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Summary 

Recently academic researchers and educational developers have written much about the way in which assessment methods in higher education can be designed more effectively and lead to improvements in student learning. Often assessment has been a bolt –on activity which is only considered once the course outline has been completed.  However, increasingly course designers are considering assessment issues as part and parcel of the teaching and learning process. 

Additionally, the needs of disabled students have generally been considered only after this process is complete and usually just before the assessment takes place in a largely ad hoc manner (Earle and Sharpe, 2000).  Many disabled students are frustrated by provision made for them in higher education institutions (HEIs) and often their needs are not met.  A push for more inclusive approaches and new legislation such as the Special Educational Needs and Disability Act (SENDA)(2001) is leading to consideration of the needs of disabled students at a much earlier stage. 

This module will provide an introduction to some of the issues that are currently relevant to the assessment of disabled students.  Inclusive approaches are introduced, and, coupled with more traditional arrangements, encouraged as the way forward for educational designers. 

Such approaches should pave the way for more seamless educational provision for disabled students and may provide more equitable and effective education of all students.
Aims

Outline current discussions relating to effective design of assessment in higher education.
Provide an introduction to the issues surrounding the assessment of disabled students in HE. 

Examine ways of ensuring assessment in HE does not discriminate against disabled students. 

Outline current guidelines and legislation relating to the assessment of disabled students in HE.

Describe current support systems for assessment of disabled students in higher education.

Learning Outcomes 

Describe current approaches to assessment of disabled students in HE.

Explain the use of inclusive design in the methodology of assessment of disabled students in HE. 

Describe examples of the use of assessment alterations for disabled students.

Evaluate the advantages and disadvantages of using certain assessment methods with disabled students.

Be able to mark the work of dyslexic students in a constructive and supportive manner.

Apply administrative procedures for assessment of disabled students within their own institution.

Have reviewed their own assessment methods using suggested audit tools.

Discuss current controversies in the assessment of disabled students.
Who is this module for?
This module has been written primarily for academic staff.  However, it will also be of interest to anyone who is involved in arranging support for disabled students during assessment and examination periods.

No previous knowledge is assumed although some familiarity of working with disabled students in higher education would be advantageous.
Introduction to some key areas in assessment

In the last 20 years or so educational developers have paid increasing attention to the effectiveness of assessment methods that are utilised in higher education.  Various researchers have pointed out the need for more streamlined use of assessment that fits into the cycle of instructional design and is not seen as a bolt-on activity that occurs once the aims and learning outcomes of a course have been decided. Amongst the reasons given for such increased emphasis are: 

· Students are motivated by assessment

Students spend the majority of their study time out of class on assessment tasks (this is becoming the case on many courses where emphasis is increasingly placed on student-centred learning).

Gibbs (1999) describes two studies that have shown students’ preoccupation with assessment:

‘In both…. studies the assessment system was found to be the dominant influence on the way students learn, on how much effort they put in and what they allocated this effort to’.

· Assessment can be used to improve learning and teaching

Effectively designed assessment should focus students’ learning activities on an approach that is appropriate for the learning outcomes of the course.   

Gibbs (1999) describes case studies that show how changes to the assessment method or the assessment task can lead to improvements in student learning.
1. Education students on a Philosophy course were answering essay questions in examinations with factual details that showed little understanding of the subject area. The course leader switched the focus of the examination by adding a 10-minute video of a classroom situation. Students were then asked in what ways the classroom interactions could be described in philosophical terms.  Students’ learning activity became more appropriate and exam answers reflected a deeper understanding of philosophical concepts.

2. Engineering students submitted problem sheets to lecturers each week for marking as a precursor to an end of year examination. As student numbers increased the average mark fell to 45%. Peer marking was introduced which lead to an improvement in marks to 75%. Amongst other things this technique:

· increased time on task;

· improved appropriate learning activity;

· allowed for regular feedback that students paid attention to.

Introduction to some key areas in assessment …. Contd.

· Assessment should be linked to the aims and objectives of course design 

Much emphasis has been placed on the development of aims and learning outcomes in educational design in order to ensure transparency and quality of teaching. It is recommended that the assessment methods used on courses match these aims and learning outcomes. Brown (1999) has argued that ensuring assessment methods are fit for purpose is the single most important thing that academics can do that will improve teaching and learning in HE.  

· Course designers should use a variety of assessment methods

‘the wholesale reliance upon formal end-of-session examinations as the sole mode of assessing students for the award of their degrees has effectively disappeared’

Glasner (1999)
Many courses have moved away from only using traditional assessment methods i.e. examinations and essays, and are developing innovative ways of assessing students. Some of the reasons that course designers are having to reconsider assessment methods are:

· validity;

· increased heterogeneity of students;

· increased numbers of students;

· curriculum changes covering a wider range of skills (e.g. key skills).

A range of assessment methods are required to assess a range of skills across a range of students.  

Barriers to access for disabled students and current approaches to removing them

Disabled students have difficulty completing various forms of assessment to the best of their ability without some kind of intervention or alteration to the assessment implementation. 

For example, the most widely used alteration at present is to allow dyslexic students extra time in examinations.  This is because they generally:

· have slower reading and writing speeds than other students;

· have difficulty structuring clear sentences, paragraphs and essays; 

· have difficulties with short-term memory recall.  

If examinations are seeking to assess how well students know their subject knowledge and not how well one copes with a timed, speed of writing test it is unfair for this group of students not to be given extra time so that they can relay the same amount of information as their peers.

