(iii) Approved by Director of LIFE

Please send the completed proposal (in signed soft copy as MS Word or pdf) to the Chairperson of
TLC Task Force on or before the specified submission deadline.
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OBATL-based Development Plan

Appendix 13

Action Plan Objectives Target Frequency Responsible
Party
An OBATL Handbook will be provided for | To enhance the All teaching N/A The Teaching
all teaching staff and they are encouraged | understanding and staff (Full-Time Faculty
to read and understand clearly the content | implementation of OBATL | & Part-Time)
of the handbook. among teaching staff.
A set of online materials with an online To make sure all teaching All teaching Once (For new The Teaching
quiz will be developed to assess teaching staff have a basic staff (Full-Time | staff: to be Faculty
staff’s understanding of OBATL and all understanding of OBATL & Part-Time) completed within 3
teaching staff are required to pass the quiz. | and to draw their attention months upon
to the importance of appointment; for
OBATL. current staff: to be
completed before
March 2021)
Regular training and pedagogical To enhance the All teaching Attending at least 2 | The Teaching
workshops for OBATL will be organized understanding and staff (Full-Time) | hours pedagogical Faculty &
annually and the list of activities implementation of OBATL training activities in | Teaching and
participated by the teaching staff will be among teaching staff. OBATL a year Learning
recorded in their performance review Centre
report.
The understanding and adoption of OBATL | To enhance the All new In the first year of The Head of
is incorporated into the existing coaching understanding and appointed Full- | the appointment Teaching
scheme for new teachers. The revised implementation of OBATL | Time teaching Faculty,
guideline on coaching to new teachers is among all new teaching staff Programme
attached in Annex. staff. Directors,
Programme
Heads and
Programme
Leaders

Approved by the Academic Board of LIFE on 25 September 2020
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Annex
Guideline on Coaching Scheme to New Teachers

1. This guideline specifies the coaching to new teachers and it aims at assisting new teachers in
adapting quickly to the teaching and learning environment at LIFE and ensuring a quality

programme delivery under close guidance of his/her supervisor.

Coaching Content

2. An orientation is provided to new teachers. The orientation includes a briefing of the following
arcas.
i. Roles and responsibilities of teachers
ii. Quality assurance mechanism on programme delivery and monitoring, quality
assurance of teaching plan, teaching materials, examination paper setting and grading,
Outcome-based Approach to Teaching and Learning (OBATL), class observation,
Staff-Student Consultation Committee (SSCC), Course Teaching and Learning
Evaluation (CTLE), etc.
iii. Supporting teams and facilities
iv. Information systems for teachers, such as the IT and AV system in classroom, Moodle
system, Turnitin, Banner Tools, etc.
v. Human Resources Matters, such as code of practice on confidentiality, sexual
harassment, conflict of interest, handling personal data, etc.
vi. The framework and adoption of OBATL, such as curriculum design, teaching and
learning activities, assessment methods, etc.
vii. Introduction and instructions to OBATL Handbook and online materials with the quiz
1. An experienced teacher is assigned as a mentor to coach a new teacher.
2. Samples of teaching plan, teaching material and assessment are reviewed by the mentor and
comments are given for quality assurance and enhancement.
3. A class observation is conducted in Term One by the Programme Head. A debriefing is
provided by the Programme Head for teaching enhancement.
4. A peer visit to a class taught by an experienced teacher is arranged by the mentor. It allows
a new teacher to enrich his/her teaching through peer observation.
5. Around halfway through the term, an interim teaching review is provided by the mentor.
6. Examination paper (or a major final assessment) setting of at least one course is under

supervision by the mentor.

Page 77 of 124



7. Grade moderation of at least one course is under supervision by the mentor.
8. A CTLE follow-up meeting to review the teaching and learning of last term is conducted by

the Programme Head.

Feedback and Evaluation

3. The coaching scheme is a one-year programme take place in the first year of appointment of
the new teacher. Upon the completion of the first half year of appointment, the immediate
supervisor will discuss with the new teacher on his/her working performance in various kinds
of duties assigned. An interactive discussion can allow both the immediate supervisor and the
new teacher to provide timely feedback to each other. The working performance of the new
teacher can be monitored and the improvement plan can be provided by the immediate

supervisor.
4. Upon the completion of the first year of appointment, the immediate supervisor will discuss
with the new teacher again on his/her working performance in various perspectives during the

regular performance review exercise. Hence, the immediate supervisor can monitor the

progress of the new teacher and provide timely feedback and advice to the new teacher.

Approved by the Academic Board of LIFE on 25 September 2020
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1. Understanding Outcomes-based Approach to Teaching and Learning
(OBATL)!

OBATL is commonly used by universities over all the world nowadays. It is a
teaching and learning approach, which focuses on achieving certain specified
outcomes in terms of individual student learning. Therefore, the programmes and
curricula are designed to achieve these specified competencies that students are
expected to achieve. The outcome statements defines what the students are expected
to achieve or able to do after taking a course / programme/ activity. After the
Intended Learning Outcomes (ILOs) have been designed, the Teaching/Learning
Activities (TLAs) should then be designed and aligned with the ILOs. The TLAs
require students to actively participate in order to build up their new knowledge and
abilities. Finally, the Assessment Tasks (ATs) measure how well students achieve
the ILOs.

When adopting OBATL to design a course / programme, the alignment of ILOs,
TLAs, and ATs is very important. The ILOs should be developed first, then the
Teaching / Learning Activities and Assessment Tasks are developed to align with
the ILOs.

When designing a course / programme, the Intended Learning Outcomes (ILOs)
should be designed first by using action verbs to cover the course content and to
specify the context and a standard that the students are expected to attain. After the
ILOs are designed, teachers should design the Teaching/Learning Activities (TLAs)
to create a learning environment to facilitate students to achieve the ILOs. In
addition, Assessment Tasks (ATs) should also be designed to facilitate the teachers
to measure how well students have attained the ILOs and to give a grade showing
the levels of performance. The process of designing the ILOs, TLAs and ATs should

focus on the constructive alignments to each other.

