- 50 - 54.99 

P  

Ungraded Pass (individual assessment item) 
To be awarded when a student demonstrates achievement of the learning 
outcomes at an acceptable standard on an assessment where student 
achievement is measured as a pass or fail only (without a mark).  

Ungraded Pass (final course grade) 
To be awarded when a student demonstrates the learning outcomes at an 
acceptable standard in a course where student achievement is measured as pass 
or fail only.  

AG  

Aegrotat Pass (individual assessment item)  
To be awarded when a student, who is unable to attend a compulsory fixed 
time and place assessment, submits a valid Aegrotat application, and the 
course coordinator deems a pass appropriate, but there is insufficient 
evidence to assign a letter grade.  

Aegrotat Pass (final course grade) 
If an Aegrotat pass has been awarded for an individual assessment, the final 
course grade would subsequently be AG (unless there is sufficient evidence to 
award a final letter grade, in which case the course coordinator can agree a final 
mark and associated letter grade).  

                                                           
30 Adapted from Macquarie University and the University of Wollongong 
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Table 2. Massey University grading system – failing grades with band descriptors 

Grade Mark Band descriptor – Failing Grades31 

D 40 - 49.99 Fail (falls short of level required to pass) 
Evidence of lack of attainment of learning outcomes, or insufficient evidence of achievement of learning outcomes. As applicable, this may include: 

 missing, partial, superficial, or faulty understanding and application of the fundamental concepts in the discipline  

 missing, undeveloped, inappropriate, or confusing argumentation 

 largely irrelevant material or incoherent structure or lack of logical development for analysis and argumentation 

 insufficient evidence of critical awareness, insight, or independent thought 

 unclear or imprecise organisation and accuracy of language and expression 

 weakness or substantial errors in syntax, grammar, and spelling 

 lack of ability to apply appropriate skills, techniques, and methods with satisfactory levels of precision and accuracy 

 little evidence used for analysis and argumentation or serious misinterpretation of evidence 

 incomplete, confusing, or lacking communication of ideas in ways that give little attention to the conventions of the discipline 

E 0 - 39.99 Low Fail (falls very short of level required to pass) 
Evidence of lack of attainment of learning outcomes, or insufficient evidence of achievement of learning outcomes. As applicable, this may include: 

 seriously inadequate knowledge and understanding, with little or no command of material or awareness of relevant literature and major issues surrounding a 
topic 

 major omissions, misinterpretations, or inaccuracies with respect to analysing evidence or applying fundamental concepts in the discipline 

 wholly irrelevant material or incoherent structure or lack of logical development for analysis and argumentation 

 unclear or imprecise organisation and accuracy of language and expression 

 serious weakness or substantial errors in syntax, grammar, and spelling 

 near or complete absence of ability to apply appropriate skills, techniques, and methods with satisfactory levels of precision and accuracy  

 near or complete absence of attention to the conventions of the discipline, critical awareness or insight, or independent thought 

F  Ungraded Fail (individual assessment) 
To be awarded when there is evidence of lack of attainment 
of learning outcomes, or insufficient evidence of achievement 
of learning outcomes for an assessment task, where student 
achievement is measured as pass or fail only (without a mark).  

Ungraded Fail (final course grade) 
To be awarded when a student, who has marks for submitted assessments totalling 50% or 
more, has failed to meet the required marks for a compulsory course requirement. 

DC  Did Not Complete (individual assessment) 
To be awarded when a student does not submit an 
assessment (including a final examination) or is not granted an 
Aegrotat pass.  

Did Not Complete (final course grade) 
To be awarded when a student: 

 does not submit or meet the minimum requirements of a compulsory assessment (including 
a compulsory final examination), or  

 is not granted an Aegrotat pass for a compulsory assessment (including a final examination) 
following the submission of an Aegrotat application, or 

 withdraws from a course after the specified date for withdrawing without academic penalty.  

                                                           
31 Adapted from Macquarie University and the University of Wollongong 
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4.2. Marking assessment items 

Assessment components of formal assessment tasks are awarded 

a letter grade, a numerical mark (or a percentage), or a pass/fail 

grade (which should only be used for mastery types of assessment).   

Marking requirements should be realistic, enable effective student 

learning, and, wherever practicable, should be criterion-

referenced rather than norm-referenced.  While both approaches 

are appropriate for different purposes, criterion-referenced 

assessment is a standards-based model of assessing student 

learning based on the following characteristics: 

 results are expressed in terms of how well a student’s 
performance matches set criteria 

 criteria32 and standards are set before teaching takes place 

 judgments are made about individual performance, independent of other students’ results 

In any situation in which students’ final grades are ranked or determined by comparison to each other 

(i.e., norm-referenced), ranking must be determined for all students as a single group. If this group is 

comprised of students enrolled in concurrent offerings of a course, then the offerings must use 

identical assessments. 

Student work should be marked against clear criteria that are demonstrably linked to the learning 

outcomes of the course, demonstrate different levels of 

achievement (reflecting the levels articulated on the NZQF), 

and follow a marking guide or rubric, as appropriate. The use 

of a marking guide or rubric is expected for all assessments, as 

it provides clarity and transparency for students, supports the 

team or individuals marking the assessment, and enables 

moderation of the assessment design33.  

Colleges may develop their own model grading practices, suitable for the discipline and types of 

assessment used, which may include points-based, analytical, or holistic systems.  Where points-based 

marking is used, defensible standard-setting procedures and moderation should be used to align 

points awarded with standards.   

Course coordinators and markers must ensure a shared set of interpretations or expectations about 

the award and weighting of marks and about what constitutes a specific level of achievement among 

those engaged in marking. This could involve steps such as: 

 calibrating against marking criteria prior to marking 

 independently assessing three or four assignments and discussing the outcome 

 comparing a sample of the first items assessed against a sample of later items 

                                                           
32Here criteria are used to describe aspects of performance that are assessed, and standards are the level of performance achieved on a 
criterion. 
33 Rubrics can help assessment designers to clarify their expectations, ensure the task is achievable, that task instructions are clear, and 
that the appropriate level is being assessed.  Proper moderation of assessment design cannot occur unless the moderator knows what the 
expectations of the task-writer are.  

“One is…caught in an apparent 
dilemma: the modern quality 
framework pushes institutions 
towards outcomes-based 
approaches and therefore 
criterion-referenced assessment, 
but the abandonment of norm-
referenced assessment and 
especially grade-distribution 
guidelines can allow rampant 
grade inflation.”  
(Lok et al., 2016, p. 454) 

“Well-prepared marking schemes 
can also be enormously valuable 
to students themselves, to aid 
them practise making informed 
judgements on their own, and 
each others’ answers to typical 
questions.”  (Race, 2015, p. 54) 
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4.3. Considering Aegrotat and Impaired Performance applications 

In circumstances where a student submits a valid34 Aegrotat or Impaired Performance application for 

an assessment, staff must consider the application prior to agreeing the mark for the assessment.  

Course coordinators must exercise their professional judgment when assessing an Aegrotat or 

Impaired Performance application and making a recommendation.  This includes checking that any 

personal or medical circumstances are relevant to the situation 

and that the supporting evidence is credible and dated 

appropriately.  If applications are not supported by evidence, the 

result of the consideration may be no change to the original 

grade. Course coordinators should also ensure that they adhere 

to principles of equity and fairness in the assessments, and that 

academic standards are upheld.  

Noting that there can be difficulties in accessing medical and support services at busy times, there 

may be grounds for discretion to be exercised by course coordinators.   

In all cases, course coordinators are required to make a recommendation to an Examinations 

Committee or the School/College’s Chief Examiner who is responsible for the award of grades. 

4.3.1. Considering an Aegrotat application 

When considering Aegrotat applications, course coordinators should check: 

1) that the situation is one in which an Aegrotat application applies; 

2) that the student has completed all compulsory assessments; and 

3) that a minimum of 40% of the total assessments have been completed. 

If a student has completed a minimum of 40% of the total assessments, all 

other compulsory assessments have been completed to the required standard, and submits a valid 

Aegrotat application, the course coordinator may award an AG (pass), DC (fail), or the student may be 

given an opportunity to complete the missed (or an alternative) assessment.  

If the student has completed a minimum of 60% of the total assessment, and the course coordinator 

is confident to extrapolate a letter grade, and considers a letter grade appropriate, the final grade in 

the course may be awarded as a letter (A+ to C-).  Staff would only extrapolate for a passing grade; an 

extrapolation would not be done for a failing grade as a result of a considered application (it would 

remain DC).  

If a student has not completed a minimum of 40% of the total assessments (but all other compulsory 

assessments have been completed to the required standard) and submits a valid Aegrotat application, 

an equivalent assessment can be set for the student to complete within the same enrolment period.  

If it is not possible to have the student complete an alternative assessment within the same semester, 

the student may receive an NF status for the course in question and be permitted to sit the compulsory 

assessment in the next offering of the course. This may be for a final exam where less than 40% of the 

total assessment has been completed by the student or under other scenarios mentioned in the 

procedures for withholding grades (see section 5.5).  

                                                           
34 If the application is not valid, it must be declined, and the student receives either a DC (if the assessment was not completed) or the 
original mark or grade  

RESOURCE 8 

provides guidelines 

for considering 

Aegrotat and 

Impaired 

Performance 

applications. 

A pass should only be recorded 
if the course coordinator is 
confident that a student has 
mastered the subject material of 
the course and achieved the 
required learning outcomes.   
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Table 3. Possible final grade outcomes of an Aegrotat application 

Amount of total assessment completed Possible final grade outcomes 

0 -  39%  NF DC   

40 – 59%  NF DC AG  

60 – 100%  NF DC AG Passing Letter Grade (A+ to C-) 

4.3.2. Considering an Impaired Performance application 

When considering applications for Impaired Performance, an important question for course 

coordinators to consider is “has the student’s performance been truly impaired?”  This is typically 

addressed by comparing the student’s result for the assessment 

for which the impairment is claimed, against those from other 

assessments completed by the student, and with the student’s 

performance to the overall class performance.  