Levelling the playing field

In order for disabled students to complete assessment to the best of their ability attempts have been made to ‘level the playing field’. Until recently this was generally only attempted at the point of assessment and assessments were altered as and when required or requested by the students.  However, this can lead to problems when organising resources and places the emphasis on the individual student rather than the institution’s responsibility under legislation such as the SENDA (2001).  Proactive approaches to the problems encountered by disabled students especially the idea of inclusive design are now being suggested as the way forward for course designers.

Current approaches to levelling the playing field

There are various terms used to describe the changes that are made to assessment practices in order to ‘level the playing field’ for disabled students.  Some confusion arises when these terms are used interchangeably.  A commonly used term in the UK is ‘alternative’ or sometimes ‘additional arrangements’ and in the US the most popular term seems to be ‘accommodations’.  (See appendix f. for a table of assessment practice as commonly employed for disabled students)

We would like to offer our interpretations of these terms and suggest examples of arrangements that fit into each category.

1
Alternative assessments

· Offering an alternative assessment to a disabled student means just that. The student would be given a ‘different’ assessment to other students on the same course. 
Examples
· A student could be offered a viva instead of a written exam.

· A student could produce a video instead of an essay.

N.B.  If you offer an alternative assessment you should try to ensure that you are assessing the same learning outcomes as the original method. This approach has been criticised recently for failing to take this consideration into account (Sharpe & Earle 2000).

2
Additional arrangements

· In these circumstances examiners offer additional tools or resources to the assessment scenario than that offered to other students. The learning outcomes that are assessed should stay the same but the tools of assessment may be different.

Examples

· Offering a separate room to someone who experiences panic attacks

· Giving a PC to a disabled student on which they produce their examination answers.

N.B.

These arrangements cause administrators the most headaches since they can require substantial additional resources and organisation.
3
Adjustments/accommodations/adaptations

· The assessment method is altered in its implementation. Assessors therefore must ensure that the fundamental focus of the assessment remains the same and that it measures the same learning outcomes.

Examples

· Giving extra time.

· Being aware of the difficulties a dyslexic student faces when marking their script.

N.B.

The provision of extra time for disabled students has been criticised recently by Zuriff (2000) who found that non-disabled students also benefited when such provision was made for all students.

4
Combinations

· Often alterations to the assessment method result in a combination of the above three methods – for instance if a viva if offered as an alternative it also means additional arrangements need to be made i.e. an extra room is required alongside additional members of staff to carry out the interview.


Learning activity

How would you classify the assessment arrangements below using the categories discussed above?

i.e.
Alternative arrangements

Additional arrangements

Adjustments/accommodations/adaptations

Combinations 

Extra time in an interview situation (see appendix. g.ii)

Coursework instead of examinations (see appendix. g.iv)

Answers

Extra time – this case study is an example of an adaptation to the method of assessment. However, it may have further implications in providing extra resources because the timetable of the assessment of the other students might need to be altered.

Coursework – this case study is an example of an alternative assessment. The coursework was given as an alternative to the examinations.

Inclusive design of assessment

Difficulties with traditional approaches

For many years disability organisations have campaigned for the inclusion of disabled people into education.  In order to ensure inclusion of disabled students it is important that the learning environment is designed so that no barriers to learning exist. These can be environmental ones, such as ramps into buildings, but also educational, such as not providing handouts in accessible formats. This idea also extends to the assessment methods that are used (see appendix e. for a table of assessment methods and the barriers they may present). Although the traditional methods of assessment of disabled students can be extremely successful they often cause problems:

· for disabled students because the onus is on the individual student to make arrangements;

· for academic staff who have to follow complex administrative procedures;

· for central university staff (such as Disability Officers) because they have to make recommendations regarding academic assessment methodology;

· for administrators, who are often given the task of coordinating support without any additional resources.

Academic staff should be involved in the process of course design for all their students and many of the principles that have been investigated for improvements in assessment design also apply to disabled students. 

Assessment of disabled students should not be bolt-on 

Wherever possible course designers should use a proactive approach to assessment for disabled students.  This approach requires academic staff to consider the needs of disabled students from the design stage of the course.  Just as architectural changes to buildings (such as ramps) can be extremely expensive and awkward to implement if not incorporated at the design stage so too can changes to the curriculum or assessment methods of a course (Orwiss 1999). Often when course designers take into account disabled students from the initial stages many other students benefit. This wider consideration of access for all groups of users is beginning to be recognised by educationalists and is an extension of the idea of universal design first considered by architects when designing the built environment.

A range of assessments should be considered

If a range of assessments are used disabled students will be given more of an opportunity to show their competence wherever it lies (as long as it matches the learning outcomes of the course). This will also give flexibility in how you assess disabled students because if they can’t complete one type of assessment you may be able to offer different ways if there is already a culture and room in the course schedule to do this. 

Innovative solutions should be considered 

At times it can be difficult to imagine how a disabled student could meet the aims and objectives of a course of study. However, course designers should consider innovative solutions to these difficulties before deciding that the barriers are impossible to overcome. 

Read more?

The following link discusses some of the issues in assessment of blind or visually impaired students undergoing course which involve fieldwork.

http://www.chelt.ac.uk/el/philg/gdn/disabil/blind/ch8_5.htm
The paper found at this link discusses general issues of implementing innovative assessment.

http://www.lgu.ac.uk/deliberations/assessment/mowl_fr.html 


Learning Activity

Recently a number of tools have been developed to help course designers check that their teaching methods are accessible for disabled students. One such tool has been developed by the Disability Office at UMIST.  

