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Abstract: Design-based subjects consistently perform poorly in relation to assessment 
and feedback in measures such as the National Student Survey (UK), which prompts 
educators to consider more effective ways of engaging design students in the assess-
ment and feedback process. There is a growing field of research supporting the view 
that exercises can be designed to deliver authentic experiences and enhance student 
assessment and feedback literacy. Through a literature review of this emerging field, 
this study establishes a framework for designing a peer-assessment and feedback ex-
ercise aimed specifically at developing authentic feedback literacy in design students, 
through emulating real-world experiences of the design industry. A single explanatory 
case study is then used to test the effectiveness of this exercise on 30 design students. 
The conclusion develops an understanding of using peer-assessment and feedback to 
embed authentic feedback literacy, and a set of recommendations for evolving the ex-
ercise design. 

Keywords: feedback literacy ; peer assessment ; authentic feedback ; creative subjects 
1. Introduction 

This study develops an understanding of the question: ‘how effective are peer assessment 
and feedback exercises in embedding authentic feedback literacies for students studying de-
sign-based courses at University?’. To explore this question a single explanatory, mixed 
methods case study, involving 30 final year undergraduate Industrial Design students from a 
large UK University, was undertaken. 

A framework for relating authentic feedback literacy to the practicalities of designing a peer-
assessment and feedback exercise was developed from the literature. The framework was 
used to design a peer-assessment and feedback exercise that was delivered to the students. 
Various forms of data were generated and analysed to establish how effective the exercise 
was in developing authentic feedback literacies, including: a recording of the assessment 
and feedback session, a questionnaire disseminated to students, and semi-structured stu-
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dent interviews. The findings and discussion conclude with an understanding of the effec-
tiveness of using peer-assessment and feedback exercises in developing authentic feedback 
literacy, and recommendations for improvements. 

Interest in this subject arose from personal experiences of the authors when working with 
design-based courses in universities to address poor performance in the National Student 
Survey, specifically in relation to the quality of assessment and feedback. Assessment and 
feedback have consistently scored lower in the National Student Survey, making it an im-
portant focus for curriculum enhancement (Rodgers et al., 2011). This is particularly the case 
in creative subjects where subjectivity is central to the creative process; being able to make 
judgements about the intent, ambitions, and objectives of an assessor is regarded as critical 
to becoming a successful designer (Baynes, 2010). Therefore, design-based disciplines mani-
fest unique challenges in developing effective strategies for assessment and feedback (Seery 
et al., 2012 and Winstone and Boud, 2020). 

2. Literature review 

2.1 Assessment literacy and the development of feedback literacy 
Feedback literacy was first explored and defined by Sutton (2012, p. 31) as “the ability to 
read, interpret and use written feedback” and is increasingly becoming a critical area of in-
vestigation within assessment and feedback. This evolved from earlier work on assessment 
literacy which Smith et al. (2013, p. 45) define as “students’ understanding of the rules sur-
rounding assessment in their course context, their use of assessment tasks to monitor or fur-
ther their learning, and their ability to work with the guidelines on standards in their context 
to produce work of a predictable standard”. There is a trend in trying to understand the ex-
tent to which students comprehend the function and methods of assessment and feedback 
before they are used as instruments in their learning. Investigations into assessment literacy 
focus on ways to improve student understanding of how and why they are being assessed to 
improve their engagement in the process (Smith et al., 2013). Extending this concept to 
feedback practice, Carless and Boud (2018) propose that feedback literacy also includes stu-
dents appreciating the value and importance of feedback and the active role they play in the 
feedback process. This is categorised as four elements in their framework: ‘Appreciating 
Feedback’ involves understanding and appreciating the role of feedback in improving work 
and recognising that feedback comes in different forms; ‘Making Judgements’ involves the 
development of the ability to make sound judgements about their own and peers’ work; 
‘Managing Affect’ involves managing the affective challenges of feedback; ‘Taking Action’ in-
volves acting on the information provided. Understanding feedback literacy can largely be 
explored in the context of teacher feedback literacy and methods to enhance teaching prac-
tice (Carless and Winstone, 2020), and student feedback literacy and activities to support 
learning development (Malecka et al., 2020).  
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Figure 1. Features of student feedback literacy (Carless and Boud, 2018, p. 1319) 