To do this, course coordinators should put aside the issue of 

potential impaired performance and first mark or grade the 

assessment as submitted/completed.  Once the assessment has been marked or graded, the course 

coordinator can compare the mark/grade with previous assessments the student has completed.  The 

course coordinator might also consider the overall class performance on the assessment, to determine 

in relation to the entire class, how the student has performed in the past, and how their performance 

on the assessment being considered relates to the overall class.  

The course coordinator should also consider the section of the application that is completed by a 

registered health professional, as it provides the level of impairment the professional considers the 

student to have faced.  Considering, together, the level of impairment (from little or no impairment 

through very serious impairment, and with an indication of impairment to preparation or just on the 

day of the assessment), the student’s performance on the assessment under consideration, and the 

student’s prior performance will enable the course coordinator to make a reasonable professional 

judgement about a final mark or grade.   

Staff should note that the submission of a valid Impaired Performance application does not 

automatically require the amendment of the mark or grade the student receives on the assessment 

for which the application is submitted.  Rather, following consideration of the application, the 

student’s performance and the class performance, staff make a decision whether to amend the 

mark/grade or leave it as it stands. 

4.3.3. Appealing the outcome of an Aegrotat or Impaired Performance consideration  

It is important that students understand that they cannot assume they will receive, nor are course 

coordinators obliged to recommend, a passing grade or an increase in marks simply because an 

Aegrotat or Impaired Performance application has been made. 

If a student believes that they have sustained academic disadvantage as a result of an Aegrotat or 

Impaired Performance consideration, they may appeal once in writing to the Academic Board or its 

delegate (normally the Chief Examiner of the relevant College) within four weeks of the release of the 

final grade for the course. 

Reminder: Students can 
only apply for AG or IP for 
assessments at a fixed time 
and place, as detailed in 
the course guide.   
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Assessment of coursework, governed by University Assessment and Examination Regulations35, is not 

covered by the Student Complaints and Grievance Procedures36, and matters governed by the Final 

Examination Regulations are explicitly excluded from the Grievance Procedures.  This means that 

students cannot use the Student Complaints and Grievance Procedures to challenge the regulations 

themselves. However, students may still lodge grievances, using the Student Complaints and 

Grievance Procedures if they allege disadvantage through the interpretation, operation, or 

implementation of these Assessment and Examination Regulations, including allegations of breaches 

of the principles of natural justice. 

It is also important to note that while students are obliged by section 12 of the Student Contract with 

the University to use the internal procedures to pursue a grievance, this does not affect their right, if 

they are not satisfied with the outcome, to take their complaint to a variety of outside agencies 

including but not limited to, The High Court for judicial review, the Office of the Ombudsman, or 

Student Complaints. It is therefore in the University’s interest to ensure that access to the internal 

procedures for student complaints is transparent, open and just.  

 

 

 

 

 

 

 

 

 

 

 

 

                                                           
35 Massey University – Assessment and Examination Regulations (http://www.massey.ac.nz/massey/about-massey/calendar/studying-at-
massey-university/assessment-and-examination-regulations.cfm)  
36 Massey University – Student Complaints and Grievance Procedures 
(https://www.massey.ac.nz/massey/fms/PolicyGuide/Documents/Academic/Student%20Complaints%20and%20Grievance%20Procedures
.pdf)  

http://www.massey.ac.nz/massey/about-massey/calendar/studying-at-massey-university/assessment-and-examination-regulations.cfm
http://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
http://www.massey.ac.nz/massey/about-massey/calendar/studying-at-massey-university/assessment-and-examination-regulations.cfm
http://www.massey.ac.nz/massey/about-massey/calendar/studying-at-massey-university/assessment-and-examination-regulations.cfm
https://www.massey.ac.nz/massey/fms/PolicyGuide/Documents/Academic/Student%20Complaints%20and%20Grievance%20Procedures.pdf
https://www.massey.ac.nz/massey/fms/PolicyGuide/Documents/Academic/Student%20Complaints%20and%20Grievance%20Procedures.pdf
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5. Award of Grade 

Massey University has an expectation that all 

assessments that are submitted on or before the 

due date are marked and returned to students 

within 15 working days after the due date37.  

Colleges may have additional procedures; 

however, assessed work must be returned to 

students within the turnaround period and, 

ideally, before the next assessed task or final 

examination.  

It is acknowledged that although moderation of 

design of assessment and use of marking guides 

or grading rubrics have been adhered to, some 

level of adjustment may be necessary for a 

student’s grade (either after an assessment or at 

the time of agreeing final marks and grades).  

Adjustment of marks should be used only where necessary to align the level of student achievement 

with the University grading system, where the level of achievement has been determined by 

defensible moderation or standard setting procedures. 

In practice, it might be difficult to achieve moderation or adjustment of marks after each assessment, 

given time and resource constraints.  At Massey, it has been common practice to make adjustments 

to final grades so that the grade received reflects the course coordinator’s judgement of the level of 

achievement that a particular raw overall score reflects.  If moderation is completed only for final 

grades, staff should consider the following (in the design of assessment across a course) to ensure the 

final overall mark reflects the overall performance of the student: 

 The weighting of early, ‘easy,’ assessment tasks, which are used to encourage students, and 
the learning outcomes to which they are linked  

 The weighting of participation-based tasks, where participation is a minor learning outcome 

 The weighting of assessments that reflect the work involved rather than the importance of 
the learning outcome being assessed 

 The use of, and weighting given to, overly modularised assessment (a number of small tasks), 
in relation to student demonstration of subject mastery and deep interconnected knowledge 

5.1. Moderation for marking and grading of assessments 

Moderation at the time of marking and grading can be used to ensure consistent standards and criteria 

are upheld and to assist the marking and grading processes. Moderation of marks or grades typically 

involves ‘sampling’ of assessments, for example, by selecting assessed work representing 

‘top/middle/bottom’ or ‘pass/fail’ bands.   In situations with multiple markers, moderation should 

occur for every major assessment, with blind marking used whenever possible. 

                                                           
37 Massey University – Assessments and examinations (http://www.massey.ac.nz/massey/learning/distance-
learning/studying/assessment/assessment_home.cfm)  

http://www.massey.ac.nz/massey/learning/distance-learning/studying/assessment/assessment_home.cfm
http://www.massey.ac.nz/massey/learning/distance-learning/studying/assessment/assessment_home.cfm
http://www.massey.ac.nz/massey/learning/distance-learning/studying/assessment/assessment_home.cfm
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To evaluate how marker judgment aligns with assessment 

standards, variation in marking standards are checked across a 

marker’s allocated scripts and also between markers (for 

instance through double marking of clean copies of the same 

scripts).  Comparing and discussing marking during marker 

meetings (or norming meetings) may or may not result in 

recommendations or adjustments.  

Possible outcomes of norming meetings or standard setting may include: 

 amended marker judgments  

 adjusting marks for individuals or across a cohort 

 amended approaches to feedback 

If it is necessary, for formative purposes, to return marks and grades to students before moderation 

is complete, students should be advised that grades are provisional until after moderation. 

 

5.2. External moderation of postgraduate courses 

Colleges may elect to have postgraduate courses externally moderated; however, this is not a 

University requirement. In some instances, this may occur regularly, while others may be done only in 

cases of severe discrepancies.  Some suggestions when considering external moderation include: 

 Moderation of taught postgraduate courses should be undertaken by academic staff with 
knowledge of the discipline within which the course is taught, but who do not teach the course 
being moderated.  

 For each taught course or smaller research exercise (e.g., research other than a thesis), the 
work made available for external moderation would include all or most components that 
contribute 20% or more to the final grade, whether assessed internally or by final examination. 

 External moderators are not required to undertake detailed examination of individual student 
work. The role of the external moderator is to monitor the provisional marks and grades 
awarded by internal examiners, and confirm that the standards applied are appropriate and 
not qualitatively different from those in other universities.  

Specific procedures for external moderation will be detailed by Colleges, with respect to moderation 

of provisional or final grades and results as well as moderation of teaching and assessment practices 

within courses.  

Key steps to consider for moderation of marking and grading:  

1. Discuss assessment criteria, marking rubrics, or schedules used 
2. Select and blind-mark sample student work and discuss any inconsistencies 
3. Course coordinators check markers’ marking 

and grading 
4. Meetings between multiple course coordinators in a single offering should 

be held within 2.5 weeks of the submission date of the assessment and prior 
to the release of assessment to students 

5. Determine outcomes and amendments if necessary and document these 
6. Adjust marks and grades if necessary before returning to students 
7. Complete assessment moderation reports, per College procedures 

RESOURCE 9 includes 

scenario examples, from 

CoHSS, to provide additional 

guidance on moderation of 

marking and grading 
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5.3. Moderation to determine final grades 

Final course grades should indicate demonstrated achievement at the end of the course, evidenced 

through a student’s performance in course work and final examinations (if applicable).  Colleges 

maintain Examination Committees or Assessment and Moderation Committees38, which oversee the 

processes relating to the determination of final grades for courses, including receiving moderation 

reports, and ensuring the moderation reports contribute to higher-level feedback.  

Colleges also have the responsibility to ensure students do not gain from, nor are penalised by the 

choice of their courses or differing practices within Colleges or programmes, and will have clear policies 

and procedures to support moderation, with arrangements in place to ensure fairness and 

consistency of marking, including the proper application of the assessment criteria. These may include, 

but are not limited to: 

 templates for a Chief Examiner’s report 

 moderation checklists for single and multiple markers 

 procedures on final grades processing, guidelines for markers’ meetings 

 guidelines relating to moderation of specific specialist courses, where there are no other 
Massey teachers available  

 processes undertaken when there is a disagreement between moderators 

 and policies and procedures for Examination or Assessment and Moderation Committees  

Colleges will also ensure that students are advised of the College procedures for moderation of 

assessment, including that grades may be adjusted in accordance with College procedures.  

Within Colleges, Chief Examiners (or equivalent) are responsible for oversight of the moderation 

process within their respective College. In particular, they are responsible for reporting to College 

Examination or Assessment and Moderation Committees on significant deviations from the expected 

distribution of awards and how these have been justified.  They should investigate and report on 

discrepancies in distributions between delivery modes or campuses. 

Two examples of undergraduate course final grade distributions used in Massey University Colleges are 

shown in Tables 4 and 5.   