The tool has three sections that have been designed for use at the level of a department, a course team or an individual module developer. 

We have provided the questions that are relevant to assessment methods for an individual module developer (see appendix i.)

If you would like full copies of the complete tool please contact :

Gerard Conroy (conroy@umist.ac.uk) at UMIST.

Legislation

Universities are under increasing pressure to meet the support needs of disabled students.  However, in the past, support for disabled students has been arranged in many universities in the UK without coherent policies and systems.  Universities have made arrangements for disabled students in assessment on an ad hoc basis (Sharpe and Earle 2000).  Unfortunately, in many cases the level of support disabled students received has been inadequate.  Support varies between universities, departments within universities and even between courses within the same department.  To improve support HEFCE have funded a number of disability initiatives in HE and introduced the disability premium to the mainstream funding allocation for each university.  

Recently there have also been three significant pieces of public policy that will directly affect how universities deal with disabled students.  These are listed below:

· The Special Educational Needs and Disability Act (2001) (see appendix a.)

This act makes it unlawful for HE institutions to discriminate against disabled students in all areas of educational provision.

· The Human Rights Act (see appendix b.)

The implementation in British law of the European Convention on Human Rights.

· Quality Assurance Agency (QAA) Code of Practice (see appendix c.)

The QAA have produced a useful guide by which HEIs may analyse their provision for disabled students and their assessment procedures.

Administration issues

On occasion academic staff will be approached by a disabled student for a request regarding assessment issues.  For example :

· a dyslexic student tells you that when you mark their essay they should not lose marks for spelling and grammar;

· you give a class test and a student comes to you before the start to tell you they will need 25% extra time;

· a blind student asks for brailed copies of past examination papers.

Most universities now have an assessment policy that is intended for use across all departments. In all cases when dealing with such a request you should refer to your own university’s assessment policy.

However, it is good practice to be proactive in providing arrangements for disabled students and below are a few suggestions that you might consider:

· Obtain a list from your disability office or from the student records database so that you are aware of the number of students on their course who may require arrangements for disabled students.

· Disseminate information about provision for disabled students. This could take the form of a poster  (see page 18) put up some time before the examination period begins or handing out information in lectures about the assessment policy for your university.

· Course Leaders/Year Tutors might keep a central record of arrangements that are made for individual students.  This will ensure that arrangements are made for the students in following years and will provide a measure of the level of support that each department or course is offering to disabled students during assessment periods.

Local policies
If you wish to locate the assessment policy for disabled students at your university this website is a useful starting point:

http://www.ltsn.ac.uk/genericcentre/projects/assessment/resources/disab/disab.htm#W
Web resources

General pages on assessment issues

9 Principles of Good Practice for Assessing Student Learning

http://www.aahe.org/assessment/principl.htm  

Internet Resources for Higher Education Outcomes Assessment

http://www2.acs.ncsu.edu/UPA/assmt/resource.htm 
Assessment resources from Deliberations (online learning and teaching database)

http://www.lgu.ac.uk/deliberations/assessment/index.html  
Assessing Students Realistically

http://www.personal.dundee.ac.uk/%7Eamjones/Dundeeonly/assessmentSD.htm  
Useful article from RMIT University in Australia

http://www.lts.rmit.edu.au/renewal/assess/index.htm   

Discussion of key aspects in assessment

http://www.dmu.ac.uk/~jamesa/teaching/assessment.htm
A Practical Guide to Assessment Methods for Lecturers

http://www.icbl.hw.ac.uk/ltdi/cookbook/contents.html
Disability specific pages

A guide for staff and students with disabilities about managing oral

examinations:

http://www.anu.edu.au/disabilities/moeswd.html
Using voice recognition software for examinations:

http://www.anu.edu.au/disabilities/atproject/vrs4.html
Examinations / Assessments - RNIB advice to students:

http://www.rnib.org.uk/student/exams.htm
Teachability advice about providing strategies for students with

disabilities in examinations and assessments:

http://www.ispn.gcal.ac.uk/teachability/Resources/Assessments.html
Information for academic staff teaching deaf students (includes a section on modifying language for multiple choice questions):

http://www.leeds.ac.uk/disabilityservices/information/staffhp.html
Computer based science assessment: implications for students with dyslexia

or specific learning difficulties:

http://www.rit.edu/~easi/itd/itdv01n4/article7.html
Assessment issues in higher educational settings for deaf students: 

http://www.deakin.edu.au/extern/rdlu/EnglishL.pdf
Information about dyslexia and guidelines for marking the work of dyslexic students:

http://www.uclan.ac.uk/student_services/accentre/dld/spldgd.htm
Subject specific pages

Art and Design

The Learning and Teaching Subject Network Subject Centre for Art, Design and Communications:

http://www.brighton.ac.uk/adc-ltsn/issues.htm
Assessment practices in art and design: a contribution to student learning?:

http://www.lgu.ac.uk/deliberations/ocsd-pubs/islass-jackson.html
Assessment and transferable skills in Art and Design:

http://www.lgu.ac.uk/deliberations/Subjects/art_design/davies_res.html
Hospitality, Leisure, Sport and Tourism
Defining learning outcomes from assessment criteria in Learning through Innovations, Networks and Knowledge Newsletter, Issue 2 October 2001,  of the LTSN Subject Centre for Hospitality, Leisure Sport and Tourism:

http://www.hlst.ltsn.ac.uk/resources/resources.html#publications
Designing more inclusive forms of assessment & integrating disability issues into the curriculum in Learning through Innovations, Networks and Knowledge Newsletter, Issues 3, February 2002 of the LTSN Subject Centre for Hospitality, Leisure Sport and Tourism:
http://www.hlst.ltsn.ac.uk/resources/resources.html#publications
Law