Carless and Boud’s framework has been empirically supported by the work of Molloy et al. 
(2020) stressing the value of feedback literacy in making better use of existing feedback 
mechanisms and assessment practices within curricula, the development of evaluative 
judgement, and its benefit to broader employability skills. The studies do however focus on 
generic application of feedback literacies across the curriculum without focusing on disci-
pline specific contexts. This is the first framework used within the methodology of this study 
for creating a conceptual framework. 

2.2 Authenticity in assessment and feedback 
The context in which assessment and feedback takes place is critical and covers two broad 
issues in relation to authenticity: firstly, is the type of teaching and learning taking place 
within the subject and the recognition of the types of practice that may be unique or more 
relevant to that subject; secondly is the professional or work context of the discipline and 
the relationship between assessment and feedback processes and the extent to which they 
emulate the professional environment. Authentic feedback can be seen as an evolution of 
feedback literacy to consider the relationship between feedback practices used in university 
and the types of feedback used in the broader profession (Dawson et al., 2020). It draws on 
the research into authentic assessment that looks to create assessment modes that emulate 
scenarios likely to be faced in the profession (Ashford-Rowe et al., 2014). The underpinning 
principle for both authentic assessment and feedback is that it creates a measurable connec-
tion between the academic context of the subject and the practical application of the sub-
ject in a professional context, ostensibly improving lifelong learning skills of students. Under-
standing the inter-relationship between authentic assessment and authentic feedback is a 
critical development in the literature and one that is central to the methodology of this 
study.  

Dawson et al. (2020) developed an influential framework for authentic feedback that can be 
used to embed authenticity into processes and practices involving feedback. The framework 
has 5 criteria: 
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1. Realism: that the feedback is authentic to, and represents, the reality of the 
life graduates of the discipline will face and prepares the students accord-
ingly. 

2. Cognitive Challenge: that the feedback supports engagement with high-order 
thinking, problem-solving, and decision-making. 

3. Affective Challenge: that the feedback promotes engagement with challeng-
ing and potentially critical responses to work, recognising the occurrence of 
such practices in the workplace. 

4. Evaluative Judgement: that the feedback supports the development of capa-
bilities to make decisions about the quality of your own, or other peoples’, 
work. 

5. Enactment of feedback: that the feedback is engaged with constructively to 
support development or either the object of feedback, future approaches to 
work, or both. 

There are significant overlaps with this framework and the one proposed by Carless and 
Boud (2018), with particularly close correlation between dimensions 2 to 5. Dimension 1: Re-
alism however, is a particular feature of authenticity which is absent from Carless and 
Boud’s (2018) framework, and this will be considered within the methodology of this study. 
This is the second framework used within this study for creating a conceptual framework. 

3. Methodology 

3.1 Creation of the conceptual framework 
Using the literature and the combined frameworks of Dawson et al. (2020) and Carless and 
Boud (2018), a new framework was designed to establish the key themes of authentic feed-
back literacy (Theme), detail the associated behaviors a student would need to demonstrate 
effective engagement with these literacies (Proposition), and propose design principles for 
peer-assessment and feedback exercises that facilitate the development (Design Principles). 
The framework is as follows: 

Table 1.  Embedding Authentic Feedback Literacies in Peer-Assessment and Feedback 

Theme Proposition Design Principles 

1. Appreciating Feedback 1a. Students are able to un-
derstand and appreciate the 
role of feedback in improv-
ing work and the active 
learner role in these pro-
cesses. 

