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Abstract

Embedding a formative element into assessment strategies may improve assessment
literacy, feedback literacy and aid the transition to university for students with differing
entry routes, facilitating improved student learning. A feedforward assessment design
was implemented within a level four, first semester, module on a BSc Sport and
Exercise Science degree. A mixed method design using a questionnaire and focus
groups revealed both BTEC and A level students had positive perceptions of the
feedforward assessment on improving academic study skills, setting expectations and
easing the transition to university. Prior experiences (assessment type, independence,
educator support and feedback preference) differed between BTEC and A Level
students which seem influence their perceptions of the assessment. Based on the
findings of this study, a feedforward approach to assessment seems to assist in

supporting students in the transition to university.
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1. Introduction

Over the last two decades, there has been a shift in the focus to a student-centred
approach to teaching and learning, based on ‘the student experience’. In this time
period, the National Student Survey (NSS) data has indicated that students in the U.K.
were least satisfied with ‘assessment and feedback’ in comparison with other aspects
of the University experience (Price etal., 2011). In recent years, there is little evidence
to suggest that this trend has abated, with 27% of students not satisfied with
‘assessment and feedback’ in 2018 and 2019 (National Students Survey, 2019).

Hence, there seems to be a disconnect between students and educators expectations



of assessment and feedback (Mulliner and Tucker 2017), which may be attributed to
several factors determining assessment and feedback literacy (Carless and Boud,

2018).

The factors determining assessment and feedback literacy may include a lack of
appreciation for the purpose of feedback (O’'Donovan 2017; Tai et al., 2017),
challenges in managing affect (Esterhazy and Damsa, 2017), feedback preferences
(Mulliner and Tucker 2017) and prior experiences, which in part may be influenced by
traditional academic (A level) or non-traditional vocational (BTEC) entry route (Poulos
and Mahony, 2008). In Sport and Exercise Sciences, given students study either a
traditional academic or vocational pathway, issues are apparent in the transition to
university where students are taught together in the same environment and assessed
in a non-differentiated way. The use of formative feedforward assessments, in which
students submit an assessment, receive feedback and act upon it (Carless and Boud,
2018) may address these aforementioned issues. The process of engaging with the
feedback and dialogue with educators aims to develop self-efficacy and students study
and evaluative skills which are important to maximising subsequent learning (Tai et
al., 2017). However, in practice a limited number of assessments currently apply a

feedforward concept (Mulliner and Tucker 2017).

Given students differing prior experiences and entry route, the disconnect between
students and educators in assessment and feedback literacy and the potential of
formative assessment to engage students, enhance learning and ease the transition

to university, this mixed methods case study set out to explore student perceptions of



a formative feedforward approach to assessment in a level four, first year, first

semester module on a BSc Sports and Exercise Science degree.

2.0 Literature Review

2.1 Assessment literacy

Assessment literacy is an important aspect of the learning process. This ability to
understand the requirements, the expected standard and the purpose of assessment,
in addition to the ability to appraise their own work to develop self-regulated learners
is key to facilitating progressive on-going student learning (Smith et al., 2013). Yet,
students, in particular, first year students, may lack assessment literacy, failing to
understand what the assessment requires of them and the expected standard
(Francis, 2008). Consequently, the feedback process is a critical to allow students to
improve their work and scaffold their continual learning (Carless and Boud, 2018).
However, it seems limited opportunities of this exist in the current university curriculum

(Dawson et al., 2019)

2.2 Feedback

Feedback is the process in which students receive information from a range of sources
(self, educators, peers, friends, family) and may use this information to improve their
understanding (Carless and Boud 2018). The success of this process is dependent
upon the student’s awareness, perception, disposition and capacity to understand the
information and subsequently utilise this to facilitate learning (Carless and Boud 2018;
Dawson et., 2019). The complexity of this process in developing effective student-
centred feedback and enhancing feedback literacy is highlighted by multifactorial

influences which include but may not be limited to appreciation of feedback, making



judgement, managing affect and taking action (Malloy et al., 2019, O’Donovan 2017,

Forsythe and Johnson, 2017; Carless and Boud, 2018).