Table 4. Example of final grade distribution at Massey 

 100-level 200-level 300-level 

Calculation basis Percentage of passes Percentage of passes Percentage of passes 

A grades 5 – 20% 5 – 25% 5 – 30% 

B grades 30 – 50% 30 – 50% 30 – 50% 

Table 5. Example of final grade distribution at Massey 

 100-level 200-level 300-level 

Calculation basis Percentage of passes Percentage of passes Percentage of passes 

A grades 5 – 20% 5 – 25% 5 – 30% 

B grades 30 – 50% 30 – 55% 30 – 55% 

Where the aggregate mark for a student places him or her on the borderline (i.e., one mark or less away 

from the next highest grade), consideration may be given to raising the result to the higher grade, 

provided the student’s overall performance in the course is consistent with that result. 

                                                           
38 Colleges may also seek to set up sub-committees at academic unit-level 
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It should be noted that although Colleges have guidelines for final grade distributions, the awarding 

of grades can still be standards-based (not norm-referenced) and there may be approved departures 

from the guidelines.   

Distributions are used to inform judgement of the standard of achievement that a particular raw 

overall mark represents, bearing in mind the usual performance of cohorts in that discipline, and the 

course coordinator’s knowledge of the current cohort. Therefore, distributions are used to inform 

course coordinators of the standards to apply (in terms of appropriate grade cut-points) and then 

grading is done in a standards-based manner. 

Sometimes, especially in courses with small enrolments (less than 20 students), the students in one 

semester may form a particularly good class, or a particularly weak class, and course coordinators 

may recommend distributions outside a College’s guidelines. College Examination or Assessment and 

Moderation Committees have no desire to penalise students in a good class or favour students in a 

weak class by forcing the grade distribution within the guidelines, and may accept grade 

distributions outside the guidelines if the course coordinator provides evidence39 for the deviation.  

5.4. Procedures for withholding grades 

Grades are reported as close to the conclusion of the course as practicable, as the prompt reporting 

of grades at the conclusion of a course: 

 provides summative feedback to students as to their performance in the course 

 enables University-wide feedback to students on their overall academic performance 

 informs awards and scholarships processes 

 informs the enrolment process so that students are assisted to make appropriate choices 

 fulfils the University’s reporting obligations to the Ministry of Education and the Tertiary 
Education Commission 

 minimises the administrative burden associated with managing delayed or deferred grades 

In some circumstances, a student’s grade may not be finalised before grades must be reported, and 

the grade may be withheld, or reported as Not Finalised (NF). A recommendation that a grade for a 

                                                           
39 For example, comparison with the same course in previous semesters, or from the past records of the students in the class. 

Moderation of provisional or final grades and results may involve: 

 moderation of a range of assessed samples of one or more completed 
assignments per year, rotating to ensure regular moderation of assignments 
within the programme 

 moderation of assessed samples of all assignments within a programme in a 
particular enrolment period (semester or year) 

 moderation of all assessed work submitted by students within a programme in 
a particular enrolment period (semester or year) 

 moderation of all assessed assignments of selected students within a 
programme according to defined criteria (e.g., benchmarking of grades in the 
A range, resolution of borderline grades, validation of student ranking, cross-
checking of variations in individual student performance, etc.) 
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course be withheld must be made by the course coordinator at the time the results for the course are 

submitted, and must be supported by the Head of School (or equivalent).  

To be considered for withholding of a grade, a student must have demonstrated sufficient academic 

progress in the course (e.g., by achieving an overall pass in the assessment components completed in 

the respective course). Where required components have not been completed, a DC will be awarded. 

Grades may be withheld in accordance with the processes and timeframes shown in Table 6.  

Table 6. Circumstances for withholding grades 

Circumstance Deadline for grade submission 

Non-PBRF eligible research courses taught as Part 
One and Part Two 

Upon completion of the Part Two course 

PBRF eligible research courses/theses In accordance with the time to completion 
regulations for the qualification 

An approved extension for the submission of a 
thesis, research report, or similar under the carry 
forward of postgraduate regulations 

At the discretion of the relevant Pro Vice 
Chancellor 

An approved extension for the submission of a 
thesis, research report, or similar under the fee 
regulations 

One month after the course end date 

An approved extension for submission of an 
assessment component 

Two months after the course end date 

An alternative assessment (or the CoCA retrieval 
process) 

Two months after the course end date 

An Aegrotat resit granted under the Aegrotat and 
impaired performance regulations 

Next available offering of the course if 
distance, or internal on the same campus.  If 
the cycle of offerings does not permit this 
(e.g., biennial offerings) then an alternative 
assessment may be offered 

An approved extension for the completion of 
practica components in the School of Aviation 
because flying conditions did not allow a student 
to complete the required flying hours in the 
normal semester timetable 

Twelve months from the specified semester 
end date 

A carry forward of enrolment granted under the 
fee appeal regulations 

Next available offering of the course if 
distance, or internal on the same campus 

When matters of academic integrity or student 
disciplinary matters are in the process of being 
investigated 

As dictated by the process 

When exceptional personal circumstances 
prevent a student from completing an internship 
or placement by the end date of the course 

By the end of the subsequent semester/ 
summer school 
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6. Review of Assessments  

Through review of assessments, staff receive constructive feedback regarding the effectiveness of the 

teaching and learning methods for continuous improvement to the delivery of courses. As the 

assessment lifecycle stages suggest, following review, staff can redesign40 their assessments to help 

ensure relevance, innovation, and good practice, to promote the quality delivery of courses at Massey.  

6.1. Considerations for review  

The review of assessment requires staff to consider 

more than just the question or problem provided to the 

students.  During review of assessments, staff should 

carefully consider what went well and what could be 

improved.  To do this, staff should look at both formal 

and informal feedback, from both staff and students41, 

and student performance on assessment tasks.  This 

may include, where practicable, engaging with other 

course coordinators who teach courses in the 

qualification(s) their own course contributes to, to 

ensure a whole-of-curriculum consideration.  

When reviewing assessments, staff should consider whether the tasks provide opportunities for 

students to meet the learning outcomes of the course, are relevant and contextualised for the 

discipline, and engage students in their learning.   

The University of Technology Sydney provides guidelines for taking the full context of students’ 

learning into consideration, and suggest the following for staff to consider when reviewing 

assessments (UTS, 2017b): 

 Prior knowledge and experience - Did students have enough knowledge and 
experience to appropriately interpret what was required? 

 Teaching and learning activities - Did students have sufficient exposure and 
practice in the work before the assessment? 

 The assessment method involved - Did students understand what was required 
of them to prepare for the particular kind of task set for them? 

 Timing of task - Was there a conjunction of other work requirements that 
meant that students had an excessive load at the time? 

 Timing of feedback - Was the task set at a time that rendered the provision of 
feedback unhelpful?  

 Relevance - Did students see the relevance of assessing this particular area at 
this particular stage of the course? 

 Prompting bad habits - Did the task trigger less 
conscientious students to ‘beat the system’ through 
the use of stereotyped requirements that could be 
easily copied or taken from the Internet? 

 

                                                           
40 Changes to assessment components such as weightings, assessment category, or associated learning outcomes should involve peer review 
and require approval through the relevant academic governance processes (e.g., College Boards, Academic Committee) 
41 Student feedback can be obtained from the Massey Online Survey Tool (MOST) or the Student Engagement Survey (SES) 

“There is no substitute to talking with 
students about their experience of 
assessment, though care must be 
taken in ensuring that a sufficiently 
diverse set of experiences is 
represented.” (UTS, 2017b) 
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6.2. Moderation for review of assessment 

Aspects of moderation can support review of assessments, with feedback, observations, reflections, 

and conclusions cycled back into the (re)design stage of the assessment lifecycle.  

Moderation of teaching and assessment practices in a course may involve evaluation of course 

outlines and assessment tasks, and include 

formal and informal feedback from students and 

reflections by staff.   

As a guide, teaching and assessment practices in 

taught courses should be reviewed at least once 

every four years, within a formal moderation of 

a programme.  Such review activities might 

result in recommendations for improvements in 

the assessment design (e.g., in relation to 

difficulty/level of the questions, severity of 

judgments, or assessment type/format).  

Staff should consider student performance during moderation of marking and grading, to determine 

if the work produced by students is of lower or higher quality than expected.  The use of College grade 

distribution guidelines (section 5.3) can assist staff in the review of their assessments, as they can help 

determine if assessments were unusually difficult or easy.   

With a potential increase of online assessments, software can be tailored to provide ongoing 

evaluation of all online tests and examinations, which could support future assessment review.  Staff 

looking to use online assessment are encouraged to work with Assessment Services to explore such 

options.  

 

Some questions staff might consider during their review of assessments could include:  

 Were all students provided with enough information in class prior to the assessment 
in order to complete it successfully?  If not, what could be improved?   

 Did students follow the instructions appropriately? Could the assessment details be 
more clearly communicated? 

 Did students understand how the feedback could be used to improve their learning?  

 Could the course coordinator provide a different type of feedback, or provide 
feedback in a manner that would be more useful to the students?  

 Was the balance of formative and summative assessments suitable? 

 Were all the learning outcomes assessed in accordance with the curriculum plan? 

 Were the assessments suitable for measuring the intended learning outcomes? 

 Do the assessments align with good pedagogy and discipline practice? 

 How have we engaged Māori content and students – what are some effective, 
practical, and scholarly teaching strategies and approaches available to us? 

Moderation is more than comparing marks; 
it also facilitates comparability and good 
practice in relation to:  

 assessment tools, mechanisms, and 
evidence  

 assessment outcomes over time 

 academic level and scope 

 provision of constructive feedback 

 standards of marking, award of grades, 
and feedback to students (especially 
across teaching teams/multiple markers) 

 



 

   
  E

ff
ec

ti
ve

 f
ee

d
b

ac
k 

31 
 

7. Effective feedback 

Feedback is effective when it can be used as a catalyst for change.  As such, taking a short-sighted, 

immediate, task-driven, or one-way approach is not useful for students, nor for staff. However, when 

students are provided with quality feedback on their performance on assessments, as well as on non-

assessed tasks, it can be used as an important 

means for supporting their development.  

