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ABSTRACT 
Traditional course deadline policies uphold the myth of the “normal” student, assuming 
students face few and equal barriers to completing work on time. In contrast, flexible deadline 
policies acknowledge that students face unequal barriers and seek to mitigate them. Flexible 
deadline policies maintain structure while transferring some decision-making power from the 
instructor into the hands of the student. These practices align with current pedagogical 
movements in higher education that seek to empower all students to meet learning goals. 
This study explores student perspectives on, and use of, proactive extensions built into a 
recent university course. We compare extension use in low-stake, high-stake, individual, and 
team assignments; observe how extension use changed over the term; and examine student 
self-reported responses about the policy. Students unanimously agreed that the proactive 
extension policy was valuable to their learning. They reported that the proactive extensions 
enabled them to improve the quality of their work and to better manage their academic 
workloads, acting as self-regulated learners. They also frequently described reduced stress as a 
benefit. Extensions generally appeared to be used as needed rather than encouraging 
procrastination. Students also identified that the need to request extensions in other courses 
was a barrier. The instructor of this course also benefitted from implementing this policy. 
Faculty should consider implementing flexible deadline policies to improve student learning 
experiences and to contribute to a more equitable and inclusive learning environment. 
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INTRODUCTION 
The word “deadline” emerged in the early 1860s in US Civil War prison camps to describe the 

line beyond which prisoners could not pass under penalty of being shot (Kinasevych 2015). It was not 
until the early 20th century that the word began to be used to describe “a date or time before which 
something must be done” (Merriam-Webster N.D., par. 2). The word’s etymology reflects the full 
spectrum of how students and faculty in higher education may perceive deadlines: from strict deterrents 
to useful self-regulation tools. In addition to scheduling and workload considerations, instructors often 
use firm assignment deadlines out of a belief that they support student self-regulation and combat 
procrastination, impart the “real-world” skill of meeting a deadline, and ensure equal treatment for all 
students. However, while the consequences of missing a deadline are not a matter of life or death for 
students, inflexible deadlines can still create hardships.  
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In an article for the Chronicle of Higher Education, Boucher (2016) shares the opinion that 
clinging to our traditional, inflexible assignment deadline policies may be counterproductive to our 
interests as educators. She argues that “rigid policy…compounds students’ stress at a time when they are 
already overwhelmed. It’s tailor-made to produce the sort of behaviour that has frustrated professors for 
generations: shoddy work (submitted just to get something in), panicked cheating, or disappearing 
students (from the course, or worse, from the university altogether)” (8). Furthermore, some have 
questioned the relevance of strict deadlines in the “real world,” pointing out that many deadlines can be 
rescheduled if the need arises (e.g., Warner 2019). Most instructors will grant extensions to students 
upon request (Hills, Overend, and Hildebrandt 2022); however, this approach assumes that a student 
feels comfortable in making the request and disclosing why they need it. This approach may also 
encourage some students to fabricate an excuse (Caron, Whitbourne, and Halgin 1992; Roig and Caso 
2005). Educators should consider how the ability to meet rigid deadlines or to self-advocate for 
flexibility represents a greater barrier for some students than for others— “to be flexible is to begin by 
interrogating assumptions about who the learner is and what tools and capacities they have at their 
disposal” (Veletsianos and Houlden 2020, 852). Rather than framing flexible deadlines as 
accommodations for exceptional students or circumstances, they should be built into course structures 
as a flexible policy for all students. 

We define flexible deadline policies as those that allow all students in a course some degree of 
freedom over when they submit an assignment, without consequences that could negatively impact the 
students’ learning or grades. These policies should maintain enough structure to support student 
learning but relinquish enough power to respect students as capable, self-regulated learners. They must 
consider the limits of academic schedules and faculty workloads but move away from inflexible policies 
that prioritize control over learning. They should be transparent and equally accessible to all students 
and avoid requiring that students make requests and disclose personal and private information. Flexible 
deadline policies replace power with flexible structure, moving some decision-making authority away 
from the instructor and into the hands of the student. In shifting power from the instructor to the 
student, these practices allow us to better respect the diverse identities, experiences, and circumstances 
that students bring to their learning. These policies do not mean there are no deadlines at all or no 
consequences for poor quality work. In fact, they often mean that if a student receives a poor grade, it 
reflects their learning rather than their life circumstances. Flexible deadlines respond to pedagogical 
shifts in higher education that call for educators to re-examine practices and power structures and to 
create equitable and inclusive learning opportunities for all students.  

The authors of this paper are a molecular biologist with more than 15 years of experience 
teaching at an undergraduate learner-focused institution in Alberta, Canada, and an educational 
developer with diverse experience working and teaching in the post-secondary environment. As able-
bodied white settlers, we are largely insulated from the multiple and intersecting barriers some students 
face and have a shared interest in interrogating our teaching practices to advance inclusive learning for 
students. This manuscript reports data on how students used and perceived a flexible deadline policy in 
a recent university course. We explore the value of flexible deadlines in the context of student diversity 
and connect these practices to current pedagogical movements in higher education. We discuss how 
these policies can benefit students and contribute to a more inclusive and equitable learning 
environment in higher education.  
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FLEXIBLE DEADLINES: THE TIME HAS COME 
Flexible deadlines have been used by some but are not the norm in post-secondary classrooms. 

The time has come for that to change. While there are few published studies on the use of flexible 
deadlines in post-secondary settings, the ones that have been published have all shown flexible deadlines 
to be potentially beneficial in some capacity (Kumar and Wideman 2014; Miller, Asarta, and Schmidt 
2019; Nickels and Uddin 2003; Peterson and Digman 2018; Patton 2000; Schoeder, Makarenko, and 
Warren 2019; Wang 2011; Withington and Schroeder 2017).  

Withington and Schroeder (2017) examined the effect of “rolling deadlines”— student chosen 
deadlines from a defined set of dates— on student pass rates in first-year English courses at an American 
community college (n=~400). They found that the courses with the increased deadline flexibility had a 
12–22% increase in the class pass rate compared to the normal program pass rate. 