Ensuring successful assessment:

http://www.ukcle.ac.uk/resources/bone.html
Physical Sciences

Writing Learning Outcomes: Advice on defining courses using an outcomes-based approach:

http://dbweb.liv.ac.uk/ltsnpsc/primers/writing_learnout.htm
Designing assessment to improve physical sciences learning:

http://dbweb.liv.ac.uk/ltsnpsc/guides/designing_assessment/index.htm
Sociology

Assessment Strategies and Standards in Sociology:


" 

http://www.c-sap.bham.ac.uk/publications.htm



Social Work

Assessment issues in social work practice:

http://www.swap.ac.uk/approaches/Assessment1.asp

References/Further Reading

Brown, S. (1999) Institutional Strategies for Assessment in, Brown, S. & Glasner, A. (eds) Assessment Matters in Higher Education, OU Press and SRHE.

HMSO (2001) Special Educational Needs and Disability Act (HL)
Gibbs, G. (ed.) (1995) Improving Student Learning - Through Assessment and Evaluation. Oxford: Oxford Centre for Staff Development 
Gibbs, G. (1999) ‘Using Assessment Strategically to Change the Way Students Learn’ in, Brown, S. & Glasner, A. (eds) Assessment Matters in Higher Education, OU Press and SRHE.

James, D. (2000) Perspectives on Student Experience of Assessment in Higher Education, in A. Filer (ed.), Assessment: Social Practice and Social Product, Routledge Falmer, London.

Orkwis (1999) Curriculum Access and Universal Design for Learning. ERIC Clearing House on Disabilities and Gifted Education http://ericec.org/digests/e586.html (viewed on 29th March 2001).

Scott, S.S. (1997) Accommodating College Students with Learning Disabilities: How much is enough?

Innovative Higher Education, 22, 2, 85-99. 

Sharp, K. & Earle, S. (2000) Assessment, Disability and the Problem of Compensation. Assessment and Evaluation in Higher Education, 25,2, 191-199.

Silver, P., Bourke, A. and Strehorn, K.C. (1998) Universal Instructional Design in Higher Education: An Approach for Inclusion. Equity and Excellence in Education, 31,2, 47-51.
Vanderheiden, G and Tobias, J (2000) Universal Design of Consumer Products: Current Industry Practice and Perceptions. http://trace.wisc.edu/docs/ud_consumer_products_hfes2000/index.htm (viewed on 29th March 2001)
Williams, W.M. & Ceci, S. J. (1999) Accommodating Learning Disabilities Can Bestow Unfair Advantage, The Chronicle of Higher Education, Colloquy, http://www.chronicle.com/colloquy (viewed on 14th May 2001).
Zuriff, G.E. (2000) Extra Examination Time for Students with Learning Disabilities: An Examination of the Maximum Potential Thesis. Applied Measurement in Education, 13(1), 99-117.

Glossary

amanuensis

see scribe

HEFCE

Higher Education Funding Council for England. 

inclusion

Although the numbers of disabled students attending higher education has increased in recent years, in order for inclusion to be achieved universities must ensure that this numerical increase is coupled with strategic polices and practices that ensure that the student is given a equal chance to participate fully in the educational environment and is supported in order to achieve to the best of his/her ability.
‘Inclusive education means disabled and non-disabled children and young people learning together in ordinary pre-school provision, schools, colleges and universities, with appropriate networks of support.

Inclusion means enabling pupils to participate in the life and work of mainstream institutions to the best of their abilities, whatever their needs.’

From the Centre for Studies on Inclusive Education (CSIE) website

http://inclusion.uwe.ac.uk/csie/csiefaqs.htm
Study Skills

Many groups of students will benefit from information that guides their study at university. Subjects covered might include examination techniques, how to complete a reading list, how to structure an essay etc. Certain groups of disabled students (such as dyslexic students) often rely on some structured study skills support from a trained tutor.

legislation

Previously education was excluded in most respects from legislation that covers disability (i.e. the Disability Discrimination Act (DDA)1995). However, recently the SENDA was passed through parliament. The SENDA bill covers most aspects of educational provision. Universities are legally required to offer ‘reasonable adjustments’ and ensure that they do not ‘unfairly treat’ disabled students. (Give website with more information). 

QAA Code of Practice

The Quality Assurance Agency has introduced a suite of 7 codes of practice which will be used to guide subject review teams. One of these codes of practice covers provision for students with disabilities and is a useful starting point for those wishing to examine the standard of their support for this group of students. Another code covers assessment practices. (Give links to web pages containing the two codes).

panic attacks

A psychologically triggered experience that consists of a number of discomforting physiological symptoms that a person experiences e.g. dizziness, feeling that you will faint, increased heart rate, shortness of breath. ‘Sufferers’ usually experience such symptoms when they are in a situation that is perceived as stressful for the individual and which acts as a trigger for the attack e.g. examination rooms.  Attacks are often the result of or can lead to agoraphobia, sociophobia or a phobia linked to the trigger situation. 

scribe (or amanuensis)
Disabled students often make use of a scribe for the purposes of examinations where a computer is unavailable or inaccessible.  The scribe handwrites or types a manuscript of the information that is relayed to them through speech or in some cases sign language (e.g. deaf students). It is recommended that the scribe receives some training in the method so that for instance they do not try to interpret what the student communicates and that the student practices dictating before using the method in an examination situation.