Teaching/Learning Intended Learning

Activities Outcomes

Assessment Tasks

Criteria allowing

Addressing those Using verbs to

: judgment of students’
verbs to elicit the describe what the
. performance of the
intended learning student is expected to
ILO verb behaviours
outcome be able to do

! https://tlc.In.edu.hk/tlc/index.php/teachers/introduction-to-obatl/
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To conclude, OBATL is a shift from teacher-centered approach to student-centered
approach. Under OBATL approach, teacher’s role is a facilitator to guide/ facilitate
students’ learning and it focuses on learner’s experiences and outcomes. It also
allows flexibility and empowerment in students’ learning process and emphasizes
on progress and overall learning. The specified learning outcomes allow teachers
and students understand what students are expected to learn and achieve after
completion of the programmes/courses. The teaching and learning activities should
focus on ability building and skills development, rather than content-based and
content delivery. In other words, the teaching and learning activities should
facilitate students to achieve the learning outcomes by developing their skills and

self-learning abilities.

Therefore, criterion-referenced assessment (CRA) should be adopted instead of
norm-referenced assessment, in which the performance of a student depends solely
on how well he/she can achieve the learning outcomes of a programme/course.
Under this philosophy, it may be possible that all students in a class can get a Grade
A if all of them can achieve the learning outcomes. However, based on the variation
in students’ ability and performance, a distribution across grades is expected to exist.
Therefore, if it is found that most students can get a high grade continuously, the
assessment criteria should be reviewed to see if they are quite lenient. As
mentioned, a constructive alignment between intended learning outcomes, teaching

and learning activities and assessment tasks is very crucial under OBATL approach.
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2. Defining Intended Learning Outcomes (ILOs)

2.1 Understanding the Intended Learning Outcomes
ILOs are the expected achievement by students in a course / programme. They are
the statements showing the key outcomes / knowledge that students are expected to
achieve, know, and understand upon the completion of a course / programme. It
provides a clear guidance for the planning and development of the teaching process.
Under common and traditional practice, teachers begin by thinking about what
topics to teach when they plan their course curriculum. It is important to understand
the difference between outcomes and contents. The outcome-based approach
changes the focus from 'content' to 'knowledge, abilities and attitudes achieved by

students'.

The main concern is the “outcomes” in the outcome-based approach. This may
include the expected performance of the graduates of a programme or courses; the
expected techniques and knowledge students should achieve and demonstrate after

completion of a programme / course.

The use of intended learning outcome approach can help students learn more
effectively by allowing them to know what they are expected to achieve and learn
with a clear direction. In addition, they help teachers design the teaching materials

effectively with the appropriate teaching and assessment strategies.

2.2 Differences between Programme Intended Learning Outcomes (PILOs) and

Course Intended Learning Outcomes (CILOs)?

PILOs refers to the expected learning outcomes in broad terms of an entire
programme while the CILOs refers to the specific outcomes in different courses
under the programme level. They should be aligned and all outcomes are targeting
the same goal. PILOs can align with institutional outcomes - graduate attributes,
while CILOS should be cascaded from PILOs with the respective essential
knowledge content and the abilities / skills. In other words, CILOs should map with
PILOs as well. In addition, Teaching/Learning Activities (TLAs) should map with
CILOs to show that the TLAs facilitate the achievement of CILOs. Finally,
Assessment Tasks should map with CILOs to ensure the connection between
outcomes and assessments. Therefore, outcomes statements should be different at
different levels and teachers should ensure the alignment between PILOs, CILOs,
TLAs and ATs, which enables the understanding of knowledge across course and
programme levels.

Zhttps://www.polyu.edu.hk/obe/ 07_2 1 _Defining_Intended Learning_Outcomes.php
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2.3 Appropriate level of 'Action Verbs' in Outcome Statements
Outcome statements refer to the expectation on what students learn and achieve
after completion of a programme / course. Hence, they should be a statement stating
how such achievement can be demonstrated by relevant action verbs. For instance,
solving problems, working in teams, communicating effectively, etc are some
examples of generic abilities demonstrated by students. When designing the
outcome statements, teachers should refer to the Generic Level Descriptors (GLDs)

from HKQF (www.hkgf.gov.hk) for different levels of programmes / courses.

When teachers design the learning outcomes, they should avoid using some
confusing action verbs that are difficult to be measured, such as “know”. Though
‘know’ seems usable, ‘know’ is a very confusing and unhelpful verb. It is confusing
because there is no explicit indication of what students should demonstrate when
they have indeed known something. It is not helpful because the verb 'know' does
not measure students’ learning progress. Appropriate level of outcome statements
should focus on the expected level of abilities. Therefore, it is also important that
the action verbs are at suitable levels. Sample action verbs can be referred to the
following link*:
https://www.utica.edu/academic/Assessment/new/Blooms%20Taxonomy%20-

%20Best.pdf

2.4 Some Common Mistakes in Writing Outcome Statements:

e Overly vague or specific language

e Confusing words and phrases

e Too many ILOs leading confusion about on which to focus

e Over use of verbs in one ILO causing students’ confusion to which ILO is
most important for them to demonstrate for assessment

e Using the same verb across ILOs

e Use of progression in ILOs causing difficulties in measurement without
pre/post tests

e Unable to assess ILOs

3Bloom’s Taxonomy of Measurable Verbs (2019). Retrieved from UTICA, Web site:

https://www.utica.edu/academic/Assessment/new/Blooms%20Taxonomy%20-%20Best.pdf
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3. Aligning Teaching and Learning Activities with Intended Learning Outcomes

After the intended learning outcomes are set, teachers have to think how to design
the teaching and learning activities to help students to achieve these outcomes. It is
important to use an outcome-oriented approach based teaching and learning activity.
Teachers have to make sure that the teaching and learning methods can facilitate the
students to achieve the intended learning outcomes, with the consideration of class
size. Teaching and learning activities should equip students with the abilities to
apply knowledge to solve the problems. There are different kinds of teaching and
learning activities available nowadays. The teaching methods may include lecture,
tutorial, problem-solving learning, internship, self-directed learning, experiential
learning, laboratory work, fieldwork, e-learning, etc and some of them are effective

in small groups and some are not.