Nickels and Uddin (2003) allowed their 2nd- to 4th-year engineering students (n=141) to use a 
two-day (defined as every day on which the class met), non-justified late bank for each course 
assignment, with a 10% penalty per day afterward. They found “broad acceptance of the policies, some 
perception of reduced stress due to inflexible deadlines, small if any reduction in the amount of learning 
in the first iteration of student work, and an increased amount of attention to the homework in total” 
(1). 

Patton (2000) looked at the records of 400 post-secondary students in an open learning 
program at Curtin University of Technology in Australia. He identified three types of graders: inflexible 
graders, who only accepted medical certificates or other serious circumstances as grounds for an 
extension, penalized late submissions, and did not accept late assignments; semi-flexible graders who 
gave extensions more easily and were less likely to penalize late submissions; and flexible graders who 
granted extensions for any reason, did not penalize late submissions, and helped students plan their work 
better for next time. He found that flexible grading resulted in higher course completion rates and that 
60–90% of students who had missed coursework completed the work shortly after the end of term when 
given the opportunity. Similarly, Wang (2011) examined the effects of three deadline conditions 
(instructor-set, flexible-instructor-set, and self-imposed) on 173 undergraduate students in three 
different courses. They found no significant differences in perceived learning and course satisfaction 
among the three groups but observed that students in the flexible-instructor-set deadline group had the 
best academic performance. 

Kumar and Wideman (2014) studied 35 students enrolled in a face-to-face health sciences 
course at a Canadian university. The course applied several Universal Design for Learning (UDL) 
principles, including a flexible deadline where students were allowed to choose their due date for their 
course presentation. They found that 88% of students felt that the choice of presentation date positively 
impacted their learning, and the increased flexibility improved both student perceptions of stress and 
overall student success. 

Peterson and Digman (2018) compared students in a section with rigid deadlines against 
students in a semi self-paced (SSP) course where students could submit assignments any time up until 
exam dates, which were fixed to promote self-regulation. While students in the SSP section preferred the 
flexible deadlines, they found that students in the rigid deadline section “did not express a strong 
preference for having flexible deadlines” (7). There was also no agreement among students whether 
flexible deadlines led to procrastination, though learning management system data showed that students 
in the SSP group did not keep pace with course materials as much as their counterparts in the rigid 
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deadline group. The SSP group also had twice as many missing assignments as the rigid section. 
Peterson and Digman concluded that their students did not prefer flexible deadlines over rigid ones but 
instead simply preferred whatever format they were exposed to. Similarly, Miller, Asarta, and Schmidt 
(2019) compared students who were given rigid deadlines to students who were allowed to submit 
assignments up until exam dates. Students in the flexible deadline group performed better on 
assignments and exams, but the authors could not determine if the flexible deadlines were responsible 
for the performance differences. However, they did find that students in the rigid deadline group had a 
small but statistically significant decrease in participation.  

Finally, Schroeder, Makarenko, and Warren (2019) examined students in an online Canadian 
graduate program. They looked at 78 graduate students across five different courses who could use a late 
bank of up to five days on one out of two assignments without self-disclosure or penalty. They analysed 
several variables and found that students felt the late bank was very useful (4.59/5, SD=0.25), that 45% 
of students felt the extra time improved their assignment quality, and that 62% of the students viewed 
the instructor more positively because of it. They also found that despite no significant difference 
(p=.03) between late bank users and non-users on the Perceptions of Academic Stress scale, both groups 
self-reported reduced stress because of the late bank (97% and 89%, respectively). 

Taken together, this research suggests that flexible deadlines may increase student pass rates 
(Patton 2000; Withington and Schroeder 2017), improve participation (Miller, Asarta, and Schmidt 
2019) improve student achievement (Kumar and Wideman 2014; Miller, Asarta, and Schmidt 2019; 
Wang 2011) reduce student perceptions of stress (Kumar and Wideman 2014; Nickels and Uddin 2003; 
Schroeder, Makarenko, and Warren 2019), increase student attention to work (Nickels and Uddin 
2003), and improve assignment quality and student perception of the instructor (Schroeder, 
Makarenko, and Warren 2019). It is important to point out that flexible deadlines in these studies did 
not mean “no deadlines,” or a lack of consequences for not handing work in. In addition to these studies, 
several recent opinion pieces have been published on the need for faculty to re-think their deadline 
policies (Boucher 2016; Buckman 2021; Schisler 2019; Thomas 2019; Weimer 2018; Wyre 2019), 
especially in light of the challenges that post-secondary students have faced during the COVID-19 
pandemic (Flaherty 2020).  

 
FLEXIBLE DEADLINE PRACTICES SUPPORT DIVERSE STUDENTS 

Many instructors establish classroom policies based on what they perceive appropriate for a 
“normal” student. As described by Gaudry and Lorenz (2019), “The university has normalized the 
experience of students who are white, cismale, heterosexual, middle-to-upper class, lacking dis/abilities, 
and without children. If a student deviates from these categories, they are more likely to experience 
oppressive obstructions in the completion of their degree” (167). As Gorham and Roberts (2014) 
assert, “[T]he homogenous class made up of students of similar abilities, backgrounds, ethnicities, 
interests, learning styles, languages, and expectations is long gone—if it ever existed” (¶ 10). For 
example, while a “normal” student may experience few barriers to getting coursework done on time, it is 
important to design courses with the understanding that many students in higher education do not share 
this reality. In describing some examples of students below, we acknowledge the intersectional nature of 
these identities and the limitations of representing diversity in this way (Gillborn 2015). Despite these 
limitations, it is important to highlight some specific examples to challenge the “myth of the normal 
student” in considering the potential benefits of flexible deadline policies and flexible learning 
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environments more broadly. As stated by Ramohai (2019), “Transformation and diversity cannot be 
divorced from each other when considering change processes and practices in institutions of higher 
learning” (2). Although the statistics provided below focus primarily on the Canadian context, the 
disproportionate barriers faced by some students in higher education are well known to be international 
in scope (e.g., Dolmage 2017; EUA 2021). 