Do you require extra time for examinations?

[image: image1.wmf]
[image: image2.wmf] 


Have you received alternative arrangements in your exams in the past? Please come in to the departmental office to ensure that arrangements can be made for you at university.

Appendix a.

The Special Educational Needs and Disability Act (2001)

This act was passed by Parliament in May 2001 and is an amendment to the Disability Discrimination Act (DDA)(1995).  Previously much of the provision of HEIs in England was excluded from the DDA. However, the SENDA compels HEIs : 

· not to treat disabled students less favourably, without justification, than students who are not disabled 

· to make reasonable adjustments to ensure that people who are disabled are not put at a substantial disadvantage to people who are not disabled in accessing further, higher and LEA secured education.

Provisions under the Act will be phased in from September 2001.

The Act is available from the HMSO at :

http://www.legislation.hmso.gov.uk/acts/acts2001/20010010.htm
Part 2, Chapter 2 deals with provision of Further and Higher Education.

A draft Code of Practice has been produced by the Disability Rights Commission.

The Code deals with the implementation of the act and gives practical examples of what is considered to be a reasonable adjustment and what is meant by treating students less favourably.

It can be viewed at :

http://www.drc-gb.org/drc/InformationAndLegislation/Page34A.asp
Appendix b.

The Human Rights Act (1998)

This Act came fully into force in British law on 2nd of October 2000.  It implements the European Convention on Human Rights.  Higher Education providers are covered by the legislation as they are classed as ‘public bodies’. 

Some relevant parts of the Act for HEIs are:-

· the right to education.

· the prohibition of discrimination on any grounds including disability.

· the right to freedom of expression

It is unclear at this stage how the legislation can be interpreted for higher education because there are considerable complications. For instance, the UK government has a restriction on Protocol 1, Article 2 (the right to education) that it can only be enforced ‘in so far as it is compatible with the provision of efficient instruction or training and the avoidance of unreasonable public expenditure’.

More information is available from various online sources:-

http://news.bbc.co.uk/hi/english/static/in_depth/uk/2000/human_rights/education.stm …

http://www.saltirepa.co.uk/spc10.htm …..

The Disability Rights Commission has produced a report on the Human Rights Act which can be downloaded from its website at:-

http://www.drc-gb.org/drc/InformationAndLegislation/Page313.asp …

Appendix c.

The Quality Assurance Agency (QAA) Code of Practice for Students with Disabilities

In January 1999 the Quality Assurance Agency published the first section of its 'Code of Practice for the Assurance of Academic Quality and Standards in Higher Education'. Although the QAA have scaled down their process of educational review for HEIs these documents are extremely useful in providing guides to best practice and may well play an important role in how the QAA assesses quality in the future.

There are 8 sections in the Code and Section 3, which was published in October 1999, relates to ' Students with Disabilities'.  Section 6 deals with the ‘Assessment of Students’.  Each section of the Code contains a series of precepts and associated guidance notes.

Section 3: Students with Disabilities contains 24 precepts. These are available at 
http://www.qaa.ac.uk/public/COP/COPswd/contents.htm 

Section 6: Assessment of Students contains 18 precepts.  These are available at 

http://www.qaa.ac.uk/public/COP/COPaosfinal/contents.htm
Appendix d.

Guidance when marking the written work of Dyslexic students
These guidelines are taken from the Access Summit booklet (Dyslexia – Guidance for Staff) and are an adaptation of those produced by Joyce Lilley at Bournemouth University  (1997/8). 

Rationale

Below are some generalisations about dyslexic students performance when writing. Remember, dyslexia affects individuals in very different ways. It is rarely the same for any two people. All our students have different experiences of learning, their needs have been identified at different times in their academic careers, they have received differing amounts of support and they have developed different coping strategies.

· Dyslexic students tend to think in a holistic, non-linear way i.e. a non-verbal way, which is difficult to convert into the linear nature of many academic assignments. 

Result: Dyslexic students may use more time and mental energy than other students to put ideas into words but may grasp the global picture very easily. 

· Dyslexic people usually have a strong perception of what they intend to write. They retain the mental image of the ideas they want to convey in spite of the actual way this is ultimately expressed in writing.

Result: Dyslexic students are unable to see that their writing does not reflect their ideas.  They are unable to proof read their work.  Mistakes in exams will not be identified or corrected.
· Dyslexic students do not learn language skills automatically. They cannot improve these skills through the process of error identification alone.

Result: Detailed explanations of underlying spelling, grammar, punctuation and syntax rules are needed to develop language skills. 

N.B. the standard feedback normally provided is insufficient for the needs of most dyslexic students.

· Dyslexic people may find it hard to ‘read between the lines’.


Result: Dyslexic students need direct but positive comments e.g. “this was good because…”. Telling a dyslexic student not to do something without providing a reason can be completely useless.

· A dyslexic person can find it difficult to present ideas in organised and structured formats e.g. essays, reports, examination scripts etc. 


Result: The principles of good presentation need to be taught. Samples and model answers for each format should be presented and explained.


· Technical mistakes in written English and poor presentation may mask the ideas and knowledge the student wishes to convey, which can be frustrating for the student and difficult for the marker.