Tips on making OBATL effective in teaching and learning activities®:
e Specify what students are expected to learn
e Explain the reasons of using OBATL to students
e Design teaching and learning activities to facilitate students to achieve the
ILOs
e Apply appropriate learning activities for different class sizes
¢ Build a learning environment students can learn comfortably with joy
e Choose appropriate assessment tasks
e Provide sufficient learning support for students when necessary
o Acknowledge the students their role in achieving the ILOs

e Provide timely feedback to students on their performance

4ht‘[ps://www.hksyu.edu/q:a/p:ages/member/OBTL%ZOHandbook_ZO 19%20(Revised%2020190819).pdf
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4. Aligning Assessment Tasks with Intended Learning Outcomes

Effective assessments should be used together with appropriate methods of teaching
and learning. Various kinds of teaching and learning methods should be adopted
when teaching a programme or a course. Furthermore, in order to assess students’
learning progress at different stages, different assessment activities should be
conducted throughout the course at different stages. An assessment plan should
include the assessment methods which can align with the objectives and outcomes
of the subject or programme. There is no a single assessment method can be used
for all types of learning outcome. For example, if an intended outcome for an Early
Childhood Education course is to “apply effective classroom management skills in
kindergartens,” teachers cannot measure this outcome by a written assignment only.
Under the same theory, some generic outcomes cannot be assessed by objective

tests.

Example of aligning TLAs and ATs with ILOs

ILO AT TLA

Apply the essential
principles of classroom
management in

kindergartens

Practicum hours to
assess students abilities
in classroom
managements in

kindergartens

A series of lectures, case
studies, group
discussions, etc covering
the principles of
classroom management

in kindergartens

To conclude, when deciding the choice of assessments, teachers should consider the

factors, including the learning objectives and teaching & learning activities; time

needed for completing and marking the assessments; nature of courses; etc.
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4.1 Using Assessment for Both Grading and Support Learning®
The function of assessment is giving grades to students, which may be the common
understanding among teachers. It is true that educators regard this is a kind of
“concluding assessment”, which is one of the important assessment functions. Such
kind of assessment is usually used when the course or a major topic finishes. In
other words, both the final examination and tests given during the term are

concluding assessments and the main purpose is to give a grade.

In addition to grading function, assessment is important for learning. The
assessment questions will show students what kinds of learning style are
encouraged. For instance, essay questions encourage students to have critical
thinking and apply knowledge into the subject context, while tests seem to focus on

robot learning and memorization.

Hence, teachers should view assessment is not only a tool to check students’
learning progress by giving a grade, but also consider it integrally as part of the
learning process for the students, when designing an overall assessment plan. It is
crucial to see the assessment as an instrument for encouraging desirable learning.
Furthermore, teachers should also give timely feedback to students so that they can
understand their own learning progress and have a clear direction on the
improvement plan, which can facilitate them to achieve the learning outcomes.
Therefore, teachers should provide feedback and advice on improvement for

students after their completion of each assessment task.

3 http://www.polyu.edu.hk/obe/07 3 2.php
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4.2 Continuous Assessment Versus Examination®

Assigning percentage weightings between continuous assessment and the final

examination is a common concern nowadays. When deciding to use continuous

assessment or final examination, teachers should consider based on if they are

suitable for achieving and measuring the intended learning outcomes. Assessment

methods may include tests, examinations, case studies, projects, end-of-chapter

questions, reflective papers and critical incidents, oral presentation, practicum,

portfolio, peer and self-assessments, etc.

Characteristics of effective assessment tasks’:

Clear purpose
Able to review students’ learning progress
Clearly define what is being assessed and how judgments are reached

Credible and provide a record of attainment

Common pitfalls in assessment tasks®:

Unable to match the ILOs

Unclear criteria for students

Overuse of single-mode of assessments

Overload and insufficient time for students to complete the assessment task
Insufficient feedback provided to students

Inconsistent / wide variation in marking between modules and assessors and

within assessors

® https://www.polyu.edu.hk/obe/07_3_2.php

7 Based on the UK Employment Department paper (1992) cited in Brown and Knight, op cit, p.22)

8 Brown, G, Assessment: A Guide for Lecturers, LTSN Generic Centre — Assessment Series 2001, p.7
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5. Criterion-Referenced Assessment (CRA)

5.1 Criterion-Referenced Assessment versus Norm-Referenced Assessment’

Criterion-Referenced Assessment (CRA) is used to assess students’ performance in
achieving the intended learning outcomes of a subject or programme by setting pre-
described criteria and performance standards. When the course commences, the pre-
defined criteria and standards should be communicated to the students clearly. A
grade will be given based on the absolute performance standard the student has
demonstrated, without considering other students’ performance in the same course.
Therefore, no pre-set grade distribution for the assessment should be set. Under this
theory, it may appear that for all students to obtain grade A in the assessment.

However, in reality, a normal distribution appears as students’ performance will vary.

Norm-referenced assessment (NRA) refers to an assessment approach in which a
grade is given to a student by comparing his / her performance with other students.
Students’ performance is assessed by comparing the achievements of other students
in the same class / cohort. Where a grade is assigned, it will be assigned according
to the student’s relative performance on a pre-set grading distribution, normally
determined by the institution. This assessment approach is commonly known as
grading on the curve and there is a fixed proportion with a limited number of

students with a certain grade.

Hence, under the philosophy of outcome-based approach to teaching and learning,
CRA should be adopted to assess students’ ability in achieving the ILOs of a subject
or a programme, with pre-defined criteria and performance standards and without
considering the performance of other students in the same class / cohort. Judgments
are made against set criteria that are independent of the performance of other

students in the same class.