 
Disability 
Flexible due dates or extensions are identified as an appropriate accommodation for various 

different disabilities in “Principles and Practice of College Health” (Vaughn and Viera, 2021, Ch. 24). 
The most recent first-year student survey from the Canadian University Survey Consortium (CUSC) 
(2019) found that 24% of first-year university students in Canada self-identify as having a disability. 
However, it is difficult to gauge the accuracy of that number, as not all post-secondary students with 
disabilities are diagnosed, and students who are diagnosed do not always self-disclose their disabilities or 
access the accommodations they are entitled to. For example, in a national longitudinal study in the 
United States (n=3,190), Newman and Madaus found that only 35% of post-secondary students who 
received special education services in secondary school disclosed their disability to their college (2015), 
citing concerns about stigma and discrimination as their main reasons for not disclosing (2015). At our 
own university, only 6–7% of students use disability accommodation services (A. Parrish Craig, email to 
author, April 3, 2020), which, if the CUSC survey is accurate, may mean that 15–20% of our students 
with disabilities are progressing through their post-secondary education with no accommodations. The 
social model of disability contends that barriers to education come “not from the student with the 
disability but from a learning environment that is exclusive in its design and delivery” (Kumar and 
Wideman 2014, 129). Flexible deadlines remove a potential learning barrier for at least some disabled 
students and building this flexibility into course structure is essential when we consider that many 
disabilities are undiagnosed, that disabled students do not always access the accommodations they are 
entitled to, and that mixed attitudes towards deadline flexibility as an appropriate accommodation 
remain in higher education. 

 
Neurodiversity 
Neurodiverse students may also benefit from some flexibility in deadlines. For example, 

individuals with attention deficit hyperactivity disorder (ADHD) can experience executive function and 
self-regulation challenges, making it more challenging to organize and plan (Centre for ADHD 
Awareness, Canada 2017). This creates difficulty in completing tasks and managing deadlines (Jansen et 
al. 2017; Fleming and McMahon 2012). Many individuals with ADHD benefit from deadlines to 
combat procrastination and support time management (Jansen et al. 2017). However, allowing some 
flexibility can help avoid missing deadlines (Centre for ADHD Awareness, Canada N.D.). This flexibility 
may also alleviate the stress that some individuals with ADHD experience when they fear missing a 
deadline (Jansen et al. 2017). It is difficult to determine the exact number of post-secondary students 
impacted by ADHD. A recent survey of Canadian first-year university students (n=18,092) found that 
3% of all first-year students self-reported having been diagnosed with ADHD (CUSC 2019). According 
to the Centre for ADHD Awareness, Canada (2017), 5% of all Canadian students (K to post-secondary) 
have been diagnosed with ADHD. The most recent national college health assessment (American 
College Health Association, 2019) indicated that 7.9% of Canadian students reported being diagnosed 
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or treated for ADHD in the past year. While relying on self-reported diagnosis numbers is problematic, 
so is relying on diagnosed levels for ADHD (Green and Rabiner 2012; Nugent and Smart 2014). For 
example, ADHD is particularly underdiagnosed and undertreated in women and girls (Quinn and 
Madhoo 2014). Furthermore, while self-reported levels of a clinically diagnosed ADHD range from 2% 
to 8% among post-secondary students in North America (Nugent and Smart 2014), one study of US 
college students (n=1,080) that measured clinical ADHD symptoms found that 12% of their sample had 
clinically significant ADHD symptoms, but that only 2% had received a formal clinical diagnosis 
(Garnier-Dykstra et al. 2010). This study implies that many post-secondary students likely suffer from 
clinically significant ADHD symptoms and may benefit from flexible deadlines.  

 
Mental health 
Post-secondary students are also increasingly experiencing mental health challenges that may 

contribute to struggles with meeting deadlines. Condra et al. (2015) provide a detailed discussion of the 
challenges students with mental health disabilities experience in accessing accommodations, including 
obtaining a diagnosis, and describe adhering to deadlines as a common challenge for these students. 
Furthermore, mental health struggles that do not meet the criteria of a diagnosable disability can also 
impact student learning. The most recent national college health assessment (American College Health 
Association 2019) found that Canadian college students (n=55,284) reported that the top health factors 
that directly impacted their academic performance were stress (41.9%), anxiety (34.6%), sleep 
difficulties (29.0%), and depression (24.2%). That same study found that at least once in the prior 12 
months, 88.2% of students felt overwhelmed by all that they had to do, 87.6% felt exhausted (not from 
physical activity), 68.9% felt overwhelming anxiety, 63.6% felt that things were hopeless, and 51.6% felt 
so depressed that it was difficult to function (American College Health Association 2019). The self-
regulation and mental health issues that emerged for students throughout the COVID-19 pandemic 
have only exacerbated these issues (Canadian Alliance of Student Associations 2020; Rashid and Di 
Genova 2020). Even if we were to accept the myth of the “normal” student, these findings indicate that it 
is highly likely that even most “normal” students are currently struggling with mental health and self-
regulation issues. Therefore, some flexibility around deadlines may increase the likelihood that these 
students experience reduced stress, complete classwork, and are supported in meeting course learning 
goals. 

 
Additional and overlapping barriers 
Many students face additional and sometimes unpredictable barriers to their academic success, 

such as illness, trauma, poverty, caregiving responsibilities, and more. Every experienced post-secondary 
educator is likely to have supported students in navigating these types of challenges, including through 
the provision of assignment extensions. Students who have competing responsibilities such as work, 
children, and family responsibilities often struggle with academic expectations (Brownson et al. 2016; 
Moore and Greenland 2017; Xuereb 2014). These barriers may escalate as tuition costs increase and 
students experience increasing financial hardships and face more significant pressure to work while they 
attend school (see Goldrick-Rab, Richardson, and Hernandez 2017). Flexible deadline policies provide 
equitable opportunities to complete work when “life happens” without the potential discomfort or 
shame of having to request an extension. 
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It is also important to consider that racialized and Indigenous students may disproportionately 
experience these barriers, potentially contributing to known educational gaps (National Disability 
Institute 2019; Ottman 2017). If we consider Indigenous students in Canada as one example, nearly 
30% of non-Indigenous Canadians aged 25–64 have university degrees compared to 11% of Indigenous 
people (Statistics Canada 2016). Indigenous students also experience more barriers to their success in 
post-secondary systems (Chichekian and Bragoli-Barzan 2021). Challenges Indigenous students 
identify with the transition to post-secondary have included expectations about assignments, adequate 
preparation time, completing tasks within given time constraints, and balancing academic expectations 
with life responsibilities (Chichekian and Bragoli-Barzan 2021). There is a specific responsibility to 
improve access to education for Indigenous students in Canada— one of the many calls to action from 
the Truth and Reconciliation Commission of Canada: Calls to Action (2015). Equitable and inclusive 
deadline practices connect to the need for more flexibility for those most impacted by systemic learning 
barriers in post-secondary. 