Students perception and appreciation of the purpose of feedback is important, with
feedback often providing a dual purpose in determining student performance and
attempting to provide feedback to support student learning (Newton, 2007; Price et al.,
2011). This dichotomy in purpose might contribute to the challenges which have been
associated with poor assessment literacy and student satisfaction. These challenges
include students focusing on the grade not the feedback (Carless, 2006), students
expecting the answers, with a focus on the teacher ‘telling’ the student (O’Donovan,
2017), absolving the student from responsibility and inhibiting the active learning
process students require to make judgement, develop self-evaluation skills and critical
thinking. However, the lack of assessment literacy cannot be attributed solely to the
student. Feedback is a two way process and educators must consider that often
students do not understand feedback (Carless, 2006; Mulliner and Tucker, 2017) and
receive feedback which fails to specifically identify how to improve (Bailey and

and Garner, 2010). Such feedback is paramount to allow students to develop an
understanding of the quality of their work, enhancing their ability to self-evaluate (Tai
et al., 2017). Given these challenges, the feedback process can be an emotive
process, manifesting defensive responses, with self-efficacy, motivation and empathy
all influencing the impact of the feedback (Pitt et al., 2017). Hence, the difficulty in
getting students to accept and take on new perspectives (Forsythe and Johnson 2017)
may be determined in part by the quality of the relationship between educator and

student (Esterhazy and Damsa, 2017).



2.3 Feedforward assessments

The aforementioned factors, appreciating feedback, making judgement and managing
affect, play an important role in determining engagement with the feedback and the
subsequent use of feedback to inform future work. However, often module and
assessment design fail to scaffold learning, with assessment regarded as the end point
of learning which does not promote proactive engagement with feedback and the
development of self-evaluation skills (Boud and Molloy, 2012; Orsmond et al., 2013).
The proposed benefit of formative and feedforward assessment, in which students
receive feedback on an assessment submission and then work with the feedback in a
subsequent assessment, is that it facilitates deeper learning (Tan, 2013). The process
creates active engagement in the learning process and develops cognitive skills such
as self-regulation, goal setting and reflection which facilitates improved attainment and
creates independent learners (Clark, 2012). Furthermore, students are more likely to
engage in dialogue with their educators, reflect on and assess their performance and
actively engage and work with the feedback to improve their work. This may assist in
scaffolding the learning process and support a constructivist approach to learning

(Boud and Molloy, 2012; Orsmond et al., 2013).

Although the concept of feedforward assessment has been promoted within research
in recent years (Boud and Malloy 2012; Carless and Boud, 2018), very few educators
seem to focus on students evaluative judgement and self-evaluation skills with a
paucity of students highlighting that feedforward assessment is important to effective
feedback (Dawson et al., 2019). Formative assessments have shown to improve
student performance, motivation, self-efficacy and develop assessment literacy

(Cauley and McMillan 2010; Stull et al., 2011), yet educators consider putting such



pedagogical approaches into practice challenging (Norton et al., 2019). The disparity
between student and educator expectations is highlighted by Mulliner and Tucker
(2017) who reported students perceived feedback negatively, in that the feedback
lacked clarity, detail and was less useful than the educators perceived the feedback
to be. In addition, students identified a preference for 1-1 verbal feedback whereas
educators identified a preference for individual written feedback, highlighting students
may expect a more personal relationship, may not understand the feedback and

expect further clarity and guidance.

2.4 University transition

The aforementioned differences in expectation may be exacerbated in the transition
from school to university (Poulos and Mahony, 2008) by the mismatch between tutors
and students' concepts of goals, assessment criteria and standards which may be
driven by their lived experiences. In order for students to achieve their learning goals
they need to understand them, take ownership of them and assess progress (Black
and Wiliam, 1998; Carress and Boud 2018). Students entering higher education have
traditionally been viewed as independent learners (Leathwood, 2006). This is
synonymous with large student to staff ratio, large tutorial sizes, fewer interactive
teaching approaches and educator student interactions (Boud and Molloy, 2012) in
comparison to their prior educational experiences. In addition, students’ expectations
may differ considerably following the transition from school to university based on their
own prior experiences (Briggs et al., 2012). These prior experiences could be more
diverse amongst student’s starting at post 1992 U.K. higher education following the
agenda to widen participation in students with non-traditional backgrounds / entry

qualifications (Jones and Thomas, 2005).