Introduction of the peer-assess-
ment and feedback exercise by 
the teacher, with clear refer-
ence to criteria and overview of 
the relevance of the formative 
exercise to improving work. 
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Engage in peer discussion to 
reach a consensus on grading 
and feedback points. 

 1b. Students recognise that 
feedback information 
comes in different forms 
and from different sources. 
 

Students undertake independ-
ent evaluations. 
 
Students then engage in peer 
discussion to reach a consensus 
on grading and feedback points. 
 
Teacher then discusses similari-
ties and differences across 
groups with the class in the 
context of actual feedback 
given by the teacher. 

2. Making Judgments 2a. Students can develop 
capacities to make sound 
academic judgements about 
their own work and the 
work of others. 

Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement. 
 
Relating individual and group 
feedback to actual teacher 
feedback to improve under-
standing. 

 2b. Students participate 
productively in peer feed-
back processes. 

Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement. Requires all stu-
dents to engage in the process. 
 
Students prompted in the ques-
tionnaire to identify areas for 
improvement in their own work 
to encourage students to relate 
judgements to action. 

 2c. Students refine self-eval-
uative capacities over time 
in order to make more ro-
bust judgements. 

Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement. 
 
Relating individual and group 
feedback to actual teacher 
feedback to improve under-
standing. 
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3. Managing Affect 3a. Students maintain emo-
tional equilibrium and avoid 
defensiveness when receiv-
ing critical feedback. 

Students assess anonymised, 
exemplar projects to mitigate 
against emotional reactions to 
the assessment and feedback 
process. 
 
Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement. 

 3b. Students are proactive 
in eliciting suggestions from 
peers or teachers and con-
tinuing dialogue 

Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement. 
 
Teacher shares feedback at the 
end of the exercise and dis-
cusses similarities and differ-
ences. Teacher reinforces value 
of the seeking feedback. 

 3c. Students develop habits 
of striving for continuous 
improvement on the basis 
of internal and external 
feedback. 

Students prompted to consider 
actions for applying learning to 
their own development as part 
of the questionnaire. 

4. Taking Action 4a. Students are aware of 
the imperative to take ac-
tion in response to feedback 
information. 

Students prompted to highlight 
one area of learning to take 
from the exercise to apply to 
own projects. 

 4b. Students can draw infer-
ences from a range of feed-
back experiences for the 
purpose of continual im-
provement. 

Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement. 
 
Teacher shares feedback at the 
end of the exercise and dis-
cusses similarities and differ-
ences 
 
Students prompted to highlight 
one area of learning to take 
from the exercise to apply to 
own projects. 
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 4c. Students develop a rep-
ertoire of strategies for act-
ing on feedback. 

Students prompted to highlight 
one area of learning to take 
from the exercise to apply to 
own projects. 

5. Realism 5a. Students engage in the 
tasks and social and physical 
context of feedback in the 
discipline or profession 

Introduction of the peer-assess-
ment and feedback exercise by 
the teacher, with clear refer-
ence to criteria and overview of 
the relevance of the exercise to 
improving work.  
 
Introduction includes clear ref-
erence to the specific context of 
design as a profession and the 
importance of peer-review and 
feedback. Reference is made to 
the exercise supporting specific 
projects, but also having value 
in developing feedback skills 
critical to the profession. 
 
Individual grading of 3 exemplar 
projects, before mediating 
through peer discussion and 
agreement to simulate design 
briefing sessions with col-
leagues and clients. 