 
Flexible deadlines and student success  
Students in higher education vary in their identities and circumstances and can benefit from 

structured flexibility. This need for flexibility goes beyond deadlines. Instructors must create flexible 
learning environments that include, empower, and encourage all students. Higher education is enriched 
by different experiences, skills, and ways of knowing. The “myth of the normal student” undermines the 
fundamental mission of academia and is a disservice to a society that needs diversity and creativity to 
explore and address increasingly complex challenges. Flexible deadlines are one approach to creating 
more accessible and equitable learning opportunities for diverse students. As stated by Boucher (2016), 
“Strict deadlines only serve to reproduce the inequalities of access and inclusion that universities are 
trying so hard to correct” (par. 6). Assessment is a considerable source of stress for students, particularly 
towards the middle and end of term when multiple assessments may be due (Pitt et al. 2018). Flexible 
learning environments can improve student learning experiences and pass rates (Patton 2000). When 
Hall (2010) asked full-time students engaged in part-time work what could be done to address work-
study balance problems, the most common response was more flexibility around assignment deadlines. 
When courses include flexible deadlines, students increase their sense of control, which leads to reduced 
stress (Whitman, Spendlove, and Clark 1986).  
 
FLEXIBLE DEADLINE PRACTICES RESPOND TO PEDAGOGICAL SHIFTS IN HIGHER EDUCATION 

While we have discussed student diversity, it is also essential to discuss flexible deadlines from a 
relational perspective. Simply put, traditional approaches to deadlines center power in the hands of the 
instructor. The instructor sets the deadline, and students must conform or face the consequences. 
Exceptions, if any, must be requested and often justified by the student while the instructor decides 
whether and how to enact leniency. In a discussion of how well-intentioned course policies might look 
to students, Weimer (2018) reflects, “I wonder, though, if students see the need for and value of our 
policies, or if from their perspective policies look more like power moves teachers make to control (or 
try to control) students” (4). In recent years, the rise of critical pedagogy and many of its associated 
movements, practices, and philosophies have led educators to more critically evaluate the pedagogies 
and policies within their courses in the name of problematizing existing structures and beliefs (Freire 



Hills, Peacock 

Hills, Melissa, and Kim Peacock. 2022. “Replacing Power with Flexible Structure: Implementing Flexible 
Deadlines to Improve Student Learning Experiences.” Teaching & Learning Inquiry 10. 
https://doi.org/10.20343/teachlearninqu.10.26 

8 

1970), employing restorative justice techniques, and interrogating, identifying, and deconstructing 
colonial structures in their courses.  

 
Restorative justice 
Restorative justice education focuses on what educators can do to “create educational cultures 

that emphasize social engagement rather than social control…relationships rather than rules, people 
rather than policies” (Morrison 2010, as cited in Evans and Vaandering 2016, 24). Evans and 
Vaandering go on to clarify that “[t]his does not imply that rules, policies, evaluation, telling, and success 
are irrelevant; it simply means that these serve the needs of people living within the community, not the 
other way around” (24). In the same way, we are not “anti-deadline” but rather assert that assignment 
deadlines should serve the needs of both students and instructors and be enacted in a way that supports 
student engagement with their assignments rather than instructor control. Flexibility around deadlines 
serves the needs of students by allowing them more flexibility to both complete an assignment and 
improve their work— both essential for learning engagement. Conversely, unnecessarily rigid deadlines 
prioritize instructor power and control over student learning. In speaking to the need to question the 
efficacy of traditional classroom management, Withington and Schroeder (2017) attest to the positive 
impact of “rethinking the student not as an object to be managed but as a person to be encouraged and 
guided” (3). 

 
Anti-colonialism 
Another important movement emerging in post-secondary classrooms are efforts to interrogate, 

identify, and deconstruct colonial structures in the classroom. According to Styres (2019), this involves 
“challenging taken-for-granted assumptions embedded in the hidden curriculum within classroom 
practices…[and] colonial relations of power and privilege that are systematically embedded in 
academia” (32). With traditional deadline practices, power resides with the instructor, and students 
must comply. The practice of setting hard deadlines and granting extensions upon request generally 
forces students to disclose private and sometimes sensitive information to determine if they have an 
“acceptable reason,” as judged by the instructor. This is another form of “hidden curriculum” that 
privileges students with the knowledge, ability, and confidence to make such requests. There are many 
things that post-secondary instructors can do to explore eliminating colonial structures in their courses. 
Franklin-Phipps (2020) encourages instructors to begin by “critically considering several of the choices 
that constitute your course. You might consider the syllabus, course policies, your approach to students, 
your planned activities, how you grade, and how you diverge and/or align with your discipline” (par. 7). 
Reconsidering how long-standing course policies, such as those around deadlines, perpetuate colonial 
relations of power and privilege in educators’ relationships with students is relevant to eliminating 
colonial structures in our courses.  

