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Abstract

This study investigated the Assessment Literacy (AL) Dimension of the Enhancing Equity, Agency, and
Transparency in Assessment Practices (EAT) Framework, which aimed to support the development of
students' self-regulatory assessment skills by enhancing their comprehension and implementation of
assessment practices. Through the application of the EAT Framework, both student and educator agency
and success in assessment were expected to be improved [1].

The research focused on gaining a deeper understanding of the student perspective of assessment literacy
within a Business Information Systems (BIS) undergraduate programme, while also incorporating an
overview of the educator's perspective to inform the assessment design process. The Assessment Literacy
(AL) dimension of the framework encompassed four key self-regulatory competencies: AL1 - What
Constitutes "Good"; AL2 - How Assessment Tasks Fit Together; AL3 - Student and Educator Entitlement;
and AL4 - Clarity Around the Requirements of the Discipline.

A purposive sample of students from across the first three years of the BIS programme participated in
interviews to discuss their experiences and understanding of the AL dimension, guided by the EAT student
assessment framework. To complement these insights, the educator's perspective was captured to explore
their approach to assessment design. Data collection instruments included the EAT mapping framework
diagram (student and educator versions), the CV assessment used across the three years of study, and open-
ended interview questions.

The findings provided valuable insights into students' self-regulatory capacities and their engagement with
assessment practices. Furthermore, the educator's input offered direction for the refinement of future
assessment design. This study contributed to the enhancement of assessment literacy, offering
recommendations for improved assessment co-design between students and educators. The outcomes aimed
to enrich academic discourse and foster a more collaborative, student-informed approach to assessment in
higher education through dissemination to students, peers, and the wider academic community.
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1. Introduction

To understand student’s engagement more fully with assessment and learning requires a research
approach to recognise the myriads of learning contexts and learner agencies. The Enhancing Equity,

Agency, and Transparency (EAT) Framework developed by Evans [1] offered a valuable lens to
examine assessment practices. By focusing on Assessment Literacy (AL) dimension of EAT, this

study explored the ways in which Undergraduate Business Information Systems (BIS) students
developed self-regulatory skills. These skills were explored through the four key elements of the

Assessment Literacy dimension, namely: Understanding what constitutes ‘good’; how assessment
tasks fit together; what the entitlements are during the assessment proves; and finding clarity in the
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professional discipline. The EAT framework is grounded in a Personal Learning Styles Pedagogy
(PLSP) which positions both students and educators as co-constructors of assessment and the
educational journey [2].

To explore the AL dimension in practice, this study concentrated on the student and educator
perspectives to better understand the situated nature of assessment literacy. Students and educators
bring distinct but connected experiences to the assessment process. To more fully understand this, a
qualitative approach was taken to capture the depth and diversity of these views. The EAT
framework [1] with an emphasis on shared understanding and self-regulatory development,
provided a flexible basis to explore how assessment literacy is experienced within this specific
disciplinary context.

This research aimed to spotlight how students internalise standards, and their interpretations of
‘what is good academic work. It also sought to discover how students navigate the broader
educational landscape, especially assessment and feedback processes. Furthermore, it questioned
how students perceive professional disciplinary expectations and their role in the educational
journey, and their entitlement expectations during this experience. Ultimately, the research desired
to surface the conditions that support meaningful student engagement in assessment, as well as the
ways in which educator practices can more effectively foster a transparent and inclusive learning
environment.

The remainder of this paper is structured as follows: Section 2 reviews the Enhancing Equity,
Agency, and Transparency in Assessment Practices (EAT) Framework by Evans [1] to position our
research on the conceptions of assessment with students as partners in the educational journey.
Section 3 then introduces the research design of our study, exploring students' and educators'
perceptions of assessment literacy and assessment co-design. Section 4 presents findings from our
study, followed by a discussion on the contributions, limitations, and avenues for future research in
Section 5. Section 6 brings the paper to an end with a conclusion.

2. The EAT Framework

Enhancing Equity, Agency, and Transparency in Assessment Practices (EAT) Framework by Evans
[1] is a vital tool in providing transparency in assessment for equality of opportunity and student
self-regulation. The EAT framework can be used to improve assessment practices and to re-envision
what assessment looks like in the future. EAT provides an opportunity to transform conceptions in
the assessment of learning, refocusing on students as partners in the educational journey.