In the U.K., students transitioning from further education into higher education come
from diverse educational experiences. Traditional A level courses are viewed as
academic, whereas BTEC courses are designed with a vocational skill-based focus
(Gill, 2017). It has been suggested that students from traditional backgrounds have
developed a skill set more suited to the academic higher education environment (Hatt
and Baxter, 2003). In contrast, sports and exercise students from non-traditional
backgrounds transitioning to university have reported anxiety, apprehension and a
lack of confidence with academic skills such as writing styles, sourcing information and
proof reading (Gill, 2017). Although, in recent years higher education institutions have
acknowledged the need to embed more vocational and industry relevant assessments
(Flores et al., 2015), developing academic skills remains a critical aspect of student
learning. A feedforward process which gives all students the opportunity to engage
with and build relationships with their educators may help ease the transition into
higher education reducing the students worry and apprehension associated with their
uncertainty of the standard of academic skills required in higher education (Gill, 2017;

Gill, 2019)

In summary, employing a feedforward approach to teaching and learning, which
requires students to engage with the feedback and promotes face to face dialogue
between students and educators, may assist in bridging the disconnect between
students and educators regarding assessment and feedback literacy (Carless and
Boud 2018; Clark, 2012; Nicol and Macfarlane-Dick, 2006). It seems in current
practice, very few assessment approaches implemented, apply this feedforward

concept, with the focus on a summative assessment (Mulliner and Tucker 2017).



Given the differing entry routes to undergraduate study in Sport and Exercise Sciences
and the potential disconnect identified across students and between students and
educators with regard to feedback literacy, understanding students’ experiences of
formative assessment following the transition to university will assist in informing our
understanding of the utility of such assessments in practice for both entry routes.
Therefore, this study aims to explore student perceptions of a formative feedforward
approach to assessment in a level 4, first year, first semester module on a BSc Sports

and Exercise Science degree.

3. Materials and Methods

3.1. Module content and assessment

A feedforward assessment was embedded into a level four 20 credit module on a BSc
Sport and Exercise Science degree. The module was entitled ‘Exploring Sport and
Exercise Science’ and was studied in the first semester of their 15 year degree. The
module lasted 11 weeks in duration and comprised of 200 learning hours of which 50

were taught through face to face lectures, workshops and tutorials.

The learning objectives of the module were to: (1). Demonstrate an understanding of
the key sub-disciplines that comprise the Sport and Exercise Sciences (2). Employ
evidence-based reasoning to examine practical and theoretical issues associated with
the study of sport and exercise. (3) Develop knowledge and understanding of mono
and interdisciplinary approaches within sport and exercise. (4) Demonstrate a

theoretically and research-informed perspective upon practical issues experienced



within sport and exercise settings. (5) Develop reflective practice skills related to

professional and academic development.

3.2. Development of feedforward assessment (design)
The assessment was designed in four stages identified in Figure. 1.

1. Students selected one of five case studies and produced a 1500 word report
which identified the needs of the sport, the strengths and weaknesses of the
individual and the importance of interdisciplinary teams to address learning
outcomes 1-4.

2. Following the hand in of the assignment each student was given the following
feedback:

a. One strength and one area for improvement per section (as identified by
the areas in step 1) in written form by the personal tutor.

b. 3-5 comments in text per section in written form by the personal tutor.

c. The opportunity to meet with their personal tutor to discuss the feedback
further verbally.

3. Students then resubmitted their 1500 word report with a 500 word reflection on
what happened, why and how they had used the feedback to improve their
work.

4. Final grade was awarded with feedback (as outlined in step 2) on the case study
and reflection.

*k%

***Figure 1 near here

3.3. Participants



Following informed consent and institutional ethics, 87 students of the 202 students
enrolled on the first year undergraduate sports science degree studying at a post 1992
institute completed a questionnaire following the completion of a first semester module
‘ Exploring Sport and Exercise Science’. Eleven participated in focus group interviews
(Male = 4 , Female = 7), with 6 studying traditional and 5 studying non-traditional

backgrounds over two cohorts i.e. academic year 2017-2018 and 2018-2019.

3.4. Design

A mixed method design using a parallel approach was employed. A mixed method
design is whereby the ‘investigator collects and analyses data, integrates the findings
and draws inferences using both qualitative and quantitative approaches’ (Tashakkori
and Creswell, 2007). A parallel approach enables data to be collected separately and
findings compared at the interpretation stage (Ostlund et al., 2011). The findings were
compared using triangulation, with the outcome focused on a complementary
approach. Triangulation enables the integration of qualitative and quantitative findings,
enabling better understanding of the links between theory and empirical findings
(Ostlund et al., 2011). A detailed overview of the purpose of these approaches, the
priority and importance of the findings produced by each method and how that informs
the conclusions is provided in Figure 2, as identified in the work of Creswell and Plano
Clarke, (2007). Purposive sampling was used to generate a sample that were the most
informed to address the research question e.g. those who had been exposed to the

assessment and feedback type.