*https://www.polyu.edu.hk/obe/GuideOBE/GuidelinesforlmplementationOnCeriterion_eferencedAssess

ment.pdf
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5.2 Advantages of CRA

Enhancing student’s motivation and learning by providing the detailed and
transparent pre-described criteria and standards of assessment

Encouraging the use of various assessment methods to evaluate different
learning competencies and skills of students, instead of merely use of the tests
or examinations

Improving the relevance of the assessment tasks by setting explicit and clear
criteria and standards

Enabling formative feedback to students according to their performance level
and criteria

Providing useful and detailed information to teachers about their students

ability to achieve ILOs of the programme or course

5.3 Tips on making CRA Properly and Effectively!’

Clearly identify the intended learning outcomes of the course/programme
Select appropriate assessment tasks that are aligned with the intended learning
outcomes

Develop appropriate criteria and performance standards for each assessment
task

Provide explicit and transparent criteria and performance standards to assessors
and students

Assess and grade students according to stated criteria and performance
standards

Give timely feedback to students

1Ohttps://www.polyu.edu.hk/obe/GuideOBE/GuidelinesforlmplementationOnCriterion_eferencedAssess

ment.pdf, p.2-7
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6. Other Useful Links for Reference:
6.1 Best Practice on Rubrics:
https://tlc.In.edu.hk/tlc/wp-content/uploads/2018/09/HG_2_web_01.pdf

6.2 Sample Assessment Rubrics:
https://tlc.In.edu.hk/tlc/wp-content/uploads/2018/09/7 Feb 2016.pdf

6.3 Turnitin, Plagiarism and Assessment:
https://tlc.In.edu.hk/tlc/wp-content/uploads/2018/09/HG 1 web rev.pdf
https://tlc.In.edu.hk/tlc/wp-content/uploads/2018/09/2017 Plag Guide web link.pdf
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Appendix 15

LINGNAN INSTITUTE OF FURTHER EDUCATION

Assessment Guidelines for Lingnan Institute of Further Education

As one part of a complex system of interactions between teachers and students, assessment is
an integral part of the educational process. Fair, transparent and effective assessment helps to
ensure quality learning, provide evidence of the achievement of student learning outcomes, and
discriminate between different levels of student academic performance. Striving for effective,
consistent, fair and transparent assessment at all levels is essential for the continuous
improvement of the educational experience of students at Lingnan Institute of Further
Education (LIFE).

An outcome-based approach to teaching and learning (OBATL) is grounded in a set of
pedagogical and institutional values and principles that articulate clearly stated “intended
learning outcomes” (ILOs) with a set of assessment tasks (methods) for measuring them (see
Figure 1). OBATL argues that teaching and learning are most effective if they are based upon
a high level of mutual awareness between teachers and students.

This document outlines some well-established best practices for continually improving
alignment between assessment and the intended learning outcomes in all courses and
programmes of LIFE.

Figure 1: Curriculum Alignment (adapted from Biggs, 1999, p 27)

Curriculum alignment is a matter of learning and teaching activities, including assessment
methods, being aligned with the intended learning outcomes.

Learning and = = Assessment
teaching activities Intended methods
= learning @
outcomes
Designed to meet (1ILOs) Designed to assess
learning outcomes learning outcomes

General principles for effective assessment

1. These assessment guidelines are based upon the principles inherent in good teaching
practice. They aim to ensure that for a degree programme :

(a) assessment tasks are aligned with its ILOs and those of the constituent courses;

(b) its students understand in advance what is expected of them in the programme;

(c) fairness is upheld in the administration of assignments and assessment tasks in all
courses of the programme; and

(d) evidence is available for (a-c) above for the purpose of quality assurance and
enhancement.
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The guidelines affirm the teacher’s academic freedom in constructing and delivering the
course content, while recognizing that the taught curriculum is fundamental to the student
experience and should align well with the goals of the individual programme and LIFE as a
whole. This helps LIFE to justify clearly the alignments among the intended learning
outcomes set by each programme and its constituent courses, the discipline-specific contents
involved, and the design of assessment tasks and other appropriate student learning activities.

Curriculum alignment implies a number of principles:

1.1. It is important that students know and understand the criteria the teacher has set for
grading specific assignments, and that grading adheres to those criteria.

1.2. It follows that the marking criteria and procedures and other assessment processes in a
course need to be clear to teachers and students; students in particular need to be given
sufficient and timely information about them.

1.3. Assessment tasks should have sufficient variety to meet the range of ILOs, initially at
the course level and ultimately at the programme level.

1.4. It is important that assessment tasks adopted in a programme of study include some that
are sufficiently demanding to demonstrate higher level cognitive skills and knowledge.

1.5 Throughout any given course students should have opportunities to gain insights into
their progress and how they might further improve. To that end, formative assessment
tasks need to be followed by timely and appropriate feedback so that students are given
adequate time for reflection and improvement. The teacher should return works for
all assessment tasks with feedback to students before the start of the examination
period as far as practicable.

Purpose of assessment

2. Appropriate assessment strategies support a high quality sub-degree and lifelong education.
In an OBATL curriculum, assessment provides evidence:

2.1. for the students, about their learning progress, in order to facilitate the development of
knowledge, skills, attitudes and values.

2.2. for the teachers and their peers, about the particular curriculum set-up, modes of
teaching, and the methods of assessment adopted across the programmes, in order to
further improve teaching and learning through review and evaluation; and

2.3. for the institute, the public and the wider community, about student attainment of
learning outcomes, initially at the course level, then the programme, and ultimately at

the level of a LIFE graduate; as well as about the appropriate level of achievement of
our graduates that is recognized by the society at large.

Assessment practices
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3.