ADA4: supporting the development of the course AL 1: What constitutes good? What am | aiming for? STU DE NT
Am | giving useful feedback on how to enhance assessment Do | know what good looks like? Do | know what to do to
feedback practice? How am | owning the course? meet the assessment criteria and learning outcomes?

AL 2: How assessment elements fit together
Have | mapped how the assessment works in / across
modules, and how | am going to manage them all?

AD 3: Making best use of resources
Do | know how to access and make best
use of learning resources?

Am | developing networks to support my AL 3: Student and staff entitlement

learning now and into employment? Do | know what: feedback looks like; support | am

entitled to; my role in feedback is?

AD 2: Meaningful work AL 4: 2
Am | using the knowledge acquired : Am | clear about the requirements

?
across modules to inform my of the discipline?
overall development? Am | aware of the key concepts | need to know
Am | adopting a deep approach in and the main ways of working and thinking in
my work? my discipline? Do | feel part of the discipline?

AF1: Ensuring | know how to improve
AD 1: Do | have a good Do | know how to improve my work from the
feedback? If it is not clear, what am | doing
about it?

l AF2: Using formative feedback opportunities
f Am | actively seeking out feedback opportunities and

making full use of them?

understanding of HE assessment
processes / and regulations?

AF 4: Self-evaluation
Do | know how | am doing?
Do | know what to do when | do not know? AF3: Have | done the necessary preparation to participate fully in peer dialogue?
Am | managing my learning effectively? How do | support others in giving and receiving feedback?

Figure 1: The EAT Wheel - Student Version [3].



Assessment is a fundamental component of the educational process, influencing both teaching
practices and student learning outcomes. Assessments can work to reinforce good performance for
students but also work as a guide for students who are looking to improve [4]. Educators can improve
instruction, give feedback, and determine students' strengths and weaknesses with the help of
assessment [5]. Assessment literacy is the ability of a student to understand the assessment they are
undertaking and the skills needed to undertake the assessment [6]. Assessment literacy is critical in
ensuring students success in assessments. It ensures students can understand the purpose of the
assessment, strategies to undertake it, self-reflection, agency in seeking feedback and self-reflection
[7]. Assessment literacy within the EAT framework is connected to feedback literacy and assessment
design [1]. When students understand what is good within their assessments they can better engage
in peer assessment and feedback interpretation [8]. Transparency in the assessment process can help
to further assessment literacy. Problems around transparency can arise from educators focuses on
students understanding but it is important that assessors are also working from shared
understandings to ensure fairness and reliability in grading [9].

A clear understanding of assessment is crucial for students to be able to engage with it
meaningfully. An assessment's readability is an essential aspect. Readability includes layout,
language and organisation among other factors that influence how quickly a reader comprehends
written text. Students may have trouble understanding assessment instructions if they are unclear
or difficult to access, which could have a detrimental effect on performance [10]. Clarity in
assessments covers not only students understanding of the task within the assessment but also the
purpose of the assessment. Students should understand why the assessment is being conducted as
well as how [11]. A lack of clarity within assessments can negatively impact students' perceptions of
teaching and their learning satisfaction [10]. Students understanding of assessment criteria is vital
to their success, when students struggle in understanding the criteria this can cause them to
disengage [12]. Ensuring clarity in assessments can help to elevate the cognitive load on students
allowing students to work efficiently and improve their learning outcomes [13]. A student’s ability
to understand the assessment plays a crucial role in their potential success and has a positive impact
on their overall learning outcomes.

Co-design in student assignments has emerged as a collaborative approach that actively involves
students in shaping assessment processes, with the aim of enhancing engagement, transparency, and
inclusivity in higher education. Previous research has highlighted the role that students can play in
the learning experience. It is important that students are viewed as having an active role and not a
passive role [14]. Students' involvement in the formation of assessment can be achieved through
processes such as co-design. Using co-design involves the students taking on an active role in the
formation of assessments in areas such as creating the tasks and the grading criteria [15]. Involving
students in the assessment design process not only enhances their engagement but also contributes
to more inclusive assessment practices by providing all students with equitable opportunities to
succeed [16]. While co-design approaches to assessments have many benefits it is important to
ensure that all students have the opportunity to contribute to ensure diversity and inclusion. Clear
communication, inclusive recruitment practices, and incentives are necessary to ensure equity in
assessment co-design [15]. Co-design in student assessments can work to increase student
engagement in their learning process as well as fostering a sense of inclusion.