 
Universal Design for Learning 
Finally, Universal Design for Learning (UDL) is a movement that began in K–12 and is gaining 

momentum in higher education (CAST 2018; Rose et al. 2006; Rose and Meyer 2002). The goal of 
UDL is to proactively design learning experiences so all learners can be successful in meeting learning 
goals (CAST 2018). This approach recognizes that students have a wide variety of experiences, exist in 
different contexts, and differ in how they best learn and best demonstrate their learning. The authors of 
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this paper have long been implementing and advocating for flexible deadlines as part of an equitable and 
inclusive course design strategy within the UDL framework. Even though deadlines are not explicitly 
mentioned within the UDL framework (https://udlguidelines.cast.org/), they are important when 
considering several areas of the framework, including self-regulation and motivation (9.1), executive 
function and goal setting (6.1), and planning and strategy development (6.2). Flexible deadlines were 
also identified by Kumar and Wideman (2014) as a UDL practice in connection to “multiple means of 
expression” where choice was built into all course assessments, including the ability for students to 
choose due dates. Instructors and instructional designers should consider adding flexible deadlines to 
their UDL toolkit.  

 
Between the broad acceptance that there is no such thing as a “normal” student, particularly 

amid a global pandemic, and shifts in thinking related to critical pedagogy, restorative justice, anti-
colonialism, and UDL, it is time for instructors to take a critical look at their assignment deadline 
policies and procedures. With the previous findings and calls to action in mind, we gathered data to 
examine the use of proactive extensions by students and their perceptions of the usefulness and impact 
of a flexible deadline policy. 
 
METHODS 

Course description 
Course data was collected from a third-year undergraduate biology course from January to April 

2021 (~12 weeks) at a mid-sized undergraduate university in Western Canada. The course was offered 
in an online, primarily asynchronous modality during this term due to the COVID-19 pandemic. A total 
of 43 students completed the course, all of whom were enrolled in the bachelor of science program. 
Course assessment included three low-stake individual assignments (written assignments based on 
assigned readings, graded as complete/incomplete, worth 3.33% each), four low-stake team assignments 
(written reflections on a guided team discussion, graded with feedback on content and writing, worth 
5% each), and one high-stake individual assignment (an essay worth 20%). Students developed their 
understanding of course material and writing skills through low-stake assessments (30%). The 
knowledge and skills were then applied to the high-stake essay (20%). Additional course assessments 
made up the other 50% of the course grade and included three tests, a learning reflection, and a team 
contract. Teams were established at the start of the term and remained the same throughout the term. 
All assignments were submitted via the online learning management system.  

 
Proactive extension description 
Extensions are described as “proactive” because they were built into the course assessment 

structure in advance and were available to all students. Every assignment in the course had a specified 
deadline (date and time) and an extension (generally one week). Students could use extensions for as 
many assignments as they wished, and there was no penalty for using them. Students were not required 
to make a request, self-disclose the reasons for the extension, or notify the instructor that they were using 
an extension. The deadlines and extensions were clearly described in the course syllabus and in a 
separate document on the online learning platform called “Assessment Guide” (see Appendix A). 
Additionally, an explanation was given in writing and in a captioned lecture video as part of the course 
introduction. The length of the extensions was selected to ensure students would still receive formative 

https://udlguidelines.cast.org/
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feedback before completing their following assessment, and so the final grade deadline set by the 
university could be met.  

 
Student survey and extension use data 
All students that completed the course (n=43) were emailed with consent information and a 

link to the survey in May of 2021, with two weeks to complete the survey. The survey was deployed 
using Google Forms and included 12 questions (see Appendix B). There were six multiple choice style 
questions, five open answer questions, and one Likert question with six prompts. Demographic data 
were not collected. A total of 18 (42%) students responded to the survey. Responses to open-ended 
questions were coded and analysed in MAXQDA. In addition to this survey data, we gathered data on 
student use of extensions from the learning management system for all 43 students.  

 
Research ethics approval 
Both authors have TCPS2 certification as required in Canada for researchers using human 

participants. Research Ethics Board Certification was obtained from the institution where this research 
took place.  
 
RESULTS 

Extension use for low-stake vs. high-stake assessments 
In total, there was one high-stake assessment and seven low-stake assessments. A total of 41 

students (95%) used an extension for their high-stake assessment. When examining the low-stake 
assessments together, 15 students (35%) never used an extension, and 17 students (40%) used an 
extension only once (Figure 1). Of the remaining students, 7 (14%) used two or three extensions, and 5 
(12%) used extensions for four or five assessments. No student used an extension for more than five of 
the seven low-stake assessments. 
 
Figure 1. Repeated extension use by students for low-stake assessments (team and individual) 
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Extension use for individual vs. team low-stake assessments  
There were four team-based low-stake assessments and three individual ones. Despite the 

availability of proactive extensions, the large majority of students handed in each assessment on time 
(Table 1). Overall, extensions were more commonly used for team assessments, with 26 students (60%, 
or 7 of the 12 teams) using at least one extension for a team assignment during the term, compared to 13 
students (30%) using at least one extension for an individual low-stake assignment.  
 
Table 1. Frequency of extension use by students for different assessment types 

Assessment Number of students using extension 

Low-stake Individual First assessment–3 (16%) 
Second assessment–7 (16%) 
Third assessment–12 (28%) 

Low-stake Team First assessment– 0 
Second assessment–10 (23%, 3/12 teams) 
Third assessment–7 (16%, 2/12 teams) 
Fourth assessment–15 (35%, 4/12 teams) 

High-stake Individual 41 (95%) 

Extension use for low-stake assessments based on time in the term 
Students did not use extensions in the first quarter of the term (Figure 2), and extension use 

increased during the term, peaking in the fourth quarter. 
 
Figure 2. Frequency of extension use for low-stake assessments over the term 

 
 
Student survey 
Survey respondents (n=18) unanimously (100%) agreed that proactive extensions were useful 

in this course and that they would like to have access to them in their other courses. The majority of 
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student feedback focused on three key benefits; (1) their ability to hand in better quality work (83% of 
respondents), (2) their ability to better manage their time in connection to other academic 
responsibilities (78%), and (3) benefits related to reduced stress and mental health (72%). For example, 
Student 1 said, “I would have finished it by the initial due date but I don’t think I would have done as 
well on it,” while Student 14 responded, “With the workload I had from other classes, having some 
lenience on the due date of this large assignment definitely helped me organise and structure my course 
load.” Student 18 described how “assignment and exam workloads are very stressful and knowing about 
the automatic no question asked extensions at the beginning of the semester allows the student to plan 
their work schedule more efficiently and less stressful [sic].”  