It is generally accepted that assessment can be both formative and summative in nature.
Summative assessment focuses on learning outcomes achieved by the end of the course,
including higher-level outcomes. Formative assessment is generally intended to provide
feedback to students in order to enhance their learning during the course (or, more broadly,
over an entire programme of study). Both forms of assessment may contribute to final
grades or marks. It follows from 1.6 that significant assessment tasks that entail formative
evaluation should be included sufficiently early in a course of study to foster students’
awareness of the quality of their academic work to date and their progress in achieving the
learning outcomes.

Ideally, the assessment of ILOs will (a) inform the variety, timing, and evidence of student
learning, (b) satisfy the requirements of future quality audit processes, and (c) enable
recognition by the wider community of the value and rigour of a LIFE award. Assessment
tasks should provide opportunities for students to demonstrate a variety of lower- and
higher-level learning outcomes, and should yield timely and appropriate feedback for
students and provide evidence about the extent of their achievement of the ILOs.

The teacher may require an assessment task to be non-marks bearing, in the form of a hurdle
or completion task. This is often intended to provide evidence of the acquisition of a specific
(usually lower-level learning outcome) skill, process or knowledge.

General principles for assessment at LIFE (course and programme levels)

6.

7.

The significance, nature and extent of the assessment tasks are a matter of judgement by the
teacher based upon the ILOs, best teaching and assessment practices, and specific needs of
the academic discipline.

6.1. Students’ final grades may be based entirely upon summative assessment, but
normally both summative and formative assessments will contribute to final grades.

6.2. Team skills are important and group tasks will provide opportunities for students to
demonstrate cooperation and collaboration. It is especially important that in assessing
tasks undertaken by groups the teacher make clear the means by which the group (or
individual within a group) is assessed.

6.3. Peer assessment is potentially an excellent opportunity for students to develop
comprehensive understanding of the dynamics of teams, and is a means of judging the
quality of their own and others’ work. Courses that include peer assessment have a
special duty to provide sufficient resources (e.g., rubrics, in-class discussions,
modeling the process by the teacher, exemplars from past courses etc.) for students to
undertake this process in a fair and scholarly manner.

6.4. Not all programme level learning outcomes need to be assessed in each course.

At the programme level, assessment tasks may be expected to span a wide range of learning
outcomes.
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7.1. Students should be made aware of how the learning outcomes and assessment tasks in
any given course align with programme level learning outcomes.

7.2. Respective Programme Teams review annually the extent to which various
assessments are aligned with the programme goals.

7.3. The Programme Teams collect and share relevant information about assessment with
the individual teachers and evaluates how the programme goals and learning outcomes
have been achieved. This may also be done in conjunction with scheduled Programme
Reviews.

Marking and grading

8. The key principles of fairness, awareness and transparency imply that marking and grading
must be as equitable as possible, particularly in multi-section courses. Some assessment
strategies that can help teachers achieve these goals include:

8.1. The marking criteria of an assignment or assignment category should be made explicit
to students in a timely fashion and linked to the ILOs.

8.2. The implementation by the programme of procedures to ensure comparability of
grading across sections of the same course (e.g., double marking of a set of sample
scripts from each grade level, or marking of a certain part of an assessment task by a
single teacher, etc.). These are especially important when multiple teachers are
involved in grading across multiple sections.

8.3. The archiving of marking criteria and sample scripts for:
8.3.1. scheduled course and programme reviews;
8.3.2. scrutiny by external reviewers if requested/ required; and
8.3.3. future reference and mentoring of new staff, and as exemplars for students.

9. Assessment tasks that are weighted relatively more heavily should be designed to provide
opportunities for students to demonstrate that they can perform at optimum levels.

10. Care should be taken to ensure that the descriptors provided for assessing student

achievement of learning outcomes are sufficiently comprehensive to discriminate student
performance across a range of levels.

Programme and course outlines, and assessment descriptors
11. As a programme moves to align its assessment tasks with its ILOs, it is good practice for:

11.1. assessment goals across all its courses to be made available to students using multiple
platforms (e.g., handbooks, the Institute intranet);
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11.2. each programme to include a statement of programme-level learning outcomes ;

11.3. course instructors to provide students with information on how the specific
assessment tasks (e.g., classroom discussions, attendance, online forums, quizzes,
mid-term, end-of-term examination, term paper, group work, artifacts, etc.) relate to
course-level and programme-level learning outcomes;

11.3.1. except for purely fact-based assessment tasks, marking criteria should be
given to students in advance and documented. In the case of multi-sectional
courses, the criteria should be consistent across sections;

11.3.2. the link between the assessment tasks and the ILOs should be indicated to the
students and should be documented for the purpose of quality assurance and
enhancement;

11.3.3. major changes would normally not be made to the assessment tasks after the
commencement of a course, and minor changes would be made in
consultation with the students, and would be recorded; and

11.3.4. major changes to the suite of assessment tasks for a course should be
approved by the Academic Board/ Committee on Academic Quality
Assurance of Sub-degree Programmes.

11.4. the grading/marking procedures for individual contributors to group projects to be
specified clearly so as to allow the instructor to allocate grades fairly based on the
contribution each student has made to the final product.

Academic integrity

12. The presentation of another person's work without proper acknowledgement of the source,
including exact phrases, or summarised ideas, or even footnotes/citations, whether
protected by copyright or not, as the student's own work is deemed as plagiarism, and
students should be made aware of the policies of the Institute and the resultant action.

12.1. Teachers are strongly advised to inform/remind all students (particularly in the early
stages of study at LIFE) as to the penalties for plagiarism and other forms of academic
misconduct. It is important that there is a common understanding by all teachers in a
programme as to the actions that will result if academic misconduct is shown to have
occurred, and that these actions follow Institute’s policy.

12.2. 1t is mandatory to use Turnitin, an anti-plagiarism tool, to check all written
assignments (written in Chinese or English) for all courses.

Appendix 1 provides a simple checklist to assist the development of a more coherent assessment

framework in programmes.

12 June 2020
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Appendix 1

Guidelines for a holistic approach to assessment within programmes

Programmes may wish to adopt some version of the checklist below for their own internal
purposes.