 

 

3.2 Data collection and analysis methods 
Student self-perception and efficacy data was gathered using a questionnaire, which was 
constructed using the ‘Propositions’ column in Table 1. The use of questionnaires is a well-
established method for collecting data on social characteristics, reasons and beliefs for ac-
tion in relation to a given task, and past and present behaviours (Bulmer, 2004). Quantitative 
data was obtained using closed questions determined by a Likert scale of 1-5, in which stu-
dents were asked to reflect on their experience through ‘to what extent’ style questions. 
Qualitative feedback was gathered through the questionnaire using free text options for 
comments. The questionnaire is an appropriate method as it allows for the capture of stu-
dent perception in a consistent way across the group, allowing for the analysis of subjective 
opinions against the same criteria. Limitations in the use of the questionnaires include: dis-
honest or unanswered questions, issues with understanding and interpretation, and re-
spondent bias (Remenyi, 2012).  
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Participant observation was employed for the peer-assessment exercise as a means of cap-
turing the process by which the group discussed, shared, and gave feedback on, and re-
sponded to the task. This provided qualitative data related to the nature of the feedback 
used by the students within the exercise. As the exercise was recorded and transcribed, the 
conceptual framework detailed in Table 1 was used as a deductive analysis tool to test the 
quantitative findings from the questionnaire and establish the extent to which students en-
gaged in the spectrum of feedback literacies. The use of deductive analysis of transcripts is 
an appropriate analysis tool in case study methodology, where a conceptual framework has 
been adopted and a series of propositions are detailed for testing (Gerring, 2006; Rashid et 
al., 2019). The use of observation more broadly as a method is appropriate to researching 
live interactions and decision-making processes made in a group setting as it allows for this 
process to happen naturally and the use of filming and transcription ensures an authentic 
representation of events (Baker, 2006). The limitations of participant observation centre on 
potential biased influence on the exercise by the researcher and lack of objectivity in the ex-
periment (Levine et al., 1980). The researcher has attempted to limit this bias by not being 
directly involved in the exercise. Steps were also taken in the participant information and in-
troduction to the exercise to mitigate against this risk by stressing that there was no speci-
fied outcome for the students in terms of the task. 

The mixed-methods approach mitigated against over-reliance on one type of data set, and is 
evidence of more robust use of case study methodology (Rashid et al., 2019). Descriptive 
statistics have been used for the quantitative data analysis recognising the limitations on 
conducting complex statistical modelling posed by the limited sample (Humble, 2020). These 
have been used to provide an initial indication of data trends against the propositions pro-
vided in the framework. Aggregated statistics from the propositions were also generated to 
create overall theme data. The results from the quantitative analysis were then supported or 
challenged by a deductive analysis of the qualitative data provided by the participant obser-
vation and interview transcripts. The quantitative data provides insight into the student self-
perception, with the qualitative data providing information on how and why the students 
hold those perceptions. Combined, the data sets should improve our understanding of the 
effectiveness of the exercise in encouraging the development of the associated skills and at-
tributes from the framework. 

4. Findings and discussion 

4.1 Appreciating feedback 
To test the first proposition of this theme (Table 1, 1a.), participants were asked the extent 
to which they felt the exercise helped them to understand and appreciate the role of feed-
back in improving work. The mean score (m) across all respondents was 4.75 on the Likert 
scale, with a standard deviation (SD) of 0.452. This indicated that students strongly agreed 
with the statement with a low degree of variability across the sample, providing strong sup-
port for the initial proposition. To further explore this proposition, various questions were 
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asked during the participant interviews, including did the exercise help you to appreciate the 
importance of feedback in improving your work? In their responses to this question, stu-
dents were able to identify differences in subject contexts and place greater emphasis on 
feedback as a skill required in design. This evidence begins to connect the theme of ‘Appreci-
ating Feedback’ to the broader research question of authentic feedback literacies and sug-
gests that in the context of design, peer-assessment and feedback can be particularly effec-
tive in improving understanding of criteria and quality of work. 