While less frequent, students also discussed the benefits of being able to balance course work 
with personal/non-academic responsibilities (33%). For example, Student 5 commented: “Set-in-stone 
due dates can become overwhelming if unexpected events occur. Balancing multiple courses, part time 
work, personal life, and mental health, can be uncertain and difficult.” While many (see above) students 
spoke about improved work quality, few (17%) spoke directly about improved learning. For example, 
Student 6 stated: “I absorbed more information from the assignments.” For the team assignments 
specifically, students (46%) also described how the availability of an extension facilitated meeting 
planning with the group: “It allows team members to arrange a time that works for everyone to 
contribute to complete the work” (Student 18). Every student responded positively about the ability to 
access an extension for their team assessments. Interestingly, no student reported using the flexible 
deadlines in this course specifically to deal with an unexpected event such as an illness or personal issues, 
except one person who mentioned a team-mate having a family emergency.  

Finally, we asked students: “Was there a time in your university experience where you needed an 
extension but were not comfortable asking for one? If yes, please explain.” The large majority of students 
who responded said yes (88%). Of these students, most (57%) directly identified the professor as a 
barrier, sometimes connected to previous negative experiences. Connected to professors as a barrier, 
some students (29%) explained that they believed their reason for needing an extension was not good 
enough to ask. For example, Student 5 said, “I’ve had more than one professor that was unapproachable, 
and if asking for an extension on an assignment would cross my mind, I would rather struggle.” Student 3 
stated, “I feel uncomfortable asking for extensions because I feel like it’s an unspoken taboo in higher 
education.” Student 6 explained, “I was struggling with my mental health and dealing with my personal 
life on top of school and work, but I always felt it wasn’t a good enough reason to ask for an extension, so 
I just never did.”  
 
DISCUSSION 

Use of extensions 
We observed differences in extension use for different assessment types and at different times 

during the term. With seven low-stake assignments and 43 students, there were 301 opportunities for 
students to use an extension on a low-stake assignment. The fact that only 54 out of 301 extension 
opportunities (18%) were used suggests that students were more often than not using them as needed, 
rather than handing things in later because they could. In other words, increasing deadline flexibility 
does not necessarily encourage procrastination or result in the deadline “free-for-all” that some of our 
colleagues have expressed concern about. In addition, colleagues have expressed concern about students 
treating available extensions as the “new deadline” and making further requests. Our data show this was 
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not a problem in this course for low-stakes assessments, and no additional requests for extensions were 
made. We did carefully communicate deadline reminders and encouraged students to meet deadlines 
where possible. In contrast to what we observed with low-stake assessments, almost all students (41, 
95%) used the extension for their high-stake essay. This result may suggest that this assessment needs to 
be better scaffolded to support students with more timely completion of this essay. Given that students 
reported the primary benefit of flexible deadlines as being able to hand in better quality work, it is 
unsurprising that we would observe greater use of the extension for an assignment that required more 
time and effort and was, individually, worth more of their grade. Extensions were used more often for 
team assessments than for individual ones. As completing team assignments was dependent on the 
availability of 3–4 group members, it makes sense that extensions might be used more often for team-
based assignments. Post-secondary students also express complex attitudes towards group work, and it 
would have been interesting to ask our participants if flexible deadlines impacted their attitudes towards 
completing team-based assignments. This question may warrant examination in future research. 
Students used extensions more frequently as the term progressed, which likely reflects a response to the 
increased academic workload over time. Pitt et al. (2018) found that students more frequently reported 
stress related to multiple assessment deadlines towards the middle and end of the semester. The high-
stake essay was also due in the fourth quarter, which may have compounded student workload stress. As 
many courses use a combination of low- and high-stake assessments, the differences in student 
behaviour observed for different assessment types are worth considering in designing a course with 
flexible deadlines.  

 
Student feedback 
Student feedback about the value of the flexible deadline policy in this class was similarly 

positive to previously published work. Students who responded to our survey unanimously agreed that 
the flexibility around deadlines was useful and that they would like to see this approach in other courses. 
Similarly, Schroeder, Makarenko, and Warren (2019) found that providing access to a one-time 
extension of up to five days increased positive attitudes toward their instructor. As described by these 
authors, this metric is connected to student satisfaction, learning, and behaviour and is a relevant 
consideration in a system where student evaluations of instructors remain a common tool for evaluating 
teaching. Students in this course most frequently identified their ability to hand in better quality work as 
the most important benefit of the available extensions. Likewise, when Nickels and Uddin (2003) 
allowed students to have two extra days on assignments as needed, students reported that they spent 
more time on their work and learned more. Boucher (2016) also anecdotally reported higher quality 
work from students in response to providing a two-day grace period for assessments. These observations 
suggest that flexible deadlines do not lower educational standards; rather they may enable students to 
complete assessments to a higher quality and learn more.  

The second most frequently mentioned benefit of extensions by students in this class was the 
ability to better manage their time in connection to other academic responsibilities. This was also 
observed in other studies (Nickels and Uddin 2003; Pitt et al. 2018; Schroeder, Makarenko, and Warren 
2019). The ability to better manage multiple assessments may also support more students in completing 
assigned work. For example, Walsh (2019) found that a short grace period of one day led to an increase 
in the amount of work turned in by high school students. In our course, completion rates for 
assignments were high, with only 2% (7/344) of assignments not handed in. Furthermore, the reduction 
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in stress that students commonly described in this class in connection to the flexible deadlines has also 
been observed by others (e.g., Pitt et al. 2018; Schroeder, Makarenko, and Warren 2019). 