Possible items for consideration
1 Avre the course assessment schemes developed in sufficient time to inform students
at the beginning of term, and they available via the inter- or intranet?

2 Are the course assessment schemes integrated with the programme-level
assessment scheme, and is such information made available to teachers and
students via the inter- or intranet?

3 Are assessment rubrics and criteria shared with all teachers of the programme,
particularly when there is more than one teacher teaching a course?

4 Are student guidelines on how to avoid plagiarism developed and consistently
applied?

5 Is there a programme-wide policy on how marks will be moderated, if required?

6 Is there a programme-wide policy on the grading of group projects?

7 In courses with more than one section taught by different teachers, is there a

process to ensure comparability across the different sections and a means by which
sample scripts are double marked to ensure grade consistency and fairness?

8 Have the criteria for grades in the General Education courses (i.e. courses should
be taken by all full-time sub-degree students) been clearly defined, and is there a
process to ensure that staff have the opportunity to reach consensus?

9 Is there a programme-wide policy regarding the nature and timing of student
feedback?
10 If peer assessment is required in a particular course, are there resources to assist

students and staff (e.g., peer assessment instruments) in this process?
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Appendix 16

Norm-Based vs. Criterion-Based Assessment

Background

The UGC has mandated that Hong Kong Universities adopt an Outcome-Based Approach to
Teaching and Learning. By implication, this requires curricula to be assessed using criteria
that are shared with students and then used for determining the final grade. In other words,
students are graded on the basis of attaining well defined learning outcomes (i.e., knowledge,
skills, attributes criteria) rather than how they compare with their peer group. There are
several principles governing a move from norm-referencing to criterion-referencing:

1. All instructors have criteria that guide their grading. Traditionally those criteria have
been more unconscious than conscious (I know an A paper when | see it"), but the
criteria exist.

2. Fairness to students requires that those criteria be worked out consciously and
articulated publicly in advance of actual grading. The result of this process is often
called a rubric. (This means that a student should be able to figure out why s/he got a
certain grade on an assignment, and if s/he isn't, it is easy for the instructor to show
the student.)

3. Again, fairness to students (as well as program coherence) requires that teachers in a
given program not fluctuate wildly in their grading practices: that one instructor not
give all A's while another gives all C's and D's.

If these three principles are accepted, there are historically three ways of achieving them in
practice. Two of them involve forms of "norm-referencing™. One form of norm-referencing is
preceded by laisser-faire grading. People grade however they grade and then the results are
forced into a curve. This approach is the most expedient. It relies on principles (1) while
bypassing (2), and makes (3) a purely allocation of a letter grade or numeric (and therefore
impersonal) process.

Another, “hybrid” form begins with explicit criteria. Instructors discuss and arrive at an
agreement among themselves on what they are looking for in an assignment, and then tell the
students before they submit their assignments. Students know how many points they get for
various aspects of how they have tackled their assignment and the total number of points that
they receive determines their place in the “pecking order” within a section. The curve is then
applied. This hybrid approach honours principles (1) and (2) but adopts a somewhat expedient
approach to (3).

In contrast with these two forms of norm-referencing is an alternative approach, generally
called "criterion-referencing”. In this approach, instructors in a program sit down together to
read a sample of students’ papers, and compare their grades and how they have interpreted the
grading criteria that they have already agreed. Once clear norms and benchmarks have been
agreed about what constitutes various levels of actual performance on the various criteria, and
strong inter-rater reliability has been established, then instructors may apply a criterion-
referencing approach to the students within their section, without resorting to the curve, since
they have established the reliability of their own judgement calls. The approach is, initially at
least, the most time-consuming, it not only requires consensus in the grading criteria but it
also subjects the application and interpretation of the criteria to group mediation. However, it
goes much further than hybrid norm-referencing in seeking to honour principle (3), though
cogent program-wide discussion and consensus building within programmes.

At Lingnan there has been considerable discussion about norm-based referencing for the
purposes of avoiding grade-inflation, addressing individual differences that may exist
between different teachers, and ensuring fairness of assessment for students. However, there
are equally many complaints about the requirements of arbitrarily awarding grades based
upon a curve that may or may not reflect the classroom environment or the nature of the
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students enrolled. Additional confusion also occurs at Lingnan since the majority of classes
have class sizes of less than 30 students in which case academic staff are not bound by the
requirements of norm-referencing. In short, the entire norm-referencing/criterion-referencing
debate at the university is mired in confusion, exceptions and dissatisfaction.

Criterion-based and Norm-based assessment: The impact on OBATL.:

There is considerable literature on the strengths and weaknesses of norm-referencing (often
known as ‘grading on the curve’) and criterion-based referencing. Lingnan University has
been mandated by the University Grants Committee to develop an Outcomes-Based Approach
to Teaching and Learning (OBATL). By implication OBATL requires that assessment
processes be based on clearly expressed criteria. In light of this requirement, it is useful to
articulate some of the issues around the two modes of grading before discussing assessment
guidelines. Table 1 below is a simple example that contrasts criterion-referenced assessment
with norm-referenced assessment using the same criterion and also shows how grades are
differentiated on the basis of the two approaches.

Table 1: Criterion-Referenced and Norm-Referenced Assessment

Criterion: Comprehension of the Causes of World War Il (WW 11)*

Answer:  WWII was caused by multiple factors, (1) including the Great Depression and the
general economic situation, the rise of nationalism, fascism, and imperialist
expansionism, (2) and unresolved resentments related to WWI. The war in Europe
began with the (3) German invasion of Poland

Student Answer Criterion- Possible Grade | Norm-Referenced Possible
Referenced Allocation Assessment (against | Grade
Assessment (against other student Allocatio
criterion) performance) n
Student 1: WWII was caused Meetsonlyone | C (1) Best perceived A
by Hitler and Germany aspect of the answer from all
invading Poland criterion students
(2) Better than B
perceived third
best student

answer but worse
than perceived best
student answer

Student 2: The war in Europe Correct A Perceived best answer | A
began with the German from all students
invasion of Poland. However,
this was the trigger that
resulted from a number of
factors including the Great
Depression and other factors
such as the general economic
situation, the rise of
nationalism, fascism, and
imperialist expansionism.
Additionally, Germany had
unresolved resentments related

to WWI.