As discussed in the introduction the EAT framework is built on PLSP. Pedagogy is the careful
and planned way teachers help students learn by connecting what they teach, how they teach, and
how students are supported, aiming to help students grow both academically and personally [17].
PLSP emphasises the importance of understanding and responding to individual learning differences
in educational settings, particularly in how feedback is designed and delivered [18]. Feedback plays
a vital role in the assessment process. While there is no uniform definition of feedback it can serve
as tool for improvement, motivation and promote self-regulation [19]. Self-regulation in learning is
students' engagement in behaviour, motivation, and cognition [20]. For feedback to be effective for
students it is important they understand the entire assessment process, so they can act upon the



feedback they receive [21]. Feedback should be easy for students to engage with and implement in
their future work. Feedback can also come from the students in the form of self-feedback and self-
assessment, this is a valuable skill for students to develop [22]. When a student is able to carry out
self-assessment this can help to increase their feedback literacy, this is an important relationship that
educators should encourage within students [23]. Feedback literacy refers to a student’s knowledge,
skills and attitude needed to effectively interpret and use feedback [24].

Previous research has called for assessment to become more integrated into the learning process
to more effectively support student learning experiences [25]. Traditional methods of assessment can
negatively impact students, in comparison learner centred methods can encourage deeper learning
and autonomy [26]. Students often focus on the grade they receive from assessment, while educators
tend to focus on feedback given to students [27]. This disconnect between educators and students
can make it challenging to fully support students through the process.

This study focuses on addressing the following four research questions which align with the four
elements of the Assessment Literacy (AL) dimension of EAT. For AL1, the research question posed
was: How do students interpret assessment criteria and what influences their understanding of what
constitutes ‘good’? For AL2 we sought to understand: How do students perceive progression between
assessment tasks and how does this shape their development? To explore AL3 we asked: How do
students approach feedback and dialogue with educators? And finally, for AL4: How do students
come to understand the professional expectations in their field and how does this shape their
academic identity? The following section will introduce the research methods used in this explorative
study.

3. Methodological Approach

This research adopted a qualitative approach to obtain an in-depth understanding of students’ and
educators’ perceptions of the assessment literacy (AL) dimension and assessment co-design
embodied in the EAT Framework. The research aim was to take an in-depth look at the students’
self-regulatory approaches to their learning and self-assessment of educational progress. The
educator's input had the potential to offer direction for the refinement of future assessment co-design
ideologies. This information helps to provide both insights and suggestions for implementing good
higher education practices based on ideas within the EAT [1] Framework.

The participants in this study included Business Information Systems (BIS) Undergraduate
students studying the professional development modules running across three years of the four-year
programme, as well as educators providing teaching and learning support on this undergraduate BIS
programme.

The student participants were recruited from three professional development modules. Only
students over the age of 18 years were invited to take part in this exploratory research. The only
exclusion to student participation were those under the age of 18 years, as this was to conform with
ethical approval requirements in working with adult populations, as participants under 18 years of
age are deemed more vulnerable.

As the average number of students within each year of the BIS undergraduate programme is
approximately 150, it was decided to recruit between 8 to 9 Students from BIS year 1, 8 to 9 Students
from BIS year 2, and 8 to 9 Students from BIS year 3 for this study.

This sample of students from across the first three years of the four-year BIS programme were
invited to take part in a 45-60 minute interview to discuss Assessment Literacy as part of the EAT
student assessment framework. Data collection tools used as part of the interview process included
the study version of the EAT mapping framework diagram, the educator designed CV continuous
assessment outline with rubric from each of the three modules across each of the 3 years of the BIS
programme and open-ended interview questions to structure the one-to-one peer-led session.

The gender mix of participants was aimed at being representative of the student cohorts within
each student year group.



In addition to the student focused interview sessions, the intention was to also interview between
4 to 5 educators teaching onto the BIS undergraduate programme to obtain their insights into the
continuous assessment process. The only exclusion criteria employed in relation to educator
recruitment was that only BIS lecturers teaching onto the BIS UG programme would be invited to
take part in the study. The reason for this decision was to ensure familiarity with the programme
design, learning objectives and anticipated learning outcomes.

These interview sessions with both the student and educator participants were conducted by a
BIS 2nd year student on a summer research assistant internship with BIS. All interviews were
recorded on digital devices, thereafter, transcribed into a word document, and later analysed for
thematic streams.