Feedback may be provided in oral or written 

format, in person or online, and include 

suggestions for improvement, model answers, 

or general feedback for all students. 

Part of ensuring feedback is effective, is 

setting and communicating clear expectations 

to students regarding feedback.  This will help 

ensure staff and students have a mutual 

understanding of the level and frequency of 

feedback, and assist students with ‘what to 

do’ with the feedback they receive.  

7.1. Engaging students for effective feedback 

Feedback is an area that students identify as integral to improving their learning.  Without clear 

feedback, students have little indication that they are learning, or the areas in which they need to 

focus.  When students are engaged as active participants in feedback, they are able to understand 

their strengths and weaknesses and develop self-efficacy to improve their performance toward 

achievement of the course and programme learning outcomes. 

Changing the role of the student from waiting to be assessed 

by a marker, to one who can assess their own and others’ 

work, enables students to internalise the value systems 

associated with assessment in their subject discipline. 

Learners who are accustomed to giving feedback to their 

peers may become better equipped to assess their own 

performance – a prerequisite first step towards self-managed 

learning.  To assist students in developing the type of skills 

their course coordinator and markers use when assessing, staff can incorporate self, peer, and ipsative 

assessment into courses, which will enable students to rely less on marker feedback in order to make 

improvements to their own work.   

7.2. Providing good feedback 

Students benefit from feedback that is 

received soon after the submission of an 

assessment, as it can inform their future 

learning and work toward future 

assessment tasks.  Assessment practices 

“As soon as the active role of learners is 
acknowledged, then conceptions of 
feedback need to move from the 
mechanistic to the responsive…the role of 
learners as constructors of their own 
understanding needs to be accepted.” 
(Boud & Molloy, 2013, p. 703)  

Students highlight the late return of assessments 
as problematic – it causes anxiety and stress as 
many are keen to know how they are doing. This 
is important in maintaining motivational levels to 
tackle the next assessment.  
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will only help develop a student’s self-efficacy when feedback is context-specific and develops 

confidence in their own learning.   

In some instances, staff may choose to provide general feedback to their class following an 

assessment, in addition to student-specific feedback.  General feedback can include sample solutions 

or model assessment submissions (or parts thereof), to provide students with a sense of an exemplar 

in the early, general feedback.  This type of feedback can be useful to students while the assessment 

task is still fresh in their minds, and can be provided in-class or via Stream (to those students who have 

submitted).   

When writing specific feedback to students, staff should try to provide constructive comments that 

are framed in a manner that is helpful to students, and be conscious of the language they use. This 

includes using personalised language wherever possible.   Feedback should help students identify their 

weaknesses and give them strategies or ideas about how to improve their future work to support 

student learning and promote further thinking, rather than marking every error.  If a student’s work 

needs serious editing (or references are incorrect), staff might consider editing a paragraph or small 

portion as an example and then explaining what is required in the future 

When considering the terminology used, words and phrases such as ‘excellent,’ ‘satisfactory,’ or ‘poor’ 

are limited to the quality of an assessment task in the past and do not provide information to give the 

students a fair chance of doing better in the future. Staff should, instead, consider offering feedback 

that shows students what they should continue to do (e.g., “well done, keep doing this…” or “this will 

continue to get you good marks…”) and what they need to do to improve (e.g., “you could improve 

this by…” or “three things you could do to make this better are…”).  

Staff should also ensure they do not only spend time and effort toward 

students who need a significant amount of help, as high-performing 

students can often feel overlooked if they receive minimal feedback, 

even though their marks or grades indicate success.  Often, high-

achievers are looking for targets to continue to improve, and staff can 

use feedback to help these students set those goals.  

Staff might also wish to help students identify which of their comments are the most important.  

Students tend to apply equal weight to all comments, so staff can help them by identifying the main 

areas for improvement.  

7.2.1. Tips for making feedback effective 

Several researchers have provided tips for providing effective feedback, which staff can draw from in 

developing their own practices. Following a review of the literature on feedback that encourages 

students to become self-regulators in assessment practice, Nicol and Macfarlane‐Dick proposed seven 

principles for good feedback practice, as follows (2006, p. 205): 

1. helps clarify what good performance is (goals, criteria, expected standards)  
2. facilitates the development of self-assessment (reflection) in learning 
3. delivers high quality information to students about their learning 
4. encourages teacher and peer dialogue around learning 
5. encourages positive motivational beliefs and self-esteem  
6. provides opportunities to close the gap between current and desired 

performance 
7. provides information to teachers that can be used to help shape teaching 

“For students to be able 
to apply feedback, they 
need to understand the 
meaning of the feedback 
statements.” 
(Sadler, 2010, p. 535)  
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Race (2010) further highlighted that effective feedback is feedback that continuously interacts with 

other factors of assessment, and should help learners make 

sense of what they have done, to take ownership of the need to 

learn.  Staff can clearly identify the learning outcomes linked to 

assessment and mark or grade students’ achievement of the 

learning outcomes, but students need to remain motivated to 

learn.  Race argues that feedback can be used to assist and 

enhance this desire to learn, by focusing on feedback that (Race, 

2014, p.3): 

 helps learners to make sense of what they have done 

 helps learners to clarify and take ownership of the need to learn as defined by the 
evidence of achievement of the intended learning outcomes defining their studies 

 enhances learners’ want to learn by increasing their self-esteem and confidence 
whenever possible, and by helping them to believe that they can indeed achieve 
the intended learning outcomes and demonstrate this in ways where they will be 
duly credited for this achievement. 

 motivates learners to move forward into their next episodes of learning by doing 
and focus their efforts more sharply towards bringing the experience from their 
past work to bear on making their next work better. 

 encourages students to explain, coach and teach fellow-learners, to increase their 
confidence as they work towards communicating their knowledge in formal 
assessments. 

 involves learners in assessing – making informed judgements can open up to them 
a great deal of further feedback on how their learning is progressing, and how 
well they are becoming able to provide evidence of their achievement in each of 
the forms which will make up their overall assessment. 

Some researchers have used the term ‘feed-forward’ to highlight the need to focus on what students 

should do next, rather than what was not achieved in a past assessment. To provide feedback that 

helps a student focus on what they might aim to do, or do differently on their future assessments, 

staff might consider providing feedback that includes the following (Race, 2014, p. 132): 

 Details of what would have been necessary to achieve better marks or grades, 
expressed in ways where learners can seek to improve their future assignments 
or answers. 

 Praise relating to things which learners have done really well, so that they don’t 
simply shrug off their success, but take on board what to continue to do well in 
future assignments and assessment contexts. 

 Direct suggestions for learners to try out in their next piece of work to overcome 
problems or weaknesses arising in their last assignment. 

 Suggestions about sources to explore, illustrating chosen aspects of what they 
themselves are being encouraged to do in their own future work. 

7.2.2. Varieties of feedback 

In the same way students learn in a variety of 

ways, feedback reaches students in a variety 

of manners, often with advantages and 

disadvantages.    

“When students receive feedback 
from teachers they must engage in 
self-assessment if they are to use that 
information to improve academic 
performance...this implies that self-
assessment is at the heart of 
formative feedback…”  
(Nicol, 2009, p. 339)  

“The desirability of feedback cannot be separated 
from the practical logistics of providing it.  
Because both effectiveness and efficiency are 
constant concerns, feedback should not only be 
of an appropriate type but also provided within 
the available resources...” (Sadler, 2010, p. 536)  
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The more different means of feedback staff use, the more likely it will be that students receive at least 

some feedback in ways that suit their approach to learning.  Some types of feedback staff can consider 

using include:  

 Written feedback 

o Handwritten comments directly on students’ work 
o Summary overall comments 
o Model answers 
o Written, online discussion posts  
o Lists of ‘frequently occurring problems’ specific to an assessment 

 Face-to-face feedback 

o General feedback to a whole group 
o Feedback to smaller groups about anticipated problems or mistakes 
o Feedback in tutorials, allowing for more interaction 
o One-to-one formal feedback (e.g., by appointment) 
o One-to-one informal feedback (e.g., in practical classes when staff have the 

opportunity to chat to individuals) 

 Audio feedback  

o Email attachments of spoken feedback 
o Uploaded files of spoken feedback  
o Personalised, individual feedback 
o Group feedback uploaded to online discussion boards 

 

Additional resources for providing feedback: 
A model and seven principles of good feedback practice42  
JISC Sounds Good Project: Quicker, better assessment using audio feedback43 
Making Learning Happen44, which includes tips for providing effective feedback 

  

 

                                                           
42 Nicol, D. J., & Macfarlane‐Dick, D. (2006). Formative assessment and self‐regulated learning: A model and seven principles of good 
feedback practice. Studies in higher education, 31(2), 199-218. doi:10.1080/03075070600572090 
43 JISC. (2009). Sounds good: Quicker, better assessment using audio feedback. Retrieved from 
https://docs.google.com/viewer?a=v&pid=sites&srcid=ZGVmYXVsdGRvbWFpbnxzb3VuZHNnb29kdWt8Z3g6MmUxZDc2NTJiMWUyZDYzM
Q  
44 Race, P. (2014). Making learning happen: A guide for post-compulsory education (3rd ed.). London: Sage. 

http://www.tandfonline.com/doi/abs/10.1080/03075070600572090
https://docs.google.com/viewer?a=v&pid=sites&srcid=ZGVmYXVsdGRvbWFpbnxzb3VuZHNnb29kdWt8Z3g6MmUxZDc2NTJiMWUyZDYzMQ
https://docs.google.com/viewer?a=v&pid=sites&srcid=ZGVmYXVsdGRvbWFpbnxzb3VuZHNnb29kdWt8Z3g6MmUxZDc2NTJiMWUyZDYzMQ
https://docs.google.com/viewer?a=v&pid=sites&srcid=ZGVmYXVsdGRvbWFpbnxzb3VuZHNnb29kdWt8Z3g6MmUxZDc2NTJiMWUyZDYzMQ
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8. Responsibilities 

The University provides access to teaching and learning resources that support staff in the design and 

delivery of assessments and that support student learning toward the achievement of course and 

programme outcomes.  The following are responsibilities across all levels at Massey.  