Student 3: WWII was caused Incorrect F Perceived worse answer | F
by the assassination of than other students in
Archduke Ferdinand the course

Norm-referenced grading: Issues

* Adapted from an example provided in Wikipedia (http://en.wikipedia.org/wiki/Criterion-referenced_test,
accessed, 12-12.2012)
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*  examples on assessment methods and teaching and learning activities of the courses.
e comments from External Examiners/ External Academic Advisors, Staff-Student
Consultation Committee, and Course Teaching and Learning Evaluation, if necessary.

(c) Summary of Course Review
Table 9.3 Summary of Course Review in Last and Current Academic Year

Course Reviewed | Reviewed | Revision
in 2019/20 | in 2020/21 (Y/N)

Include:

e course revisions (e.g. Course aims and objectives, CILOs, indicative content,
assessment/pedagogy design, etc.)

e justifications of revisions (e.g. comments from EEs/EAAs, benchmarking, SSCC
comments, internal review, etc.)

10. Experiential Learning

Table 10 Experiential Learning Activities
Activities Date(s) Contribution to PILOs
e.g. Visit to YMCA Kowloon Centre 11/3/2017 PILOs 1 and 4

Include:

* initiatives aimed at incorporating experiential learning into the programme/courses;

* any other initiatives to enhance the out-of-class learning of students, e.g. internship,
practicum.

11. Changes with Resource Implications

Include here a summary of any changes to the resources (material or human) necessary for
the successful continuation and development of the programme. Identify also any staff
development necessary to resource the programme.

(Note: Request for resources should be separately submitted to relevant committees / units /
teams.)

12. Overall Evaluation

The Report should conclude with an overall evaluation of the programme that brings together
what has been reported above and includes a critical reflection of the programme as a whole.
Issues to be addressed include:

* an overall evaluation of the curriculum and learning outcomes
*  evaluation of efforts made to enhance the programme taking account of comments made
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in the last 3-year or 4-year Programme Review and the previous Annual Programme
Report

*  strengths and weaknesses

e evaluation on the financial viability of the programme

*  any matters of concern not covered in this Report so far.

13. Action Plan

Table 13  Action Plan

. Indicated | Responsible .
Area Planned Action Time Frame g taff Indicator
e.g. Additional Workshops for study skills | in 2018-19 | Programme | Passing rate of
guidance and and exam skills and Year | Term 1 Leader Programme
assistance to 2 students’sharing Specific courses
those weak session will be conducted.
Students

The Report should contain an action plan to spell out actions and measures to be taken with
indicative timeframe to solve problems, to improve or develop the programme and/or to
address recommendations made in the last 3-year or 4-year Programme Review and feedback
from various stakeholders. In the action plan there should be clear lines of responsibility for
the actions and measures.
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Appendix 18

Lingnan Institute of Further Education

Guideline on Regular Course Reviews for Sub-degree Programmes

Background

To maintain the academic quality of the programmes and courses, all courses are subject to

regular review. This guideline sets out the common approach for the course review exercises

across all Diploma, Higher Diploma and Associate Degree programmes.

Procedures

1.

4.

All courses for each programme should normally be reviewed once every two years and
the Programme Teams should determine an annual schedule of the courses to be reviewed.
The course review will be incorporated into the respective Annual Programme Reports
(APRs).

For the courses with a high failure rate (i.e. Grade F > 10% or Grade D+ to F > 20%), the
course review should be conducted in the current academic year. Trend analysis on the
students’ performance in the past two years should be included. Highlight of comments
from External Examiners/ External Academic Advisers, Staff-Student Consultation
Committee, and Course Teaching and Learning Evaluation may be included, if necessary.
Progress report on the effectiveness of the revision and remedial support should also be

included.

Aspects to be covered in the Regular Course Review:
- Course aims and objectives
- Course intended learning outcomes
- Indicative content
- Assessment design
- Pedagogy design
- Required readings/ Supplementary readings

- Remedial support

The APRs with the course review summary should be submitted to the Programme
Management Committee (PMC) for endorsement, the Academic Board (AB) for approval
and then to the Committee on Academic Quality Assurance of Sub-degree Programmes
(CAQA) for noting.
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Appendix 19

Lingnan Institute of Further Education

Guidelines for External Benchmarking of Sub-degree Programmes

Overview of External Benchmarking

1.

External benchmarking of sub-degree programmes should be conducted to make reference
to comparable programmes of peer institutions as an evidence-based evaluation during
programme development and programme review. Through benchmarking exercise, a
Programme Team will be able:

a) to draw insights from counterpart programmes to understand the market provision;

b) to monitor standards, identify good practices, locate gaps, learn innovative approaches,
and make improvements during our programme development;

¢) to evaluate and enrich our programme in alignment with the aspiration and development
goals of our institute.

Depending on the programme areas and discipline of studies, examples of programme level
benchmarking institutions may include but not limited to the School of Professional and
Continuing Education of the University of Hong Kong, School of Continuing and
Professional Studies of the Chinese University of Hong Kong, School of Continuing
Education of the Hong Kong Baptist University, School of Continuing and Professional
Education of the City University of Hong Kong and College of Professional and Continuing
Education of the Hong Kong Polytechnic University, Caritas Bianchi College of Careers,
Hong Kong Community College.

Procedures of External Benchmarking

Programme level benchmarking should include the following categories:

e Programme objectives and intended learning outcomes
e (Qualifications Framework level and credits

e Entrance requirements

e  Programme structure and curriculum

e Teaching and learning method and resources

e Assessment standards

e Professional recognition

e  Graduation requirements and award

e Articulation pathway and career aspects

e Tuition fee and financial assistance

External benchmarking should be conducted during programme development and

programme review exercises. The benchmarking data should be prepared by the Programme
Team in their report for the above exercises.
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Lingnan Institute of Further Education

Survey Administration Schedule for Sub-degree Programmes

Appendix 20

LIFE Survey

Data Collection Period

Completion of

Survey Report

Survey Reporting Path

Responsible Unit

New Student Survey!