Students were recruited to this study through networking with student year representatives, local
university societies such as the BIS society, through social media such as LinkedIn, and a notification
sent through the relevant university learning management system and respective modules.
Recruitment was open to all students (years 1 to 3) on the BIS programme which currently enrols
150 students in each year of the degree. This research was conducted outside of the teaching period,
during the summer of 2024.

Educators were recruited via an email message sent out to all BIS UG teaching staff through the
universal email address system. Educator recruitment was supported by professional and
educational staff on the research team.

3.1. Participant Demographics

In the end, a total of 4 educators and 15 BIS students took part in the interview sessions for this study
(see table 1).

Table 1.
Participant demographics.
Number Type of Participant
4 Educators (E)
15 Students (S)

3.2.  Analytical Approach

Qualitative interviews were analysed by utilizing MS Excel software and a thematic approach.
Adopting the qualitative coding practices of Saldafa [28] and the reflective thematic approach per
Braun and Clarke [29]. As reflective thematic analysis focuses on “the researcher’s reflective and
thoughtful engagement with the data and their reflexive and thoughtful engagement with the analytic
process” [29, p. 594]. Multiple members of the team had access to the data set to explore multiple
assumptions or interpretations of the data when undergoing structural and descriptive level coding,
and thematic analysis.

MS Excel was used as the software of choice for the analysis as it was an easy platform on which
to reflect on the coding process and for each member of the team to have shared access to the coding
structure.

Interview Transcripts were analysed by combining structural and descriptive coding processes
[28]. Codes were determined from both a bottom-up and top-down approach. Referring to the AL
dimensions of the EAT framework (structural) whilst also allowing for emergent codes to be
recognised. The coding took place over several weeks, with first, second order coding and themes
reviewed and revised by the members of the research team. Each code was allocated an operational



definition, to support consistency in coding. An illustration of the coding tree can be found below

in Figure 2.
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Figure 2: Coding scheme from the analysis of data.

Following this approach to qualitative coding, a frequency count was performed. The frequencies
of each code were counted by the number of participants and combined with a qualitative analysis
of each code. The frequency count allowed us to identify which ideas were deemed most relevant by
participants, whereas the qualitative analysis allowed us to determine their reflections on each topic.

The following section presents the key themes that emerged from the qualitative analysis,
offering insights into the participants’ reflections on assessment literacy.

4. Insights

4.1. ‘What is Good’

In alignment with the EAT framework — Assessment Literacy, both students and educators reflected
that providing and receiving explicit guidance from the outset was essential to success — or in
knowing what ‘Good’ should look like. From the educator perspective knowing what is ‘good’ is
conveyed through connections between content-assessment-criteria: “I use a rubric with students to
both explain the assessment and also to prompt them to think about what needs to go into the assessment.
How it links to the current material that we're working on. How it links to the learning objectives of the
module” (E3).

To understand ‘Good’ it was suggested by students that the provision of model examples and
opportunities for them to practice and build confidence through small and progressive educational
challenges would help achieve this goal. Knowing what ‘Good’ is, not only comes from educator
feedback, but also from discussions and feedback from peers. Clarity on what is expected from
assessment was seen as needing to be clearly aligned to course content, assessment design and
assessment guidance in the form of rubrics.

“Our lecturers would provide us a rubric and post on canvas and for all the required courses,
giving the required criteria for the assessment” (S5).

“If you have any questions related to the criteria you can choose to meet the lecturer for the
assessment, or you can just ask the lecturers in class”(S11).

The rubrics were seen as a powerful resource for the students; they helped guide them and provide
concrete advice on what was expected.

‘T usually check the rubric quite often throughout the assignment, so like you would
check it at the start, but I tend to if it's over time that I'm doing this piece of work, I'll
check a good few times throughout the assignment” (12).



Peer support was viewed by students as a vital resource to understand what the course and
assessments were seeking from them.

“Twill talk to my friends about what they would do. I mean, what are your plans for? What do
you think is good? I try and talk to people in the year ahead of me, see if they have any
suggestions” (S6).

Of course, the downside to this strategy could be the potential for a peer to accidentally mislead
the enquirer, if they were also unclear about the work requirements.

Building confidence comes with practice, the more work effort put into completing assessments
and reviewing the feedback and grade obtained, the more confidence was seen to be built through
this process.