8.1. Academic Board and its Sub-Committees 

The Academic Board is the guardian of academic quality at the University and is responsible for the 

Terms of Reference for its sub-committees. The Academic Committee, Teaching and Learning 

Committee, and College Boards are responsible to the Board for ongoing review and evaluation of 

assessment practices, including approval of academic proposals and evaluation and monitoring 

procedures for quality teaching, learning, and assessment, and adherence to relevant policies.  

8.2. Pro Vice Chancellors 

Pro Vice Chancellors have overall responsibility for resourcing.  This includes ensuring adequately 

qualified staff are available to lead teaching and assessment activities, and to engage with supportive 

practices such as moderation and peer review.  

Colleges are expected to ensure new staff involved with assessment are provided with appropriate 

guidance and support and may appoint Directors of Teaching and Learning to lead College practice of 

teaching, learning, and assessment.   

Colleges are also expected to appoint Academic Integrity Officers or Advisors to lead good practice 

and investigate academic integrity issues. Each College should convene at least one examination 

committee following each examination round to oversee practice and assure the award of grades. 

8.3. Heads of Schools/Institutes/Departments 

Heads of Schools (or equivalent, including Programme Directors) are responsible for ensuring that the 

assessment of students is undertaken in a manner consistent with the principles of assessment.  These 

individuals have oversight and responsibility for the construction and alignment of assessment across 

each programme and for ensuring fair and consistent assessment practice in their programmes.  

Heads of Schools (or equivalent) are expected to ensure new staff involved in assessment are provided 

with adequate training, guidance, and support, including induction for the use of Stream and online 

options for assessment.  

The Heads of Schools (or equivalent) have authority to make the final decision on any question 

concerning marking within a course or programme, including approval of contracted markers.   

8.4. Academic staff 

All academic staff should be cognisant of the assessment principles and apply them in their design, 

development, implementation, and review of assessments. 

Academic staff will ensure: 

 they carefully reflect on assessments following each course completion 

 their best professional judgement is used in the allocation of marks and grades to students’ 
work 



 

   
  R

es
p

o
n

si
b

ili
ti

es
 

36 
 

 all results are correctly recorded and marking and grading have been duly and accurately 
performed, including appropriate moderation processes and feedback within the required 
University timeframes 

 the course guide includes statements describing the requirements to complete individual 
assessment items satisfactorily, the requirements for a student to be awarded a passing 
grade for the course, and the method of combining marks or grades for individual 
assessment items into a final grade 

 they set clear expectations for students, including providing clear advice on assessment 
submission requirements and late assessments 

 they monitor student academic integrity and manage breaches of integrity in line with 
University policy45 

 any contracted markers are provided with appropriate reference and guidance materials, 
including required timelines and contacts for clarification if needed 

 moderation is used as required in the design and delivery of assessment 

8.5. Students 

Students are expected to accept responsibility for their learning in the courses in which they are 

enrolled.  In relation to assessments, this includes: 

 accessing the learning resources provided by the University and for the course 

 engaging in learning activities 

 behaving honestly and ethically in completing assessments 

 adhering to the assessment requirements presented in the course guide (e.g., submission via 
electronic or hard copy, referencing techniques to be used, applying for an extension to the 
due date for an assignment when circumstances require it, etc.) 

 avoiding any form of academic misconduct (Student Academic Integrity Policy and 
Procedures46) 

 

All undergraduate (and some postgraduate) courses will normally have a Class Representative who 

will have a role in assisting with communication on issues involving assessment.  This will include 

facilitating student consultation if changes to the assessment scheme are being considered.   

                                                           
45 Massey University – Academic Policies (https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm)  
46 Ibid. 

https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm#Student Academic Integrity Policy
http://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
http://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
https://www.massey.ac.nz/massey/staffroom/policy-guide/academic/academic_home.cfm
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RESOURCE 1: Examples of Student-Centred Learning & Teaching Methods 
 

In the lecture  

Buzz groups  Small groups discuss an issue for a limited time in a focused way (e.g., what they already know, what they are not 
sure about what they want the next lecture to cover) 

Pyramids/snowballing Each student writes some ideas, answers, or notes, then pairs with another students to combine notes, then the 
two combine with another pair for further discussion 

Students producing mind maps in 
class 

The class or groups suggest and organise ideas and information, presenting them visually, often in clusters. Can be 
done on white boards or butcher paper. 

Round table discussions Each student takes a turn to make a statement (e.g., one thing I need to know about, something I learned today, 
one important point about the topic) 

Writing reflections on learning 
/one minute paper 

Use as formative assessment of your teaching to get students to reflect on what happened in class.  Make 
questions open-ended to encourage reflection and feedback.  

Student class presentations Individual, pair, or group  

Role play Groups/pairs/individuals ’act out’ a scenario or information on a specific topics 

Cross-overs  Mixing students into groups by letter/number allocations to work in different pairs/groups  

Interactive handouts Give out sheets/PowerPoints with information missing.  Students need to complete the materials for them to be 
useful. Good for class problem solving.  

Case studies A scenario is presented to the group to discuss and work together on the questions.  

Quick quiz Have a quick quiz on the material covered: at the start, middle, or end of session.   

From: 

 http://www.aishe.org/readings/2005-1/oneill-mcmahon-Tues_19th_Oct_SCL.html 

Orientation to Teaching at Massey Workshop handout, with reference to 

http://edc.polyu.edu.hk/resources/Promoting_Active_Learning.pdf  

 

http://www.aishe.org/readings/2005-1/oneill-mcmahon-Tues_19th_Oct_SCL.html
http://edc.polyu.edu.hk/resources/Promoting_Active_Learning.pdf
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RESOURCE 2: Guidelines for Assessment Design, Development, and Implementation 
To… Assessments should… Questions to ask 

To encourage 
collective 
ownership, 
collaboration, and 
teamwork to drive 
assessment design 
 

Assessments should 
be subjected to peer 
review among 
programme or 
disciplinary groups 

Have there been any discussions regarding how the course contributes to the programme(s) it serves?  
A shared understanding about the purposes of the course in relation to the programme(s) is likely to enhance 
the clarity of the expected outcomes both for students and for staff. 
 
Has the assessment design been peer-reviewed?   
‘Peer-review’ of assessment should be broadly interpreted to include discussions with colleagues about the 
assessment design informed by these principles and guidelines. External examiners, moderation processes, and 
team-teaching can also contribute positively to ‘peer-review’ of the assessment design.   

To clarify the 
purpose of 
assessment and 
support the 
alignment of 
assessment design 
with the graduate 
profile and 
strategic directions 
of the University 

Assessments should 
support student 
achievement of the 
course learning 
outcomes, including 
competencies and 
attributes required for 
professional practice 

Is there a clear link between the course learning outcomes and the overall graduate profile or learning goals 
of the programme(s) served by the course? 
 
Has thought been given to the range of assessment tasks across other courses and how the course 
contributes to the graduate profile? 
A link between the course assessment strategy and that of the programme(s) it serves should be evident. 
 
Is the nature of the assessment task(s) such that it/they will enable differentiation between students who 
have achieved and not achieved the learning outcomes? 
Assessment tasks and marking criteria should be designed to differentiate different levels of student 
achievement, and should enable individual student’s achievement of the learning outcomes to be determined.  

 
 
 
 
To ensure the 
validity of 
assessment 
decisions so that 
assessments 
support student 
learning 
 

 
 
 
 
Assessment decisions 
should be valid, fair, 
consistent, and 
beneficial to the 
learning process 

Are the course learning outcomes clearly articulated?  
Students must be able to demonstrate achievement of all the stated learning outcomes.  
 
Are the learning outcomes expressed at the appropriate level for the course?  
The learning outcomes (and hence the assessment activities) must be appropriate for the level of the course.  
 
Are the linkages between the assessment and the stated course learning outcomes clear?  
The purpose of the assessment(s) in allowing students to demonstrate mastery of the learning outcomes must 
be clear so that valid assessment is supported.  
 
Are there too many learning outcomes? How are they assessed?  
For example, a 15 credit course should typically have about 5 learning outcomes (and no more than 8) which are 
assessed in as valid a way as practical. The idea that ‘sufficient evidence’ is required for the assessment of the 
learning outcomes should guide the assessment design so that the attainment of learning outcomes is assured 
without over-assessing the students.  
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To… Assessments should… Questions to ask 

How is equivalence between the assessment activities and marking criteria used in different offerings of the 
same course assured?  
Equivalence requires a collaborative effort amongst the teaching staff to ensure that different student cohorts 
are assessed fairly and consistently. All staff teaching the course need to agree on the assessment design. 

To maintain 
integrity of the 
assessment process 

Assessments should 
be based on 
appropriate academic 
standards 

How are the assessment standards identified? Do the assessment practices reflect those established within 
the discipline?  
The assessment design should be guided by established practices in the discipline, with a view to extending 
those practices in innovative ways to enhance student learning.  
 
Are the assessment tasks appropriate to, and clearly measuring, the stated learning outcomes?  
Valid assessment interpretation requires that the nature and detail of the assessment task must be appropriate 
to the level of understanding and performance being assessed.  
 
Have the assessment tasks been designed taking into account the need to minimise the opportunities for 
plagiarism or other forms of cheating? Has thought been given to this problematic issue?  
For example, the writing of an essay with a title that is repeated year-on-year is an open invitation for 
plagiarism. Consideration should be given to making regular changes to the assessment activities such as using 
different examples or different contexts. 

To ensure that 
expectations for 
students and staff 
workloads are 
manageable 

Assessments should 
include expectations 
regarding the time 
students spend on the 
assessment and staff 
spend on marking.  
Both should be 
realistic and enable 
effective student 
learning 

Does the assessment weighting reflect a reasonable balance between the effort involved for the student and 
the importance of the learning outcome it assesses?  
There should be a degree of correlation between the time expected to be spent on each assessment activity 
(including all aspects of preparation and study) and the weighting of the activity in relation to the final grade. 
However, this needs to be balanced so that the weightings of assessments are not disproportionate to the 
relative importance of the intended learning outcomes they assess.  
  