3.5 Questionnaire



The questionnaire was distributed to students in semester two, 4-6 weeks following
the completion of the module. Students completed the questionnaire, in a lecture
theatre, in a paper and pen format. Students were asked to complete the questionnaire
alone and did not confer with other students. The questionnaire asked students to rate,
on a Likert scale ranging from 1-5, the following six questions to gain students’
experiences of the feedforward assessment: 1) Did the feedback improve your
understanding of what was required for the assessment? 2) Did the feedback enable
you to improve your work? 3) Did you feel the feedforward assessment improved your
learning? 4) Did the feedforward assessment helped your transition from
school/college? 5) Did you feel the feedforward assessment improved your grade? 6)
Did you like this type of assessment? These items were assessed based on factors
identified in the literature review associated with feedforward (Orsmond et al. 2013),

feedback (Carless and Boud, 2018) and transition to university (Gill, 2019).

3.5.1. Questionnaire analysis

A 2x2 independent Chi Squared analysis was used to compare the frequency of
responses (strongly agree or agree, yes = 1 vs. neither agree nor disagree, disagree
or strongly disagree, no=2) by entry group (A-level =1 and BTEC students =2) in their
level of agreement to each of the 6 questions. Statistical analysis was conducted using

SPSS version 20.

3.6. Focus group discussion
Semi-structured focus groups discussions were conducted with students of group
sizes ranging between 4-8 based on the suggestion by King and Horrocks (2010). A

combination of heterogeneous (i.e. prior education experience vocational versus



traditional) and homogenous focus groups (i.e. similar prior education qualifications)
were conducted to stimulate interactive discussions based on similarities and
differences. This approach was used in that it would provide a more naturalistic data
collection method, would allow responders to build upon the responses of other group
members and that the free flow of conversation would enable true experiences to be
heard (Wilkinson, 2004). All interviews were conducted by the author, in a small
meeting room at the university, which is a place of both convenience and familiarity to
the students. Three main topics of questioning were employed i.e. prior experiences,
university expectations and university experience based on prior literature (Carless
and Boud, 2018; Gill, 2019; Orsmond et al. 2013). Questions were open ended and
probing questions were employed where appropriate to explore responses in greater
depth. Individual views and responses were tested within the focus group to avoid
strongly held views by one person carrying a disproportionate weighting. Interviews
were digitally recorded using a dictaphone (Olympus VN-750) and took on average 45

minutes.

3.6.1. Analysis of focus group discussion

The interviews were anonymised and transcribed verbatim by the author and verified
by the facilitator. Thematic analysis was employed to the transcripts following the
guidelines proposed by Braun and Clarke (2006). Thematic analysis is a widely used
mechanism to identify, analyse and explore patterns in qualitative data (Braun and
Clarke, 2006). On completion of quantitative and qualitative data analysis,

triangulation was then used to complement study findings as outlined in figure 2.



4.0. Results and Discussion

4.1 All students views of assessment and feedback type and factors influencing
them

In addressing proposition 1 (Figure 3), the implementation of the feedforward
assessment and feedback type resulted in positive student perceptions (59% to 75%
strongly agreeing/agreeing across all six questions, Figure 4). However, a lower
percentage of all students strongly agreed/agreed that the assessment / feedback type
aided their transition from school/college (59%) and improved their grade (61%).
Further qualitative insight (Proposition 2, Figure 3) identified that regardless of prior
experiences in assessment style and feedback, students perceived the feedforward
assessment positively. Where students have previously been exposed to feedforward,
this feedforward assessment type/feedback style facilitates a familiar assessment
method they deem supportive to their learning. For students more familiar with
summative assessment (i.e. exam based formats), feedforward enhanced their
experience, affording them the opportunity to improve their grade by acting upon
detailed feedback which does not simply focus on the grade or fixed answers which
identify the correct and incorrect responses. This is of interest, as the majority of the
literature has focused on the importance of these for non-traditional backgrounds (Gill,
2017; Gill, 2019) but our work identifies that this assessment and feedback type is also

beneficial to students from traditional backgrounds, supporting their learning.