Proposition 1b assumes that if the exercise is effective, students should be able to recognise 
that feedback information comes in different forms and from different sources. This proposi-
tion was tested by asking students the extent to which they felt the exercise helped them to 
understand the feedback of others and how this relates to their work. The results indicate a 
similarly strong agreement with the statement across the sample and a consistent low de-
gree of variability (m = 4.67, SD = 0.492), providing strong support for the initial proposition. 
This proposition was also tested against the transcript analysis of the participant observa-
tion. There were 24 coded references related to this proposition from the exercise, indicat-
ing that students were recognising that feedback information can come in different forms 
and from different sources. The participant interviews were also used to explore this propo-
sition, by asking: do you think it is important to receive feedback from various sources, for 
example, other students, your teachers, and potential clients or consumers? This was in-
tended to prompt reflection on the specific sources of feedback the student experienced 
during the exercise and their value in appreciating feedback. The student provided a rich re-
sponse that reflected their views on each of the feedback sources, their value, and how they 
relate to one another.  

4.2 Making judgements 
The first proposition of this theme (Table 1, 2a) assumes that if the exercise is effective, stu-
dents should be able to recognise the development of capacities to make sound academic 
judgements about their own work and the work of others. The questionnaire asked students 
the extent to which the exercise helped them to form opinions about their own work and 
the work of others. The results place the group response halfway between slightly agree and 
strongly agree indicating reasonably strong support for the proposition with a low degree of 
variability across the responses (m = 4.5, SD = 0.674). The analysis of the participant observa-
tion shows 30 coded references providing evidence that students make comments support-
ing sound academic judgement. This was the most coded proposition. The participant inter-
view further explored this proposition by asking: following the exercise did you feel more 
confident making judgements about the quality of work, either your own or others? The stu-
dents discussed how going through the exercise helped to triangulate and refine their views, 
making them more confident in their assessments. 

The second proposition (2b) within this theme proposes that if the exercise is effective, stu-
dents will participate productively in peer feedback processes. This proposition was tested 
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within the survey instrument by asking the students the extent to which the exercise encour-
aged them to interact with fellow students in order to make judgements about work. The re-
sults mirror the responses to the first proposition in this theme and indicates that the group 
had strong support for the statement with low variability (m = 4.58, SD = 0.793), upholding 
proposition 2b. This proposition was also tested through the participant observation coding, 
which coded 22 references supporting the proposition. This was the fourth most referenced 
proposition coded. 

The final proposition (2c) for this theme suggests that if the exercise is effective students 
should recognise their ability to refine self-evaluative capacities over time in order to make 
more robust judgements. The questionnaire tested this proposition by asking students the 
extent to which the exercise will inform how they will give feedback in the future. The re-
sults show the average to be closer to slightly agree with a similar low degree of variability, 
still indicating support for the initial proposition (m = 4.33, SD = 0.778).  The slightly weaker 
results here may be indicative of the future-facing nature of the question, requiring students 
to project how their learning may change in the future. Whilst still relatively strong results in 
support of the proposition, a more robust measure would be to re-test the same group later 
and ask students to reflect on their learning journey between the two.  

4.3 Managing affect 
The first proposition of this theme (Table 1, 3a) proposes that students recognise the need 
to maintain emotional equilibrium and avoid defensiveness when receiving critical feedback. 
The questionnaire asked the extent to which students felt comfortable during the exercise 
giving or listening to critical feedback. The results following a trend of responses sitting be-
tween slightly agree and strongly agree with a low degree of variability (m = 4.58, SD = 
0.669). The results support the proposition. Coding related to this proposition identified ex-
amples of critical, but objective feedback; this decision was taken between the author and 
the teacher through coding validation having found no evidence of emotional reaction to the 
process. This proposition was also tested in the interviews by asking the question: how did 
you find the process of reviewing and providing feedback on other students’ work? The stu-
dents highlighted one of the key design considerations for the experiment, which was the 
use of anonymised exemplars, and noted that “because the examples were from last year, it 
was quite easy for me to be critical and to look at it and say what I honestly thought.” This is 
supported by Robinson et al. (Robinson et al., 2013) and Carless and Boud (Carless and Boud, 
2018a) who reference this technique as a direct means of mitigating emotional responses to 
critical feedback, whilst providing productive opportunity to engage in the effective process 
of assessing and providing feedback.  