Is it evident that the time taken for an ‘average’ student to complete the assessment task(s) is realistic within 
the overall timescale of the course?  
The overall ‘student effort’ for a 15 credit course is 150 hours including all aspects of teaching, learning and 
assessment. Excessive assessment loads will de-motivate, discourage and dis-engage students – there must be 
time for study and reflection. To establish whether the workload is appropriate, staff are encouraged to use the 
Student Workload Calculator.  
Is it evident that the assessment design has realistically taken into account the available staff resources?  
There has to be a balance between the need for assessment and staff resources available for marking and other 
assessment related tasks. The turnaround time for assignments and feedback should be as quick as possible, 
normally no later than 15 working days from the due date.  
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To… Assessments should… Questions to ask 

Has consideration been given to computer-aided assessment which might minimise marking effort, or the 
use of other innovative assessment methods?  
 
Are there opportunities for early formative assessment and feedback?  
Students will be more successful if they can benefit from feedback before completing the major part of the 
assessment task(s). There should be an indication of how formative assessment and feedback will be 
incorporated into the assessment design although such formative assessment does not have to be linked directly 
to the learning outcomes.  

 
 
To help students 
succeed on 
assessment tasks 

 
 
Assessments should 
be designed as 
continuous 
assessment tasks, with 
clear, manageable 
timelines 

Is the purpose of the assessment tasks clear to students?  
Are there opportunities for students to develop understandings through discussing ideas with others?  
Are there opportunities, where appropriate, for students to use the knowledge they are acquiring? 
 
Is the assessment design ‘hazardous’ or ‘high risk’?  
For example, a single assessment at the end of the course is a ‘high risk’ approach. A number of smaller tasks 
spread over the course and escalating in terms of difficulty are much more likely to result in students being 
successful and engaging with their studies. For a 15 credit course multiple summative assessment tasks are 
recommended with the first having a strong developmental, formative component. Care should be taken, 
however, not to overload students with too many minor tasks that might create an impression of superficial 
assessment or assessment overload.  
 
Is the timing of the assessment tasks evident and appropriate for students to gain maximum benefit?  
Thought should be given to the scheduling of the assessment during the course and all information on 
assessments must be available to students at the start of the course.  

To evaluate 
assessment 
practices 

Assessment 
interpretations should 
be valid, reliable, and 
effective 

How do the results of assessment provide feedback to the teacher regarding the effectiveness of the 
assessment design and the teaching and learning methods?  
 
Has the assessment design taken into account student feedback and views?  
The results of previous course evaluations, student feedback received during the course, historic performance 
data, and views sought in other ways such peer review, should inform the appropriateness of the assessment 
design. There could be value in engaging students in the design of assessment tasks. 
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RESOURCE 3: Assessment Types at Massey University 
Assessment Type  Assessment Title  

Computer Programmes Computer Animation and Screening 
Computer Design 
Computer Programming 
Computer Model 
Computer Work 

Creative Compositions Animation 
Audio 
Composition 
Creative Analysis 
Creative Journal 
Creative Proposal 
Creative Work 
Creative Work and Exegesis 
Drafting Exercise 
Exhibition 
Film 
Film, Short 
Film Log 
Group Project/Assignment 
Individual Project/Assignment 
Infographic 
Model  
Photo Story 
Product Design 
Reflection 
Script 
Studio Practice 
Studio Research 
Textiles 
Video Analysis 
Visual 
Website  

Exam College/GRS-based 
(for exams that do not need to 
be centrally managed) 

Field Examination 
Online Examination (Invigilated Remotely) 
Online Examination (Invigilated at Venue) 
Online Examination (Not Invigilated) 
Oral Examination 
Practical Skills Examination 
Written Examination 

Exam (for exams that need to 
be centrally scheduled) 

Invigilated Examination 
Online Examination (Invigilated Remotely) 
Online Examination (Invigilated at Venue) 

Oral/Performance/Presentation Audio/Audio-Visual Presentation 
Audio Recording 
Commentary 
Debate 
Demonstration 
Dialogue Exercise 
Discussion Forum 
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Assessment Type  Assessment Title  

Exhibition 
Group Performance/Presentation 
Individual Performance/Presentation 
Intervention 
Interview 
Interview and Transcription 
Narrated Interactive 
Online Presentation 
Oral Analysis 
Oral Proposal 
Poster Presentation  
PowerPoint 
Progress Meeting 
Proposal/Plan/Pitch 
Production  
Research Presentation 
Role Play 
Speech 

Participation Attendance 
Participation 

Portfolio Creative Portfolio 
Learning Portfolio 
Narrative Portfolio 
Online Portfolio 
Photographic Portfolio 
Praxis Portfolio 
Professional Portfolio/CV Development 
Project Portfolio  
Written Portfolio 

Practical/Placement Field Exercise 
Field Recording/Collection 
Field Trip 
Field Work 
Internship 
Laboratory 
Observation 
Placement 
Placement, Teaching 
Placement, Clinical 
Practicum 
Praxis 
Seminar 
Site Work 
Tutorial 
Workshop 
Voluntary Work 

Simulation Technology-Based Simulation 
Experiential Simulation 

Supplementary Supplementary Exam 
Supplementary Assessment 
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Assessment Type  Assessment Title  

Test Clinical Assessment 
Laboratory Test 
Laboratory Quiz 
Mastery Test  
Multichoice Test  
Online Test 
Online Quiz 
Oral Evaluation 
Practical Skills Evaluation 
Quiz  
Short Answer 
Spoken Test, Recorded 
Spoken Test, Live 
Test 
Usability Test 

Written Assignment Abstract 
Analysis 
Analysis, Data 
Analysis, Discourse 
Analysis, Ethnography 
Analysis, Film 
Analysis, Language 
Analysis, One Shot 
Analysis, Rhetorical 
Application, Ethics 
Application, Grant 
Argument 
Article 
Autobiography 
Autoethnography 
Bibliography/Annotated Bibliography 
Blog 
Book Review 
Case Study 
Close Reading and Analysis 
Commentary 
Commentary, Critical 
Counting and Content Analysis 
Critical Awareness Assignment 
Critical Observation 
Critique 
Critique on Placement/Practical/Workshop 
Data Analysis 
Definition Assignment 
Diary 
Diary, Reading 
Diary, Reflection 
Dissertation 
Editorial 
Encyclopaedic Entry 
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Assessment Type  Assessment Title  

Essay 
Essay, Analytical 
Essay, Comparative 
Essay, Contextual 
Essay, Ethnographic 
Essay, Mini 
Essay, Short 
Essay, Text Analysis 
Exercise 
Group Project/Assignment 
Group Project/Assignment, Research 
Individual Project/Assignment 
Individual Project/Assignment, Research 
Journal 
Log/Note/Workbook, Clinical 
Log/Note/Workbook, Laboratory 
Log/Note/Workbook, Research 
Literature Review 
Mapping Assignment 
Narrative 
Online Discussion  
Peer Review 
Plan/Proposal, Business 
Plan/Proposal, Formal 
Plan/Proposal, Project 
Plan/Proposal, Research 
Poem  
Reflection 
Report, Academic 
Report, Business 
Report, Clinical 
Report, Investigation 
Report, Formal  
Report, Laboratory 
Report, Production 
Report, Progress 
Report, Project 
Report, Meeting 
Report, Reading 
Report, Research 
Report, Technical 
Report on Placement/Practical/Workshop 
Review 
Review, Ethnography 
Review, Performance 
Self-Assessment 
Synopsis 
Synopsis of Reading 
Thesis 
Writing Exercise 
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RESOURCE 4: SOLO and Bloom’s Taxonomies for Developing Learning Outcomes 
 

SOLO taxonomy (Biggs and Collis, 1982) 

Level and cognitive 

domain 

  

Action verbs 

1 

Pre-structural 

Students are acquiring bits of unconnected information, which have no organisation and make no sense. 

2 

Uni-structural 

Simple and obvious connections are made, but their 

significance is not grasped.  

Define, describe, list, identify, name, follow procedure… 

3 

Multi-structural 

A number of connections may be made, but the meta-

connections between them are missed, as is their 

significant for the whole. 

Combine, describe, enumerate, list… 

4  

Relational 

The student is now able to appreciate the significant of 

the parts in relation to the whole.  

Analyse, apply, argue, compare/contrast, criticise, explain, justify, 

relate… 

5 

Extended Abstract 

Connections are made within the given subject area and 

beyond it, able to generalise and transfer the principles 

and ideas underlying the specific instance.  

Create, formulate, generate, predict, theorise, hypothesize, reflect… 
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Bloom’s taxonomy revised by Anderson and Krathwohl (2001) 

Level and cognitive 

domain 

 

Expectation 

 

Action verbs 

1 

Remembering 

Retrieving, recalling, or recognising knowledge from 

memory 

Define, describe, identify, label, list, match, name, outline, 

reproduce, select, state, recall, record, recognise, repeat, draw on, 

recount… 

2 

Understanding 

Showing understanding by interpreting what is known in 

one context when used in another context.   

Estimate, explain, extend, generalise, paraphrase, rewrite, 

summarise, clarify, express, review, discuss, locate, report, express, 

identify, illustrate, interpret, represent, differentiate… 

3 

Applying 

Carrying out or using a procedure through executing or 

implementing.  

Apply, change, compute, calculate, demonstrate, discover, 

manipulate, modify, operate, predict, prepare, produce, relate, show, 

solve, use, schedule, employ, sketch, intervene, practise, illustrate… 

4  

Analysing 

Breaking material or concepts into parts, determining 

how the parts relate or interrelate to one another or to 

an overall structure or purpose.   

Analyse, diagram, classify, contrast, categorise, differentiate, 

discriminate, distinguish, inspect, illustrate, infer, relate, select, 

survey, calculate, debate, compare, criticise… 

5 

Evaluating 

Making judgments based on criteria and standards 

through checking and critiquing.  

Appraise, argue, compare, conclude, contrast, criticise, discriminate, 

judge, evaluate, revise, select, justify, critique, recommend, relate, 

value, validate, summarise… 

6 

Creating 

Putting elements together to form a coherent or 

functional whole; reorganising elements into a new 

pattern or structure through generating, planning, or 

producing.  