T feel like the work that you put in, you always get back, not just in grades, but even learning
new skills and how to do assignments” (S4).
Small gains in achievements made for large impressions on student confidence.

4.2. Assessment

Although the rationale underpinning how assessment fits together may be clear to the educator, it
is in the translation of this knowledge to students that sometimes comprehension goes adrift. The
educator aim is to engage students in the learning process so that both content and assessment design
is relevant and valuable for the student to meet the learning objectives, but also to help the learners
to appreciate how these skills can be used beyond the educational experience.
However, educators expressed that the connections between assessment elements and programme
design may not always be as transparent as they would wish.
“In a reflective fashion and being very upfront with the students saying this builds on that. Even
if I had built it that way, it may not have been spelled out in the Learning Management System
really clearly” (E2).

What was expressed by students is that they preferred assessments that were designed to build
on each other, and get progressively harder: ‘T think the ones ... that work perfectly are the ones that
are directly correlated to each other, ... like introduce skills and ... you're learning it in sections ... this is
how you're going to do this and this is how you're going to do that, and it builds on each other” (S3).

To have the opportunity for iterative assessments, such as a formative and summative approach
to assessment, was viewed as supportive action that allowed them to demonstrate the evolution of
their learning. “Last year we had a module ...with four or five deliverables set every two weeks ... And
we definitely used the feedback from the early ones to help us learn what was expected for the later ones,
... we knew the standard then and that helped us push on” (S10).

The building block approach really appealed to students; they found modules that adopted this
approach took the learner on a journey, instead of just focusing on the destination. “If you start with
the basics, ... then get introduced to more complex ideas and ... I always really like ... applying knowledge
from another assignment to the next one” (S10).

This approach also appealed to educators, and as evidenced by both educator and student
comments, clearly seen as adding value to the learning experience. “I give students an opportunity to
submit a draft and gather feedback ... and implement changes in stage two, very much a building blocks
approach to design and development” (E3).

The student perspective was positive: “One of our assessments was based on a step-by-step guide.

...Because of what I've learned in project phase one, it's helped me massively with project phase two”
(S2).

4.3. Feedback Exchange

As much as educators try to reach out to students, it can be challenging, if there is a reluctance
to engage. The educator's view on this was: “I invite them to contact me by e-mail. Some students
contact me by canvas. I will stay around for 20 minutes if anybody wants to come and chat’ (E2).



Whereas the student version reads quite differently: “Most of the time I won't go directly to the lecturer,
probably just be like, yeah, peers or even the tutors if they're available” (52).

With a preference in the first instance to ask peers or tutors for support prior to reaching out to
the lecturer. “Well, I definitely I do ask the tutors for feedback, and I know that would be more peer
feedback, but I do think it helps, and they can give really good insight because you know they've done it
themselves as well” (54). And when reaching out for individual feedback the end-of-lecture option is
viewed as the simplest method: “I haven't fully actually tried to get feedback from lecturers
individually, but for the ones I did it was usually either seeing them straight after the lecture and
then you just you talk about your situation or e-mail them” (S7)

Engaging through feedback mechanisms both in relation to assessment and general progress can
involve a variety of forms. For students, some of the novel approaches such as peer-to-peer feedback
have made a firm impression such as: “I remember we had ... peer feedback. So, like your peers would
review your work and then that'll be good because you get honest feedback on what could be improved...
you get constructive feedback, it always helps to build on things” (S6). This is positive support for
student engagement, as there are struggles in getting timely feedback from educators, as expressed
here: “Getting feedback to students very quickly ... this is something that I have struggled with [due
to the nature of the subject I teach and large class sizes] ... in any sort of a timely fashion back to
students” (E2).

However, it is clear that feedback timely or otherwise, has a beneficial effect if it highlights ways
to improve performance: “If you do something that receives a worse grade for a module, for example, if
they kind of give you your feedback, you'd actually read over it, and you definitely absorb i’ (S15).
Students’ role is then to take on board recommendations for change: “Seeing if there's anything you
can improve on and then like, obviously you're not going to improve if you don't take on board the

feedback” (511).