Proposition 3b assumes that as a result of the exercise students should be proactive in elicit-
ing suggestions from peers or teachers and continuing dialogue. The questionnaire tested 
this proposition by asking the extent to which, following the exercise, the students were 
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comfortable asking for suggestions from fellow students about their work. The results indi-
cate that there was slight agreement across the sample for this proposition with a low de-
gree of variability (m = 4.17, SD = 0.835). There were 16 coded references to this proposition 
from the participant observation, providing examples of how the exercise encouraged feed-
back responses from students and the teacher. 

Proposition 3c suggests that following the exercise students should develop habits of striving 
for continuous improvement on the basis of internal and external feedback. The question-
naire asked students the extent to which after this exercise they will seek ways to improve 
approaches to feedback. The results show a clear response of slightly agree with a low de-
gree of variability, suggesting there is consistent support for the proposition, though not 
strong agreement (m = 4.0, SD = 0.853). This prompts students to think about the future ef-
fect of the exercise and so only measures intent as opposed to reflection on an actual course 
of action. It was possible to use the Participant Interview to provide a qualitative response to 
this proposition by asking: did the exercise encourage you to strive to improve your work 
based on the feedback provided by you and your peers? Can you give an example? The stu-
dent response did not link the exercise to their desire for improvement, but stated that, “I 
think I strive to do well anyway, and I think rather than making me want to strive more, it 
just encouraged me and made me feel like I understood what I was doing better”. This sug-
gests that this particular student consciously strove for improvements to their work irrespec-
tive of this exercise, however their reference to doing it better connects the theme of ‘Man-
aging Affect’ with ‘Appreciating Feedback’, and specifically the ability to make more sound 
academic judgements. 

4.4 Taking action 
The first proposition of this theme (Table 1, 4a) proposes that if the exercise is effective, stu-
dents will be aware of the imperative to take action in response to feedback information. 
The questionnaire asks the students the extent to which they will use feedback from the ex-
ercise to inform their work. We can see support for this proposition with a slightly stronger 
than slightly agree response and low degree of variability (m = 4.33, SD = 0.888). This propo-
sition was also explored in the Participant Interview by asking, what do you consider to be 
the most important use of feedback to be? The student response focused on the direct link 
of feedback with the ability to act and improve work, with comments such as “feedback is a 
way to understand how to do better next time”. This supports the critical importance of 
formative feedback as a process of improving work towards summative assessments or 
longer-term outcomes (Vaz et al., 1996; Yorke, 2003; Crossouard and Pryor, 2012). 

The results for proposition 4b, which assumes students will be able to draw inferences from 
a range of feedback experiences for the purpose of continual improvement, are the same as 
4a. The questionnaire asked the extent to which the exercise helped the students to con-
sider the role of feedback in the professional world of design. The results show the same 
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support for the proposition and low degree of variability (m = 4.33, SD = 0.888). This proposi-
tion was further explored during the Participant Interview by asking: what types of feedback 
did you experience during the exercise? The question attempted to split the ability to recog-
nise different sources of feedback, to then attributing value to different sources for the pur-
poses of taking action. The student repeated similar comments made in relation to the types 
of feedback within the ‘Appreciating Feedback’ section of the interview and was able to dis-
tinguish between peer and teacher feedback in their respective qualities.  

The last proposition (4c) suggests that an effective exercise should encourage students to 
develop a repertoire of strategies for acting on feedback. This proposition was tested by ask-
ing the students the extent to which the exercise helped them to understand how to act on 
feedback. The results follow a predominant trend of partially stronger than slight agreement 
with the proposition and low degree of variability (m = 4.17, SD = 0.835). The interviews 
were also used to test this proposition with the question: did the exercise help you to think 
about ways of acting on feedback to improve your work? The student response focused on 
how a specific concept from one of the exemplars discussed in their group, which related to 
how they had gone about validation, prompted them to take action for their own work. 