Compose, design, plan, assemble, prepare, construct, propose, 

formulate, set up, invent, develop, devise, summarise, produce… 
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RESOURCE 5: Examples Matching Assessment Types to Learning 

Outcomes 
 

 
 

From http://www.ucd.ie/teaching/resources/assessment/howdoyouassessstudentlearning/ 

http://www.ucd.ie/teaching/resources/assessment/howdoyouassessstudentlearning/
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RESOURCE 6: Student Workload Calculator 
 

http://www.massey.ac.nz/massey/fms/Staffroom/Stream4Staff%20Documents/Student_Workload_Calcul
ator.doc (Adapted from Dr Ben Kehrwald) 

 

This template is intended to provide course co-ordinators with a tool for unpacking the workload for 

students on a weekly basis.  We know that students can suffer from unrealistic workload expectations 

when course requirements have not been carefully planned in the design process. More to the point, 

realistic study demands matched to course credit value can positively contribute to course completion 

rates. The Workload Calculator has been divided into three categories:  

1. Teacher-Student Contact Time 
2. Directed Learning Activity  
3. Independent Learning Activity 

One is for single semester (15 credit) courses and the other is for double semester (30 credit) courses.   

By filling in the anticipated student activities each week, you can explicate (a) the weekly workload for 

students (b) the breakdown of contact, directed and independent learning activity (c) a total number of 

hours of work for the students in the paper and (d) a comparison between the intended use of time for 

internal and extramural students. 

Some suggested descriptors have been included for each of these types of activity as well as an example 

template which has been completed for an imaginary course. 

A few points to consider: 

 The total number of hours in the plan needs to correspond with the credit value of  course.  For a 
15 credit couse, 150 hours is the suggested workload.  For a 30 credit course, 300 hours is 
suggested.  Do not exceed the suggested workload for the corresponding credit value. 

 12.5 hours/week for all activity is suggested by the University, though you may conceptualise this 
in ‘waves’ of activity with intense periods of activity and slower periods 

 The category of directed learning activity is one that you may have to consider carefully.  These 
may include a number of “required” tasks and the resulting student activity which do not 
necessitate the attendance of the teaching staff (e.g., meetings for small groups, preparation 
sessions, non-assessed performances, engagement with interactive study materials, and activities 
which form parts of a bigger whole).    
o Moreover, directed activity may draw out some of the time that is usually associated with 

‘contact’ hours and/or independent study, especially when peer interaction is used as part of a 
wider collaborative process. 

o You may wish to consider ‘cycles’ of activity which are constituted by some independent study 
time (or some collective orientation time in the contact component), which is followed by 
explicit collaborative work as directed activity and ultimately leads to more individual work. 

o You may also wish to consider how directed activity can incorporate both internal and distance 
students in the same online environment. 

http://www.massey.ac.nz/massey/fms/Staffroom/Stream4Staff%20Documents/Student_Workload_Calculator.doc
http://www.massey.ac.nz/massey/fms/Staffroom/Stream4Staff%20Documents/Student_Workload_Calculator.doc
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Offering: 

Week Teacher/Student Contact Time Directed Learning Activity Independent Learning Activity Weekly 
Total 

Activity Hours Activity Hours Activity Hours  

1     Other Reading   

2        

3        

4        

5        

6        

7        

8        

9        

10        

11        

12        

13        

  
Contact Total 

  
Directed Activity Total 

  
Independent Activity Total 

  

      
Grand Total 
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Teacher-Student Contact Time (often described as ‘sessions’) 

Internal Extramural Block   

Lecture Virtual office hours Asynchronous 
discussion 

 

Tutorial Email communications 
(one-to-many, one-to-
few, one-to-one, as 
needed) 

Email exchange  

Performance Asynchronous 
discussion 

Text chat  

Presentation Regular materials 
release (e.g., weekly 

Voice chat  
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notes, materials release, 
regular bulletins, etc.) 

Assessment Online or phone 
consultation    

  

Feedback Session    

Face to Face 
consultation 

   

 

Directed Activity (all modes) 

Reading Guided Activity 
(debates, materials 
development, planning 
sessions, etc.) 

Activity preparation Collaborative 
Activity (e.g. role 
plays, 
collaborative 
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Face to face (f2f) 
discussion 

Assessment preparation Online discussion production 
projects, pair 
work, small 
group tasks) 

Content Interaction 
(e.g. interactive web 
based resources, 
content critiques) 

Interaction w/others 
(e.g. content experts, 
practising teachers, etc.) 

Peer Interaction (f2f or 
online discussion, 
meetings, text chats, 
voice chats as needed) 

 

Independent Study (all modes) 

Reading Online discussion F2f meeting/discussion  

Information 
searches/research 

e-portfolio 
development 

Assessment preparation  

Individual study tasks    
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Example - Internal Offering 
 
Week Teacher/Student Contact Time Directed Learning Activity Independent Learning Activity Weekly 

Total 

Activity Hours Activity Hours Activity Hours  

1 1 x Lecture (1 hour) 
2 x Tutorial (2x 1 hour) 

3 o visit Stream environment (30 mins) 
o visit library to complete preliminary information task (1.5 

hours)  
o log on to online environment to (a) post and introduction 

and (b) respond to introductions from 3 peers (1 hour) 
o log into to e-portfolio site and set up introductory page 

(1 hour) 
o Begin Required Reading for Mod 1 (2 hours) 

6 Additional reading for Mod 1 (2 
hours) 

2 11 

2 1 x Lecture 
2 x Tutorial 

3 o Finish required reading for Mod 1 (5 hours) 
o Visit online environment to participate in Mod 1 

discussions (2 hours) 

7 Additional reading for Mod 1 (2 
hours) 
 

2 12 

3 3 x Tutorial 3 o Listen to podcast (30 mins) 
o E-mail study partner (.5 hour) 
o E-mail course leader about group preferences for the 

upcoming collaborative task (.5 hour) 
o Complete Reflection task for Mod 1 and upload it to e-

portfolio(3 hours) 
o Preview upcoming collaborative task, complete 

preliminary tasks (1 hour) 

5.5 Update eportfolio information page 
(1 hour) 
Complete Mod 1 Reading (3 hours) 

4 12.5 

4 3 x Tutorial 3 o Meet small group members for collaborative workload 
project (1 hour) 

o Required reading for Mod 2 (6 hours) 

7 Additional reading for Mod 2 (2 
hours) 

2 12 

5 1 x Lecture 
1 x Tutorial 

2 o Collaborative group work on workload project 6 Independent work on workload 
project (2 hours) 

2 10 

6 1 x Lecture 
1 x Tutorial 

2 o Collaborative group work on workload project 8 Begin individual work on 
Assessment Item 1 (2 hours) 

2 12 

7 1 x Tutorial 1 o Collaborative group work on workload project 4 Individual preparation of 
Assessment Item 1 (7 hours) 

7 12 

8 1 x Lecture 
2 x Tutorial 
.5 x 
consultation/feedback 

3.5 o Required reading Mod 3 (4 hours)  
o Mod 3 online discussions (2 hours 

 

4 Additional reading Mod 3 (4 hours) 4 11.5 
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9 3 x Tutorial 3 o Required reading Mod 3 (4 hours)  
o Mod 3 online discussions (2 hours 
o Interview study partner from EDO cohort/Be interviewed 

(2 hours) 

8 nil 0 11 

10 3 x Tutorial 3 o Finish Required reading Mod 3 (4 hours) 
o Prepare and post interview profiles to online 

environment (2 hours) 
o Mod 3 online discussions (2 hours) 

8 Preliminary reading on Assessment 
2 (1 hour) 

1 12 

11 2 x Tutorial 2 Mod 3 online discussions (2 hours) 2 Information collection/research for 
Assessment 2 (6 hours) 

6 10 

12 2 x Tutorial 2 Mod 3 online discussions (2 hours) 2 Preparation of Assessment 2 –
drafting (6 hours)  

6 10 

13 3 x Lecture 3 o Draft reading group for Assessment 2  
o Reading (3 hours)  
o Meeting and feedback (2 hours) 

5 Preparation of Assessment 2 – 
revision (2 hours) 

2 10 

 Contact Total 33.5 Directed Activity Total 72.5 Independent Activity Total 40  

      
Grand Total 

 
146 
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Example - Distance Offering 

Week Teacher/Student Contact Time Directed Learning Activity Independent Learning Activity Weekly 
Total 

Activity** Hours Activity Hours Activity Hours  

1 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

 
**These forms of contact may vary over the 
semester, but indicate a typical pattern of T-S 
contact @ 2 hours per week, in various forms… 

2 o visit Stream environment (30 mins) 
o visit library website to complete 

preliminary information task (1.5 
hours)  

o log on to online environment to (a) 
post and introduction and (b) respond 
to introductions from 3 peers (1 hour) 

o log into to eportfolio site and set up 
introductory page (1 hour) 

o Begin Required Reading for Mod 1 (2 
hours) 

6 Additional reading for Mod 1 
(2 hours) 
View electronic notes from 
lecture (1 hour) 

3 11 

2 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

2 o Finish required reading for Mod 1 (5 
hours) 

o Visit online environment to participate 
in Mod 1 discussions (2 hours) 

o Listen to podcast (30 mins) 

7.5 Additional reading for Mod 1 
(2 hours) 
View electronic notes from 
lecture (1 hour) 
 

3 12.5 

3 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 
o consultation/feedback (.5 hour) 

2.5 o E-mail study partner in internal cohort 
(.5 hour) 

o E-mail course leader about group 
preferences for the upcoming 
collaborative task (.5 hour) 

o Complete Reflection task for Mod 1 
and upload it to e-portfolio (3 hours) 

o Preview upcoming collaborative task, 
complete preliminary tasks (1 hour) 

5 Update eportfolio 
information page (1 hour) 
Complete Mod 1 Reading (3 
hours) 
Monitor/participate in 
ongoing online discussions 
(1 hour) 

5 12.5 

4 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

2 o Meet small group members for 
collaborative workload project  

Online discussions (1 hour) 
o Required reading for Mod 2 (6 hours) 

7 Additional reading for Mod 2 
(2 hours) 

2 11 

5 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 

2 o Collaborative group work on workload 
project 

Online chat (1 hour) 

5 Independent work on 
workload project (2 hours) 

3 10 
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o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