Result: In marking look beyond the poor language skills for knowledge and ideas.

Typical Mistakes made by Dyslexic students

· bizarre or inconsistent spellings even of ‘common’ words e.g. said, what, when   

· incorrect use of homophones e.g. hear and here, there and their 

· omission or transposition of letters, syllables and words e.g. siad for said 

· poorly constructed sentences e.g. very long rambling sentences with no punctuation 

· tenses are used incorrectly and inconsistently  

· vocabulary is restricted or poor   

Please note  The assessment criteria for individual courses should apply to the marking of a dyslexic student’s scripts.  If written English skills are an important element of the course then these guidelines should be used alongside the criteria as a means of developing an individual’s skills.
Marking Aims

In course and exam work:

· to mark work fairly, neither compensating nor penalising for dyslexic difficulties, mark for content and ideas only  

· to disregard an individual’s dyslexic mistakes 

In course work only:

· to enable markers to give positive feedback to students, enabling them to develop as learners. i.e. use the error analysis marking system below

General Guidelines for Marking 

· read fast, looking for ideas, understanding and knowledge 

· ignore mistakes in punctuation, spelling or grammar - do not comment on these mistakes 

· do not penalise poor handwriting 

· if marking on ideas alone, tell the student 

· write legibly and use good English 

· explain clearly any comments made 

· try to highlight what a student has done well and indicate why it is good 

Further points to consider

· do not use a red pen for corrections (because of negative associations) 

· discuss with the student which errors s/he would like you to identify (s/he may only want certain spellings correcting)

· select poorly phrased / expressed ideas for the student to rewrite

· be sensitive towards individuals and their work as many dyslexic students will have experienced negative reactions throughout their educational lives.  
Error Analysis Marking

Despite marking without penalising for mistakes in English, students do need help to develop their written English skills. The following marking system will help a student to aim towards independent learning. When you use this scheme please make sure students are aware of the meaning of the abbreviations. 

Self-checking is a powerful tool to learning. Error analysis marking encourages the student to find and correct errors identified by a tutor through a coded mark in the margin   e.g.

Sp – spelling



G - grammar 

SS - sentence structure 

P - punctuation 

V - vocabulary 


O - word omission 

R – repetition



T - tense 

Using this guidance the student will examine the line of writing, identify the highlighted error and attempt to correct it. Once a student learns to identify particular types of error, s/he can begin to check her/his own work and re-draft accordingly.

Appendix e.

Table of assessment methods

	Assessment method
	Advantages
	Disadvantages
	Accommodations applied

	Timed examinations
	Relatively easy to administer to large groups. Traditional approach.

Can assess a broad range of issues from the curriculum.
	Memory test,

undue stress.

Problems for students with writing difficulties, memory difficulties.


	Extra time, use of a separate room, use of a computer, use of a dictionary.

	Essay and dissertation
	Not as stressful as examinations. Students can take more time and use their strengths.
	Requires good essay writing skills.

May require a proofreader.

Plagiarism.

Only assesses a specific area of the overall curriculum.
	Use of a computer with spell checker. Extra tuition on essay writing, English tuition.

Compensation for spelling and grammar.

	Oral presentation

Case study 
	Use of skills other than writing. 

Some groups of students (e.g. dyslexic) have abilities in this area.
	Problems for students with speech difficulties.

Problems for students who are acutely shy/ experience panic attacks or who have difficulty in oral articulation.
	Student composes presentation but doesn’t speak it.

Student works in a group and other is nominated to present information.

Student submits video.

	Peer marking
	Can increase students’ attention to task. 

Improves students’ ability to provide themselves with internal quality control.
	Students need to be aware of good practice when providing feedback. 

Need to be aware of the needs of dyslexic students for instance.

A visually impaired student will require copies of scripts in accessible formats.
	Excellent opportunity to increase the awareness of the entire group to equality issues by referring to good practice in marking etc.

Ask students to provide electronic version of script.


Appendix f.

Table of examination arrangements available for disabled students.

	Accommodation/ strategy
	Students to whom it might apply
	Circumstance
	Comments

	Extra time


	Any student who cannot compose essays under timed restrictions (dyslexic students). Students who need to take rests (students who experience severe pain, students with ME).  Students who take longer than usual to complete a written test (students with manual impairments)
	Exams, any timed assessment (essays, reports).
	Some writers have argued that this is not a fair way of assessing all students. See Zuriff (2000).

Must ensure that exams don’t run into one another when concurrent.



	Separate room


	Students who can’t attend the exam hall (acute hay fever sufferers, people who experience panic attacks). Students who need to use a computer where a computer isn’t the usual mode of communication for the examination (e.g. students with visual impairments)
	Exams, timed tests.
	Requires extra resources, extra invigilators.



	Amanuensis/scribe


	students unable to write or unable to express themselves in writing

e.g. students with manual dexterity problems or physical disabilities, students with severe dyslexia
	Examinations, any timed assessment
	Requires additional resources. Also need separate room so that dictation doesn’t disturb other students. And near to exam room as student may need to question examiner about a point on the paper.

Needs practice by both parties (student and scribe)

	Questions produced on audio tape


	Students who are blind.

Students who have difficulty understanding written word (dyslexia)
	Examinations
	Needs forward planning to ensure availability of resource. 