Regardless of the students’ entry route, the development of study skills needed for
university was an area by which the assessment enabled improvement. All students
identified common skills at university level that they needed to improve on e.g.

scientific writing, paraphrasing, plagiarism and referencing.



A student stated:
“it really helped me a lot to understand my mistakes and what | need to do
because | didn’t know academic writing and everything that | had some things
wrong in my mind about the plagiarism and everything .... My problem mostly on

the on the first assessment... paraphrasing was my problem’

A student stated:
‘the feedback helped me improve my grade because | could see what | was
missing and the style of the writing as well .. | think | was writing more in layman's
terms rather than like scientific style writing and so that really actually helped and
stuff you know with like formatting the graphs and the lay out of the work as well

because | was doing a few bits wrong ... but | know how to do that now’

Both A level and BTEC students identified that the feedforward assessment outlined
the standard required at university, thus setting expectations and easing the transition

to university study, which was something the students had been apprehensive about.

A student stated:
“having a module like 106 eased us all into it” and ‘it takes so much pressure off
you knowing that they have read it and it is at a standard where it is ok, so it is
kind of like you can make the changes, rectify referencing and send it off whereas
the first one we were just blind into it, we had no idea what the level of standard

of work that we would have been expected of, was required’



Our current findings, in that students feel apprehensive with regard to their academic
study skills and are uncertain of the expected academic standard following the
transition to university are supportive of prior findings (Gill, 2017). Anxiety, attention,
time management, selecting main ideas, assessment strategies have been identified
as key areas which students performing poorly may struggle with (Proctor et al., 2006;
Gill, 2019). Our work identifies that the development of study skills is a need for
students but that an assessment designed in such a way helps to develop these skills
and is linked to improved perceptions of achievement. This further supports the
concept that first year students lack assessment literacy, failing to understand what is
expected of them (Francis, 2008). Our work highlights that a feedforward approach
may alleviate these concerns by improving the understanding of assessment literacy
and developing study skills through feedback, thus helping bridge the gap between
the standard and academic skills required at university in comparison to school and

college. The impact of this on retention is an area worth further consideration.

4.2 A level versus BTEC student views of assessment type and feedback and
factors influencing them.

When the findings are considered by prior entry route (i.e. A level or BTEC students),
Chi square analysis revealed no significant interaction between frequency of
responses between entry routes (t=0.33-0.98, P=0.32-0.57, Figure 5 and Figure 6).
However, in comparison to A level students, a lower proportion of BTEC students
strongly agree/agree that the feedforward assessment helped their transition from
school/college and that they felt it improved their grade. For A level students in
comparison to BTEC students, a lower proportion strongly agreed/agreed that they

liked the assessment, and that it enabled them to improve their work.



Qualitative findings identify that experiences and perceptions of assessment type and
feedback are different based on expectations and prior experiences that may be
determined by entry route (Figure 3). In explaining the above results, differences in
entry route experiences exist in prior assessment type employed (e.g. coursework-
based assessments that could be improved upon and presentations) and teacher
support by entry route to higher education. For BTEC students, a common theme
emerged as prior experience of feedforward assessment and having unlimited teacher
support. This may have contributed to their positive views towards the assessment but
also their lower rating of the assessment helping their transition from school/college
and lower feeling that it improved their grade. In comparison to their experiences at
university, BTEC students now viewed the support they had prior to be spoon fed,
answer driven, unlimited, and delivered in many mediums (i.e. verbal and written) and
detail specific. One BTEC student shared

‘it would be really good feedback and really detailed from my teachers but it

would be like you have done this wrong so here is the answer to make it right. It

was never you go away and find so and so and do this. It was kind of really spoon

fed’
Another BTEC student remarked

‘you could ask as many questions as you can... you get feedback, you work on

it and then you have further questions and then you go back and ask again’.

In contrast, A level students prior experiences of assessment type and teacher support
were exam based assessments with feedback based on the grade or whether the

answers were right or wrong. Thus, feedback was summative (delivered as an end



grade) or solution focused (providing direction to find the answer). Teacher support
was thus rarely mentioned for A level students and when it was, the support was based
on the teacher developing independent skills to enable the students to find the answer
for themselves. An A-Level student shared

‘They either said that was wrong and left it or they said this that was wrong and

they gave you every single step to correct it’

These different prior experiences of support and feedback potentially explain why
higher proportions of A level students felt the feedforward assessment improved their
understanding of what was required, improved their learning grade and helped their
transition to university. Consequently, the BTEC students may not have viewed the
assessment as favourably given their experiences of unlimited support, unlimited
assessment attempts and dependency on answer driven feedback. In contrast, A level
students had already developed independent academic skills and thus viewed the

detailed feedback and the opportunity to action this as favourable.