4.4, Professional Skills

Some of the essential skills to understand the discipline involve networking with others beyond
university. For students, this was achieved through the invitation of industry guest speakers and
researchers to university sessions. “Having guest speakers, I found helped a lot, but since they've gone
through what we are going through and then they've gone on to do” (S9). In conjunction with this
approach, the three professional development modules running through years 1 to 3 of the
undergraduate course were viewed by students as a beneficial addition to their core IS studies. Such
that, “the professional development module throughout the entire year ... was hugely helpful, especially
as they brought in guest speakers from industry” (S7). Not only functioning for student discovery of
industry options but also raising awareness of professional skill requirements. “The professional
development module, ... is pretty good because it gives you an understanding of what's expected by
people, how your career develops, what professional life is ... getting to talk about the corporate and
professional world, because it's not something you're going to get until you go into the corporate
environment” (S3).

Aside from organised sessions, students also expressed the actions they take to build their
professional skills. For instance, “I'm going to be chairperson of society this coming year, which I think
some of what I've learnt in professional studies got me to that point” (512). Other students shared
personal methods for self-improvement: “I'd use resources like information we're given in our lectures,
and I'd also like to research it myself - online and follow social media channels - on what a BIS
professional would need and how you can improve on that” (S6).

Another view on this was for professional skills to grow as the individual matures, being
immersed in their lived experiences, both in and outside of university life. “For professional
requirements you are going to pick them up yourself ... as you go” (52). But collegial activities do help:
“Of course problem solving and other communication skills all build up ... during college life” (S1).



5. Lessons learnt (Discussion)

This study has highlighted the value of using the Assessment Literacy (AL) dimension of the EAT
Framework [1] to better understand how undergraduate Business Information Systems (BIS) students
and their educators engage with assessment. The themes that emerged - understanding what
constitutes “good”, how tasks build upon each other, entitlement and feedback, and clarity in
disciplinary expectations -resonated closely with the wider literature on assessment and feedback
literacy [24, 8, 7]. In particular, the findings reinforce the importance of transparency and student
involvement in assessment design, pointing to the value of co-constructive and dialogic practices in
enhancing self-regulated learning.

Students shared thoughtful reflections on how they understand academic standards and
expectations, often through practical tools such as rubrics, peer discussion, and iterative feedback
opportunities. These reflections indicate growing confidence in navigating assessment tasks,
especially when tasks are structured to build upon one another over time. Educators similarly
acknowledged the importance of scaffolding and offering formative support, recognising the ongoing
challenges in ensuring clarity and consistency. These insights reflect the value of the EAT
Framework in creating space for shared understanding between students and educators.

Importantly, this study has responded to its four research questions, providing a situated account
of how students interpret assessment criteria (AL1), understand progression between tasks (AL2),
engage with feedback and dialogue (AL3), and begin to form a sense of professional identity (AL4).
By placing the students’ voice at the centre, this study offers a meaningful contribution to the
conversation around assessment literacy in higher education and demonstrates how reflective
insights can inform the refinement of assessment practices.

As an exploratory study situated within a single disciplinary context, the findings are limited by
the relatively small sample size. The research was also conducted within a specific institutional and
discipline-specific setting, and further work would be needed to explore how assessment literacy is
experienced across other disciplines and over time.

Future research could expand this work by applying the EAT Framework in a range of
disciplinary contexts to examine cross-programme trends. Further exploration of how co-design in
assessment shapes student engagement and identity would be valuable. It would also be useful to
explore assessment literacy from the perspective of more diverse student cohorts, to better
understand the experiences of underrepresented voices in assessment design.

This study suggests making assessment criteria and expectations explicit, using clear rubrics,
exemplars, and formative dialogue, highly valued by students. Creating structured, scaffolded tasks
that allow students to build skills over time appeared to support deeper learning and confidence.
Encouraging a culture of peer support and feedback also emerged as beneficial. Moreover, embedding
opportunities for professional reflection and industry engagement, as seen in the professional
development modules, offers a valuable bridge between academic study and the workplace. Where
possible, involving students in aspects of assessment design may further promote inclusivity and
ownership in the learning process.

6. Conclusion

This study has demonstrated how the EAT Framework can be effectively used to explore
assessment literacy from both student and educator perspectives. It offers insights into the
development of professional skills among Business Information Systems undergraduates and
highlights current educators’ opinions on practice. The findings suggest opportunities for further
research examining how structured skills development combined with peer-learning and
professional engagement can enhance academic-to-workplace transition. An ongoing dialogue and



a collaborative, student-centred focus remain key to enhance the academic experience for students
and contributing to wider disciplinary and educational discussions.
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