	Use of a PC


	Various groups of disabled students may require the use of a PC in examinations and as a tool for completion of assignments. Generally the PC will be used in conjunction with specialist software or input devices.
	Coursework and sometimes in examination situations.
	Security of file system. May need to ensure the PC is not networked etc. The invigilator may need some specialist knowledge so that student doesn’t cheat.

	Voice recognition software


	Dyslexic students, students with physical disabilities who can’t input into a PC using standard methods
	Usually used for completion of assignments. Sometimes used in examinations
	Security of file system. May need to ensure the PC is not networked etc.

Ensuring that the students’ voice profile is recognised on the PC being used in the examination.

	Marking strategies


	Dyslexic student and some deaf students.
	Any written assessment.
	

	Vivas


	Students who are unable to write at a reasonable speed or ability to complete a timed examination.


	Written examinations.
	Question over whether course at HE require demonstration of literacy skills that can’t be demonstrated in a viva.


Appendix g.i.

Assessment case studies: Presentations


Course of Study

Interactive Arts

Year of Study

Level 1

Level of Study

undergraduate


Assessment method

· Students are required to give a presentation at the end of each semester in each year of study to describe the piece of interactive art that they had produced for that semester.  After the first semester feedback is formative so that students can improve on their technique.  Presentations in semester two are for progression to the next year of study.  Presentations are delivered to the year group and tutors and are followed by a questions and answers session.

Skills assessed

· Although the development of presentation skills is a desirable outcome of this method of assessment it was not felt that the ultimate purpose was to develop these practical skills. Rather that the student should articulate to the rest of the group the process of development of their piece of work.

What barriers does the student face in completing this assessment?

· The student has been supported by the Learning Support Unit of the university and has been assessed for dyslexia.  It is difficult to ascertain any cause-and-effect but the student is extremely shy and lacking in confidence.  This may be due to her difficulties in articulating or from previous educational experiences.

· She felt unable to give a presentation to the whole group but was willing to be present to answer questions at the end.

· The student had also transferred from another course within the department so was lacking in experience in this assessment method.

How was the assessment method altered?

· The Learning Support Adviser discussed the difficulty with the course tutor. After consultations and discussions with course team staff and the student it was decided that the student would be allowed to video the presentation and that this would be played to the group. The student would then be available for the questions and answers session.  

· After working with the student, providing feedback on presentation style and ability, course staff felt that the student may actually be able to give the presentation. However, the video would be prepared anyway as a back up.

Further notes

· The use of video may eventually be written into the overall assessment methodology so that it could be available to all students.  In this way it would be inclusive for all learners.  Indeed a further student on the course requested a similar alteration to the assessment method and may be submitting a CD-ROM/website in place of the presentation. 

· Videoing is often used as a preliminary step on presentation training and would be of use in this situation so that students can gain confidence but also as a further learning aid to elicit self-reflection.

· There was a history of collaboration between the Learning Support Unit (LSU) and the Faculty of Art and Design.  The LSU had given talks to students at Induction and delivered Study Skills sessions.  They had also given a presentation to course leaders in the department.

Possible difficulties

· May be inappropriate if the course insists on this work-based skill as an essential criterion in order to pass the course e.g. in vocational Law courses.  However, video could still be used as a preliminary teaching aid to increase confidence.
Appendix g.ii.

Assessment case studies : Extra time

Course of Study

Law – Legal Practice Course (LPC)

Year of Study

Level 1

Level of Study

postgraduate


Assessment method

· Students are required to interview fellow students in order to obtain information.

Skills assessed

· Interview skills that would be applicable in legal practice.

What barriers does the student face in completing this assessment?

· The student had a hearing impairment and used radio-aids. The student’s written skills were excellent and it appeared that his ability to receive and convey spoken information was of a similar level.

· Student was unable to complete the interviews in the allocated time. After discussions with course tutor and Learning Support Adviser it was discovered that he was unable to articulate fully under these time restrictions

In normal day-to-day activity these were skills that usually caused him no difficulties.

How was the assessment method altered?

· The student was allowed additional time.  He took very short breaks after each section of the interview.

· The practical skill of interviewing was being assessed and although in some areas of legal practice time may be an issue it was felt that ability to interview was more to do with gaining the necessary information from the interviewee.  Also in many situations interviews would take place in less restrictive circumstances.

· The assessment could have been made open-ended for all students and this would make it inclusive for all. Students could be told that they are to continue interviewing until they felt they had enough information. They could also be given guidelines for the amount of time that was considered appropriate in this scenario so that overall assessment time did not become excessive.
Further notes

· Course tutor and Learning Support Unit Adviser had a good working relationship and innovative use of assessment was received in a positive manner.

Appendix g.iii.

Assessment case studies: Viva voce

Course of Study

Computation

Year of Study

Level 3

Level of Study

Undergraduate


Assessment method

· Standard written timed examinations

· In total 12 examinations across the academic year in two blocks of 6.

· 11 were assessed by viva, it was felt that the remaining one was inappropriate because it involved a high level of mathematics content.

Skills assessed

· Knowledge of curriculum

What barriers does the student face in completing this assessment?

· Student felt that he couldn’t express himself to the best of his ability in writing.

· Student had been assessed as dyslexic.

How was the assessment method altered?