Finally, it is interesting to note that Schroder, Makarenko, and Warren (2019) found that 
unexpected situations were the second most often cited reason for using a late bank among their 
graduate student participants, while none of our participants mentioned that reason for using an 
extension. This may have been because undergraduate students experience different life pressures than 
graduate students or because our research occurred during the COVID-19 pandemic when all our 
students were attending classes from home and could more easily manage unexpected situations like 
illness or lack of child-care. 

In addition to positive student feedback, as the course instructor, I (author 1) also realised 
benefits from using this proactive extension approach. First, I appreciated that this spread out my 
grading somewhat while maintaining sufficient predictability about when assignments would be handed 
in. The bulk of the assignments would come in on the deadline (and I would grade them promptly), 
then a small set would come in the following week. The extensions I implemented still allowed me to 
return work to students in time for all students to receive formative feedback ahead of completing their 
following assessment. Additionally, I did not have any students contact me for extensions, which is not 
typical of my experience teaching with more rigid deadline practices. The respite from negotiating 
student requests for extensions was beneficial in terms of my time, the emotional labour of responding to 
student self-disclosures, and the arrangement of appropriate accommodations. This was of particular 
value at the height of the pandemic, where I, like my colleagues and students, was navigating the stress of 
increased academic workload alongside personal challenges.    

Extensions are often seen as exceptional accommodations for students experiencing unexpected 
challenges. Importantly, student feedback in this study confirmed that having to request an extension 
from an instructor was a barrier, emphasizing the importance of building flexible deadline policies into 
the course structure. In this course, student feedback suggested that the built-in flexibility empowered 
them to make decisions about how to prioritize their academic work, balance deadlines, and manage 
their time, ultimately reducing their stress. This reflects the self-regulation and metacognitive skills 
known to be hallmarks of successful learning (Dent and Koenka 2016). As described by Wolters and 
Brady (2021), “Time management is a significant self-regulatory process through which students 
actively manage when and for how long they engage in the activities deemed necessary for reaching their 
academic goals.” Placing more decision-making power into the hands of students in this course gave 
them more opportunities to develop these self-regulation tools while maintaining enough structure to 
avoid procrastination and sequencing their learning experiences and assessments appropriately to meet 
course learning outcomes.  
 
IMPLEMENTING FLEXIBLE DEADLINES  

The best flexible deadline policy or approach for you and your students will depend on factors 
including the course assessment structure, class size, maturity of students, and other considerations. This 
flexibility must respect your own workload—in trying to do better for our students we cannot neglect 
our well-being. In this third-year course, a one-week proactive extension was effective. A different 
instructor in a different course might be able to accommodate even more flexibility with assessments, for 
example, by allowing assignments to be submitted at any time up until the last day of class. Some courses 
or specific assessments may be better served by shorter 24- or 48-hour proactive extensions. Shorter 
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proactive extensions may also work better for larger scaffolded assignments or assignments where there 
are academic integrity concerns related to returning work to some students while waiting for work from 
others to be turned in. This may also be helpful where consistency in grading is a concern. If having a 
proactive extension for every assessment is not feasible, you may wish to grant all students one or two 
automatic, no-questions-asked extensions that they can use as needed. In some courses, dropping the 
lowest grade, including a 0 from a missed assessment, from a set of similar formative assessments may 
provide the flexibility students need. If an “extension-by-request” approach is used, communicating a 
transparent policy in advance that explicitly states that a “reason” is not required may mitigate issues 
with this approach. The goal of implementing flexible deadline policies is to find a policy that works for 
you and your students, that is transparent and accessible to all students, and that allows all students some 
flexibility without negative consequences. As is the case with implementing any new practice, some trial 
and error may be needed. While there may be challenges to finding a policy that works well for your 
course context, the benefits of flexible deadlines to students are likely worth the effort.   

 
LIMITATIONS AND FUTURE RESEARCH 

There were clear limitations to our study. The sample size was small, consisting of a single third-
year biology course with 43 students. While course data on extension use came from all 43 students, only 
18 responded to the survey. Furthermore, students self-selected to participate in the survey and self-
reported their perceptions. Future investigations should expand the number and types of classes 
included and consider factors such as discipline, year of study, class size, and assessment type. 
Comparisons of different approaches to flexible deadlines across classes would also be valuable. 
Additionally, student demographic data should be collected, as well as information on their extra-
academic responsibilities (work, children, etc.) to determine whether flexible deadlines are more 
valuable or used more often based on student identity and circumstances. Faculty perspectives should 
also be explored alongside student perspectives. Interviews and focus groups would provide a more in-
depth exploration of faculty and student experiences.  
 
CONCLUSION 

We challenge instructors to interrogate how their current course management practices may 
prioritize instructor power over student learning and exacerbate existing inequities. The need for flexible 
deadline policies that maintain enough structure to support students with self-regulated learning and 
relinquish enough power to be equitable and inclusive is past due. The COVID-19 pandemic has 
underscored the importance of flexibility in higher education. The data we present shows that students 
used flexible deadlines primarily to more successfully manage their time, balance their academic 
responsibilities, and complete their work to a better quality. The flexible deadline policy did not result in 
an assignment “free-for-all,” the instructor’s grading workflow was not disrupted, and students received 
formative feedback to improve on subsequent assignments. Students who needed more structure were 
provided with the structure of the initial deadlines, and students who needed more flexibility were given 
the opportunity to take it as needed. Students communicated that they perceived the need to request 
extensions from instructors in other courses as a barrier and agreed that broader implementation of 
flexible deadline policies built into the structure of courses would be valuable. Beyond flexible deadlines, 
flexible classroom management policies, flexible assessment design, and flexible curriculum, is a need to 
consider “radical flexibility as a way to create life-sustaining education, not just for some, but for all, and 



Hills, Peacock 

Hills, Melissa, and Kim Peacock. 2022. “Replacing Power with Flexible Structure: Implementing Flexible 
Deadlines to Improve Student Learning Experiences.” Teaching & Learning Inquiry 10. 
https://doi.org/10.20343/teachlearninqu.10.26 

16 

not just for now, but far into the future” (Veletsianos and Houlden 2020, 849). As instructors, we should 
consider practices to replace the traditional power structures in our courses with structured flexibility to 
create equitable and inclusive learning experiences for all students. 
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APPENDIX A: ASSESSMENT GUIDE  
 
Posted prior to the start of term on the online learning platform. These policies are also captured in the 

Course Syllabus and were discussed in the introduction to the course. 
 