Further related to dependency and interdependency was prior experiences of
assessment by entry route linked to the number of attempts students were afforded
with input from the teacher. For A level students, practice exams were given
beforehand which were marked by the students themselves or assessed. However,
the exam attempt was final and there was no chance for the grade to be changed. For
BTEC students, they had multiple chances to improve their grade based on the
specific feedback.

BTEC students reported



‘i was a bit reliant on the help’ and ‘i think maybe | should have done more
independent learning before | came to uni. ...like what you guys the
assessments was good......that sort of style were you get feedback on your work
go away and improve’

A level student stated
‘helped us figure it out for ourselves, what was wrong and how to figure it out
rather than just being told this is how you fix it, it was this is how you could maybe
fix it, so just building step on, allowing us to reflect on our own work rather than
just being told yes or no’ .

Hence, discrepancies in how students of different entry routes perceive the

assessment and feedback type may be further explained by A level students

expectations of greater independence. This was not a view held by BTEC students.

An A level student stated
‘just general reputation like in feedback terms | thought it would be a lot less. Like

thought it was very very independent...’

However, the expectations of university requiring more independence was not a theme
for BTEC students who believed the experience would be the same as college. A
BTEC Student stated

'... even though it was told to me that it is independent, | still thought maybe it would

be the same as college but it wasn’t to be fair’

When undertaking BTEC assessments, students are allowed to draft, redraft and keep

redrafting assignments, receiving feedback on strengths, weakness and what needs



to be done to get the grade (Torrance, 2007). They can also retake modular tests to
improve grades (Torrance, 2007). While the feedforward assessment facilitated the
opportunity to act upon the feedback, it was a single opportunity without unlimited and
answer driven teacher support. Given the prior themes related to dependency, the
opportunity to keep editing the assessment based on unlimited answer focused
feedback, provided by the educator, may explain lower ratings of how the feedforward
assessment helped their transition to university and influenced their grade for BTEC
students. However, prior work has identified the importance of self-regulated learning
skills (Carless and Boud, 2018), the need for independence and taking an active part
in learning for attainment (Smith et al., 2013). Therefore, the current pathway may

need to be reviewed to support learners develop such independent skills.

Differing perceptions were also found by entry route in mode of feedback. BTEC
students wanted additional feedback with their written feedback i.e. to verbally discuss
it with the tutor. A level students only needed this if they did not understand the
feedback. This appeared to be related to prior experiences.
A BTEC student stated
‘it was more useful that we could actually go and see someone and talk through
your feedback. Especially your first assignment, just getting a load of words on
Turnitin doesn’t have the same effect’
An A Level student stated
‘If | disagreed with the point in feedback | would go and talk to someone about it.
But if | read something and yeah | can see what they are saying, if they have said
this is wrong or you need a reference after this and | look at it and think yeah |

would expect a reference to be after that then | wouldn’t go and question it’



BTEC students wanted their feedback to include strengths whereas A level only

identified that they need to know what’s right or wrong.

A BTEC student stated:

‘ like how you write things how | had done well but then also things that needed
improvement rather than just saying oh this is wrong this is wrong, this is wrong

It kind of drops your confidence if you see that’

These findings are in line with prior work that has shown that students who do not
have academic background need more contact time with educators to improve their
academic skills and facilitate learning (Kerridge and Matthews, 1998). This may be

linked to prior experiences and support as outlined above

5.0 Limitations

A limitation to the present study was the potential bias in participant recruitment for the
focus groups. It is challenging to get students less invested in their learning to
participate in sharing their perceptions and experiences (Dawson et al. 2019), hence
the findings of the study may not reflect the diversity of students’ views. Secondly, we
did not explore the role of gender which may be important given the higher ratio of
males to females that undertake Sports Science degrees and the influence of gender

on study skills and learning strategies (Fazal et al., 2012).

6.0 Conclusion
In conclusion, the case study identified both BTEC and A level students generally

perceived the feedforward assessment positively. Some differences in feedback



preferences were observed in BTEC and A level students which seem to be linked to
prior experiences. Based on the findings of this study, a feedforward approach to
assessment seems to assist in supporting students in developing study skills and

easing the transition to university regardless of entry route.
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