· Student started each examination at the same time as other students.
· At each viva an examiner and an invigilator were present.
· In each examination the student was given one hour to prepare his answers. The examiner then entered the room. The student was given more time if he wasn’t ready. Although the time limit on the vivas was open the student finished most of the examinations within the standard three hours allocated to other students.
· Members of the department developed a protocol for delivering vivas. The Head of Department was involved in this process and was the examiner for some of the vivas.
· The examiner was allowed to verify that he/she understood what the student was saying, but was not allowed to prompt if parts of the question were unanswered.
· At the end of the viva all parties were asked if they felt the examination had proceeded fairly.
· The student was asked at the end of each viva whether he wanted to add any further information.
Further notes

· This method was resource intensive and the Department felt that if all students were given the option of vivas they would be unable to meet the demand.

Appendix g.iv.

Assessment case studies: Coursework

Course of Study

Computation

Year of Study

Level 3

Level of Study

Undergraduate


Assessment method

· Standard written timed examinations

Skills assessed

· Knowledge of curriculum

What barriers does the student face in completing this assessment?

· Student was unable to write at any great speed therefore timed examinations were out of the question.

· Vivas were also not an option as the student’s speech was very difficult to understand.

· A scribe was also not a solution because of communication difficulties.

How was the assessment method altered?

· Student was given coursework instead of examinations.
· In total the student was assessed over the year on ten pieces of coursework.
Further notes

· Although the student was given unlimited time to complete the assignments she was tutored to develop and abide by a timetable so that work did not pile up.

· The course team were not worried about plagiarism or collusion with other students as the student found it very difficult to communicate with others in the course. Indeed this lack of communication was of some concern to course staff because the student was often isolated from her peer group

Appendix h.

Universal Design 

Architects and designers have recently begun to consider the principle of universal design when developing plans for buildings and technological devices (Vanderheiden and Tobias 2000).  The principle is based on providing access for all people and has often been implemented when the needs of disabled people are considered in access to the urban environment. A ramp for example, has benefits not just to people who are traditionally considered as disabled but also to the elderly, children, people with prams and people delivering heavy parcels. 

Universal design, is design that provides access to objects, technological devices, urban spaces and learning environments, for as broad a range of people as possible without the need for assistive devices or where this is not possible it is at least compatible with the use of assistive devices. 

Universal design in the production of learning materials for education has become known as universal design for learning (UDL) or universal instructional design (UID).  Orkwis (1999) has described universal design for learning:

 ‘A more efficient way to provide student access is to consider the range of user abilities at the design stage of the curriculum and incorporate accommodations at that point. This ‘built-in’ access for a range of users, those with and without disabilities, is the underlying principle of universal design.’

Many of the requests that disabled students make to departments and disability offices are for such things as untimed tests, notes, prepared materials before class, and study guides. As Silver et al (1998) note ‘such accommodations are typically helpful to all students, and in fact may be representative of effective instructional practices’.

Most teachers want all students to do well on their courses and want to be responsive to the needs of all their students. Universal design offers a way forward.


Learning Activity

Can you think of an example of a way in which the design of an everyday environment/object has been altered so that it has become accessible for all?

As discussed above the most oft-cited example is of a ramp.  Although most people think of the benefits to wheelchair users it has actually become useful for people pushing prams, people delivering large parcels on trolleys and people who have a range of mobility difficulties.
Answers on next page.
Answers
· Tin openers

· Telephones

· Ergonomic office equipment

· Shallow shopping trolleys

· Dropped curbs

· Speech input devices

· Automatic door opening

· Accessible toilets

Gerard’s audit tool

The following questions are extracted from a tool developed at UMIST and should be asked by individual module developers when considering accessibility of assessment methods. 

	Is a clear statement available outlining the aims and objectives of this particular module?


	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     
	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions




	When marking course work or assignments is adequate clear, constructive feedback provided to all students?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(

	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions



	When setting assignments do you identify the barriers some students may face with specific tasks and take this into account by considering adjustments while maintaining academic standards?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     

	Not Relevant

	Any comments


	Any Actions



	Do module assessment policies (excluding formal examinations) consider the requirements of disabled students in the modes of assessment employed?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions



	Do module arrangements for phase tests; class assignments etc systematically take into account the needs of students with disabilities?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions



	Does this module allow flexibility regarding methods of submitting assignments?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(

	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions



	Does this module allow flexible deadlines for submission of assignments where it is in the student’s best interests and where there is an identified need?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions



	Do module examination arrangements consider the requirements of disabled students in the modes of assessment employed?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions



	Does the setting of examination papers for this module consider the requirements of disabled students?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(
	Is this done formally / informally?

Formally    Informally

  (         (     

	Not Relevant

	Any comments


	Any Actions




​​​​​​​​​​​​​   

	Is there a system in place which enables module tutors to consider approving alternative assessment arrangements where this may be in the best interests of disabled students whilst ensuring that academic standards are not compromised?
	Yes for all 

(

	Yes for some                                                              

(
	Not at all

(

	Is this done formally / informally?

Formally    Informally

  (         (     

	Yes for all

(
	Yes for some

( 
	Not for any

(

	Any comments


	Any Actions




N.B. This module refers to the academic assessment of students.  It does not cover issues relating to the assessment process that disabled students undergo in higher education in order to receive a grant (the Disabled Students’ Allowances, DSAs) or to the assessment of dyslexia. 





Note on terminology:


There are several phrases being used at the moment to describe these general principles – universal design, inclusive design, design for all, transgenerational design, barrier-free design. 


For a further discussion on this and inclusive design in general see:


� HYPERLINK "http://www.drc.org.uk/drc/Documents/Inclusive_design.pdf" ��http://www.drc.org.uk/drc/Documents/Inclusive_design.pdf�
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