Term 1, Year 1

1%t Term October

Relevant operating units

Student Development

August/September Office
Course Teaching and Learning End of Term 1% Term: January PMC, AB Quality Assurance and
Evaluation (CTLE) Survey 1% Term: November/December 2" Term: June Registry Office
2" Term: March/April 3" Term: August
3" Term: June/July
Student Learning Experience End of Term 2, Year 2 October PMC, AB Quality Assurance and
Survey (SLES)? April Registry Office
Graduate Survey October/December March PMC, AB Student Development
Office
Employer Survey® Once every two years October PMC, AB Student Development
April Office
Alumni Survey* Once every two to three years December PMC, AB Student Development
September Office

Notes:

1. The New Student Survey collects useful data for the planning of different operating units, such as promotion/marking data for CPR, preference of study and extra-curricular
activities for SDO and Programme Teams and students’ ethnicity and mother-lounge information for submission to EDB via the Registry Office.
2. The Student Learning Experience Survey (SLES) is a new survey for assessing the quality of students’ learning experience by the end of their study programme.

3. The Employer Survey is conducted every two years to the graduates completed their studies with LIFE. Due to the fact that a majority of the graduates continue their education
instead of joining the labour market, employers’ data is hard to come by. LIFE will closely monitor the return rate of the employer survey 2021 and to conduct focus group to
solicit views on LIFE graduates where necessary.
4. The Alumni Survey is a new survey for collecting feedbacks from alumni for assessing the attainment of intended learning outcomes of the programmes. The survey is
proposed to be conducted every two years and collect feedbacks from alumni who have graduated 2-3 years by the time they receive the survey.
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Appendix 21

Lingnan Institute of Further Education

Guideline on the Adoption of Blended Learning for

Associate Degree/Higher Diploma and Diploma programmes

1. Delivery of teaching and learning activities with blended learning components can be
classified as follows in LIFE:

(@) The use of flipped classroom!: to deliver part of the course contents via digital or

online platforms, e.g. Zoom or Panopto; and

(b) any other technological supporting methods, including the use of information-

technology teaching aids to supplement classroom teaching.

2. In order to allow the flexibility for variation in classroom contact hours for different
courses, the Teaching Faculty would exercise their discretion on the contents and
pedagogies of their courses in an effective way to assure the achievement of the expected
learning outcomes. However, the face-to-face contact hours of each course must be at least

30 in order to secure sufficient face-to-face interaction between teachers and students.

3. At the programme level, Programme Teams are given the autonomy to address the needs
of the individual programmes/courses to design the contents, pedagogies and assessment
methods. They may include blended learning components in their own courses and own
ways, given that the overall course objectives, outlines and structures comply with the
approved ones. There should not be any reduction in total class contact hours in general
(42 hours for most of the courses). If there is any large-scale or significant change to face-
to-face class contact hours (i.e. less than 30 hours), it is necessary to go through the

approval procedure.

4. In order to ensure effective interactions and students’ participation in the blended teaching
and learning activities, teachers should use various means to monitor students’ motivation
and participation. For instance, online quizzes and interactive discussions could be adopted

to monitor students’ learning progress and participation.

1 “Flipping the classroom means that students gain first exposure to new material outside of class, usually via

reading or lecture videos, and then use class time to do the harder work of assimilating that knowledge,
perhaps through problem-solving, discussion, or debates.” (Brame, C., 2013)
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5. The Teaching Faculty has the responsibility to ensure the quality of teaching and learning
under the blended learning approach. The Teaching Faculty is advised to conduct a regular
evaluation on the effectiveness of blended learning in their courses and programmes taken
reference from the Quality Assurance Rubric for Blended Learning
(http://oasis.col.org/bitstream/handle/11599/3615/2020_Perris_Mohee QA_Rubric_Blen

ded Learning.pdf?sequence=1&isAllowed=y) and report to its designated Programme

Management Committee. For instance, annual feedback can be collected from both
teachers and students to collect their view and feedback on the adoption of blended
teaching and learning activities. This can be incorporated in the existing quality assurance
measures, including Online mid-term Course Teaching and Learning Enhancement (Mid-
Term CTLE) & The Term-end Course Teaching and Learning Evaluation (CTLE), Staff-
Student Consultation Committee (SSCC) meetings, etc.

6. All blended courses? and e-learning initiatives are also required to undergo rigorous
review undertaken by the respective Programme Review exercises once every four years
(for AD/HD programmes) or three years (for Diploma programme) as detailed in the

Quality Assurance Manual.

7. The blended learning guideline sets out the Institutional-wide direction for blended

learning development, which will be subject to review on a regular basis.

Approved by AB on 14 August 2020

2 Blended courses are courses that combines online materials and interaction with traditional face-to-face
classroom teaching.
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Feedback and Evaluation

5. Upon the completion of the first half year of appointment: The Mentor (or the immediate
supervisor in case if the Mentor is not the immediate supervisor of the Academic Leader) will
discuss with the new Academic Leader on his/her working performance in various kinds of
duties assigned. An interactive discussion can allow the immediate supervisor, the mentor and
the new academic leader to provide timely feedback to each other. The working performance
of the new Academic Leader can be monitored and the improvement plan can be provided by
the immediate supervisor.

6. Upon the completion of the first year of appointment: The Mentor (or the immediate
supervisor in case if the Mentor is not the immediate supervisor of the Academic Leader)
will discuss with the new Academic Leader again on his/her working performance in various
perspectives during the regular performance review exercise. Hence, the immediate
supervisor can monitor the progress of the new Academic Leader under the support of the
Coaching Scheme.
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