Online discussion (2 hour) 
Offline work (2 hours) 

View electronic notes from 
lecture (1 hour) 

6 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 
o T-S contact via collaborative workgroups (.5 

hour) 

2.5 o Collaborative group work on workload 
project 

Online chat 2 x 1 hour = (2 hours) 
Online discussion (2 hour) 
Offline work (2 hours) 

6 Begin individual work on 
Assessment Item 1 (2 hours) 
View electronic notes from 
lecture (1 hour) 

3 11.5 

7 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 
o T-S contact via collaborative workgroups (.5 

hour) 

2.5 o Collaborative group work on workload 
project 

Online discussion (1 hour) 
Offline work (2 hours) 

3 Individual preparation of 
Assessment Item 1 (7 hours) 

7 12.5 

8 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 
o consultation/feedback (.5 hour) 

2.5 o Required reading Mod 3 (4 hours)  
o Mod 3 online discussions (2 hours 

4 Additional reading Mod 3 (4 
hours) 
View electronic notes from 
lecture (1 hour) 

5 11.5 

9 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

2 o Required reading Mod 3 (4 hours)  
o Mod 3 online discussions (3 hours 
o Interview study partner from Internal 

cohort/Be interviewed (2 hours) 

9 nil 0 11 

10 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

 

2 o Finish Required reading Mod 3 (4 
hours) 

o Prepare and post interview profiles to 
online environment (2 hours) 

o Mod 3 online discussions (3 hours) 

9 Preliminary reading on 
Assessment 2 (1 hour) 

1 12 

11 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 

2 Mod 3 online discussions (3 hours) 3 Information 
collection/research for 
Assessment 2 (6 hours) 

6 11 
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o Email contact with teaching staff (.5 hour) 

12 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

2 Mod 3 online discussions (3 hours) 3 Preparation of Assessment 2 
–drafting (6 hours)  

6 11 

13 o Weekly Notes from teaching staff (.5 hour) 
o Online discussions involving teaching staff (.5 

hour) 
o Virtual office hours (.5 hour) 
o Email contact with teaching staff (.5 hour) 

2 o Draft reading group for Assessment 2  
o Reading/written feedback (3 hours)  
o Feedback (online communication) (.5) 

5 Preparation of Assessment 2 
– revision (2 hours) 
View electronic notes from 
lecture (1 hour) 

3 10 

 Contact Total 28 Directed Activity Total 71 Independent Activity Total 47  

     Grand Total 146 
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RESOURCE 7: Guidelines when Students’ Circumstances Impact Learning Experiences and Assessments 
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RESOURCE 8: Guidelines for Considering Aegrotat and Impaired Performance Applications 

 

Note: Course Coordinators may choose to offer alternative assessments to students who submit AG/IP applications.  If Course Coordinators choose to offer 

alternative assessments, this practice needs to be clearly communicated in the Course Admin Guide

  

AG/IP application 

submitted 
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RESOURCE 9: Moderation Scenario Examples 

In a typical programme there are many scenarios for the marking of assessment tasks that may affect the 

implementation of sound moderation practices. At one extreme are the small to medium-sized classes 

delivered and assessed by one person. At the other extreme is the large class with multiple instructors and 

markers. In between there may be the course coordinator who marks with the assistance of one or more 

tutors.  

While moderation of assessment design should occur every time assessments are redesigned, and 

moderation of marking should happen on every occasion,48 there are different moderation arrangements 

may be required in varying circumstances. These include:49 

1. Course coordinator instructing and marking alone in all course offerings 

This scenario presents some obstacles to full-scale internal moderation, especially if the course coordinator 

is the only expert in the special area that is being delivered in that particular programme (this becomes more 

common the higher the level of the student, for example, postgraduate compared to first year). If there are 

other people with at least overlapping expertise delivering other courses, then some kind of partial 

moderation may be possible. The following are possibilities: 

 Oversight by the discipline group or programme coordinator to ensure that the assessment design for 

the course is in line with both the learning outcomes and shared understandings that have been 

developed in the discipline for that level. 

 Cross-checking by an experienced colleague of the assessment design, assessment tasks, including 

examination question paper (if applicable), and assessment criteria or marking rubrics. 

 Peer-review by an experienced colleague, who has some overlapping expertise, of sample marked 

scripts and the grade profile for one or more assessment rounds to ensure the reliability and validity of 

the grades and their distribution. 

 Use of external expert as a peer reviewer on a cyclic basis to consider assessment design and 

assessment tasks. 

 

2. Course coordinator instructing and marking in all course offerings with assistance from one or more 

tutors  

The expectation here is that the course coordinator will convene markers meetings for every assignment or 

every major assignment and the following are suggested steps: 

 Pre-moderation meetings or email correspondence among all markers will happen before an 

assessment round to ensure that the process is clear, that markers clearly understand the criteria for 

marking, and that all supporting documents are in place including marking rubrics. 

 Selection and distribution of sample assignments to all markers immediately after the due date for 

norm-marking by all markers, including the course coordinator (even if he or she is not a designated 

marker). The outcome of this meeting should be clear agreement amongst all markers on assessment 

standards.  

 The course coordinator moderates marking from tutors on the basis of sampling of bands 

(top/middle/bottom pass/fail) for each tutor.  

                                                           
48 For assessments worth 10% or more 
49 From CoHSS Assessment and Moderation Policy, Principles, and Procedures 
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 The course coordinator will ensure that any necessary adjustment of marks/grades is made before the 

marked assignments are returned to students. 

 The course coordinator will keep a record of moderation for each semester and offering on the 

appropriate template and forward them to their unit’s Assessment & Moderation Officer/Committee.  

 

3. Multiple course coordinators and tutors in multiple offerings of a course 

As with the scenario above, the expectation here is that markers meetings will be convened for every 

assignment or every major assignment. In the case of multiple course coordinators, additional steps are 

required, for example: 

 A preparatory meeting among the coordinators should take place prior to the due date of the first 

assignment and a convenor for the moderation process (across the whole semester) should be 

appointed. 

 Pre-moderation meetings or email correspondence among all markers will happen before an 

assessment round to ensure that the process is clear, that markers clearly understand the criteria for 

marking, and that all supporting documents are in place including marking rubrics. 

 Random selection and distribution50 of sample assignments to all markers immediately after the due 

date for norm-marking by all markers, including the course coordinator (even if he or she is not a 

designated marker). The outcome of this meeting should be clear agreement amongst all markers on 

assessment standards.   

 The course coordinator moderates marking from tutors on the basis of sampling of bands 

(top/middle/bottom pass/fail) for each tutor.  

 Course coordinators meet no later than 2.5 weeks after the due date to discuss the marking, the 

differences in grades, and how these relate to the application of the rubric/criteria. 

 Arrival at a consensus where possible, and in cases of valid irreconcilable differences, indication of the 

causes and how to resolve any disagreements of principle must be reported to the Chief Examiner. 

 In cases where a consensus is reached, consideration should be given to using those particular 

assignments as reflecting benchmarks for the respective awarded grades. 

 The course coordinators will ensure that any necessary adjustment of marks/grades is made before the 

marked assignments are returned to students. 

 

The convenor for the moderation of the course will keep a record of moderation for each semester and 

offering on the appropriate template and forward them to their unit’s Assessment & Moderation 

Officer/Committee.   

                                                           
50 This should be a random selection of assignments distributed to each marker, so that students are not always assessed alongside the same students 
for every assessment. This will reduce the effect of carryover error, where the score awarded to one student is influenced (positively or negatively) by 
the quality of the preceding student’s work. For example, if an alphabetical listing of surnames is always used to divide up students then student 
Abbott may always be assessed just after student Aaron, and hence have a consistent bias applied to their marks. 
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Appendix A: Glossary of Terms 

Assessment:  The process of judging how effectively learning is occurring through a process of 
generating and collecting evidence of a student’s attainment of knowledge and skills and comparing that 
evidence against the assessment criteria. 

Assessment criteria:  Statements that describe how student performance in relation to the stated 
learning outcomes will be recognised. 

Assessment pattern:  Includes the kind of assessment (type and title), the assessment weighting, the 
qualifying mark, and the week the assessment is due. 
 
Course:  A module of work in a particular subject that is identified by means of a unique code number. 
Each course carries its own credit value. 
 
Course Coordinator: An academic staff member responsible for the day-to-day administration of a 
course. 

Criterion-referenced assessment:  A form of assessment which measures what students can do against 
assessment criteria, rather than on their performance relative to other learners  

Enrolment period: The period during which particular courses are offered.  

Formative assessment:  Assessment that provides developmental feedback to a student so that they 
can adjust their plan for future learning. Formative assessment is often called ‘assessment for learning.’ 

Grade: A code, often a letter, given to describe the level of achievement.  

Graduate profile:  A statement of the intended capabilities of graduates from a particular qualification 
and/or specialisation. The profile includes descriptions of the generic and specific attributes that 
graduates are expected to possess including the body of knowledge attained. 
 
Ipsative assessment: A form of assessment that compares existing performance with previous 
performance. 

Ipsative feedback: Feedback that informs the student how they have progressed since the previous 
assessment, and how effective response to developmental feedback has been. This type of feedback 
focuses on learner progress rather than a ‘performance gap.’ 

Learning outcomes: Statements of the knowledge, skills and attitudes that students are expected to 
demonstrate as a result of successfully completing a course. Learning outcomes are usually stated in 
terms of observable and/or measurable behaviour. 

Mark: A numerical value given to describe the level of achievement.  

Moderation:  The process of ensuring that grades are fair and reliable and that marking criteria are 
consistently applied. Moderation can also occur in relation to the assessment design pre and post 
implementation. 

Norm-referenced assessment:  A form of assessment that compares students’ performance with those 
of other students rather than with the assessment criteria. 

Offering:  Each separate delivery of a course by location, delivery mode, or semester. 
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Programme:  A programme of study or training leading to a qualification listed on the Qualification 
Framework.  

Summative assessment:  Assessment, typically undertaken at the end of a learning activity or course, 
which is used to make a judgment about the student’s overall attainment. A key purpose of summative 
assessment is typically to record the student’s performance in relation to the stated learning outcomes 
of a course. 
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