4.5 Realism 
This theme was predominantly explored in the qualitative methods of this study. Coding of 
the participant observation for the proposition within this theme focused on references to 
the specific context of design as a subject and/or profession, of which there were 29 individ-
ual references. This was the second most frequently referenced proposition, and second 
most referenced theme, indicating a high prevalence of authenticity across the exercise. 

This theme was also explored in the Participant Interview through asking questions such as: 
did the exercise help you to relate the role of peer-review and feedback to the real world of 
design? Students spoke confidently about the connection between peer-feedback and its re-
lation to the world of design, partially based on their experience of being on industrial place-
ment. They regarded peer-feedback as a “way to actually be a designer”. When considered 
in light of the survey responses and participant observation, it is possible to see evidence of 
two dimensions of ‘Realism’: the first is the authenticity in the assessment exercise in the 
classroom as a simulation; the second is the concept of giving and receiving feedback as an 
intrinsic quality for a good designer. The former relates to creating a real or authentic envi-
ronment, the second relates to being authentic which connects to the sociocultural perspec-
tive of this study and the importance of how individual identity is formed (Gipps, 2002; Mer-
cer and Howe, 2012). 

5. Conclusion 
This study provides a rich contribution to understanding the role peer-assessment and feed-
back exercises can play in supporting the development of authentic feedback literacies in de-
sign students. It also provides a practical tool for designing peer-assessment and feedback 
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exercises that seek to encourage the development of these literacies in students studying 
design-based subjects. 

When considering the quantitative data generated from this study, across all thematic areas 
and propositions, results were consistently between 4 and 5 on the Likert scale (slightly 
agree to strongly agree) on all questions, with very little variation across the participants. 
These results can be regarded as relatively emphatic and indicate that student self-percep-
tion of the development of these literacies was significant. When combined with qualitative 
data analysis from the participant observation and interviews, there is significant corrobora-
tion between the data sets against the propositions. The qualitative data also provides in-
sights into how and why students arrived at their self-perceptions, contributing to a deeper 
understanding of how effective the exercise was.  

The study has shown that when a considered design is taken to conducting peer-assessment 
and feedback exercises that factor the discipline and professional context of the programme 
of study, students can develop skills and attributes broadly accepted as being inherent to au-
thentic feedback literacy, and, can be critically conscious of their own development. 

The study also contributes to the general shift in focus from students understanding of how 
and why they are being assessed, to being conscious of the importance of assessment to the 
development of values and attributes that are lifelong. This is important to the debate on the 
value of creative subjects that can teach skills, values and attributes which are essential to 
life beyond study. 

The set of practical recommendations that emerged from the analysis, for evolving the peer-
assessment and feedback exercise proposed in the initial framework (Table 1) can be articu-
lated as follows: 

• Educators should consider creating multiple opportunities for the same students to 
engage in peer-assessment and feedback exercises over time to reinforce skills and 
attributes, particularly those related to Making Judgement and Taking Action. 

• An iterative approach to peer-assessment and feedback exercises can effectively sim-
ulate the iterative process of design, encouraging the development of Appreciating 
Feedback over time and reinforcing Realism. 

• Educators should progress from using anonymised exemplars to using students own 
work over time to develop behaviours of emotional equilibrium associated with Man-
aging Affect. 

• Educators should actively prompt, and check, how students Take Action following the 
exercise. 

Please note that the interpretation of these recommendations is limited to the scope of this 
study. These recommendations are proposed as a tool for guidance rather than a set of gen-
eralisable rules. Further cases, that increase sample size and include participants studying on 
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other creative courses globally, will evolve this understanding of using peer-assessment and 
feedback exercises to embed authentic feedback literacies over time. 
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