The policies on deferrals/incompletes/extensions described for each assessment below were 

designed to be transparent and equitable. In other words, all students know what the policies are in 
advance, and these policies apply equally to all students. The flexibility I have built into this course 
acknowledges that students may encounter unexpected challenges during the term such as an illness, 
loss of a family member, an accident, a mistake that led them to miss an assessment, and so forth. 
Because this is built into the course structure students do not need to make a request, or disclose 
personal information, to use an extension. You do not need to inform me that you are using an 
extension.  

The assessment structure is a combination of “you do the work you get the marks” type 
assessments that provide you with practice and feedback for the higher stake and more challenging 
assessments. Be aware that Topic Tests and the Written Critique, in particular, have been designed to 
fall under the latter category. 

 

Assessment Value 
Deferred/Incomplete/Extension policies 

All extensions are no questions asked and no penalty.  
No further extensions will be granted. 

Team Contract 
Professionalism and 
Integrity Activity 

% 
Teams may have a one-week extension.  

Learning reflection 
%  

Students may have a one-week extension. 

Reading guides (3) 
0% 

Students may have an extension up to the last scheduled day of 
class. However, it is recommended these are completed ahead of 
the corresponding topic test.  

Topic Tests (3) 
5% 

Tests will not be rescheduled. A missed test will result in a 0. 
However, all students will have the lowest of their three grades 
dropped and their grade will be an average of the remaining two. 
Therefore, if a student receives a 0 this grade will be dropped. A 
second 0 will stand. 
  

Team discussions and 
reflections (4) 0% 

Teams may have a one-week extension.  

News Article Critique  
Thesis statement and 
article choice (1%) 
---------------- 
News Article Critique 
including ALL resources 
(20%) 

1% 
If the thesis statement and article choice is not handed in on time 
the 1% will be allocated to the Critique. 
----------------------------- 
Students may have a one-week extension for the News Article 
Critique. 
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Team Contract and Team Professionalism and Integrity Activity (3%) 
Objective:  To ensure all students have a clear plan of how to organize team-work and have agreed on 
the expectations they have of each other and the consequences for a team member failing to meet these 
agreed upon expectations. In addition, the Professionalism and Integrity Activity is designed to ensure 
that all students understand the importance of integrity and professionalism in this course context. 
 
Description Both of these activities can be found on Blackboard. They will be graded as 
complete/incomplete.  
The due date for these two activities is  DATE 
 
Assigned Reading Guides - Individual Assessment (Three in total; 10%) 
Objective: Topics B-D have assigned readings selected to add depth to course topics to enrich student 
learning. Test questions will be based on the reading guide.  
 
Description: The assigned reading guides are posted on blackboard. They consist of a small number of 
short answer questions about the assigned reading. They are not intended to be difficult and there is no 
minimum or maximum length for responses. These will be graded as complete/incomplete. Feedback 
will not be given so it is your responsibility to read carefully and respond to the questions thoroughly.  
 
Academic integrity: These are individual assessments. There is to be no collaboration under any 
circumstances. As should always be the case, students should paraphrase material from the reading. If 
you are unable to adequately paraphrase you should use direct quotes. You do not need to cite as it is 
already clear where the information is coming from. 
The due dates for reading guides are as follows: 

● Assigned Reading Guide B           DATE 
● Assigned Reading Guide C           DATE 
● Assigned Reading Guide D           DATE 

 
Team Discussions and Reflections (Four in total; 20%) 
Objective: To engage in meaningful and respectful discussions about course material with peers. It is an 
opportunity to consider different perspectives and reflect on how issues involving ‘real people’ and ‘real 
scenarios’ connect to the theoretical material learned in class. In addition, these assignments allow you 
to practice writing and receive feedback that should be applied to subsequent reflections and to your 
News Article Critique.   
 
Description:  A reading package and discussion guide will be provided for each assignment. Teams will 
engage in a guided discussion and the written reflection will summarize that discussion succinctly, 
clearly, effectively, and using correct paragraph structure. Student teams should schedule one hour for 
their discussion, as well as plan time to collaboratively write the reflection. Refer to the work-plan you 
laid out in your team contract.  
 
Academic integrity: Collaboration is permitted within the group only. Course learning materials may 
be used. Resources beyond course materials are not required, but if used must be cited. Course material 
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does not need to be cited but if you are using exact quotes from a source ensure you use quotation 
marks. 
 
There will be four team reflections due during the term. The dates are as follows: 

● Reflection A                     DATE 
● Reflection B                     DATE 
● Reflection C                     DATE 
● Reflection D                     DATE 

 
Tests - Individual Assessment (Three in total; 45%) 
Objective: The objective of tests is to demonstrate your comprehension of course material. This 
includes the course notes/videos, assigned reading guides, and the material covered in the team 
reflections. Essentially all course material may be assessed. The goal of these tests is to determine if you 
have a strong understanding of the topics we have covered and could speak with authority using specific 
detail and examples.  
 
Description: Tests are 15 multiple choice (select one correct answer) and multiple answer (select all 
correct answers) questions and 2-3 short answer questions. Multiple answer questions may have one 
correct response, two, three, or all the responses may be correct. There are no part marks on multiple 
answer questions meaning you must get it completely correct to get a mark. They are released at the start 
of scheduled class time. You must start the test within the first half-hour of scheduled course time. Once 
you start you will have 60 minutes to complete the quiz. You get only one attempt. (Note that when this 
course is run face to face tests are exclusively short answer and essay style questions, this format was used during 
the pandemic when the course moved online temporarily) 
 
Academic Integrity: Collaboration is not permitted under any circumstances. There is no rule against 
accessing course materials, however, students who rely on looking answers up in the course material will 
run out of time. You should prepare as you do for a closed book face-to-face exam. Resources other than 
course materials are not permitted.   
 
Tests dates are as follows: 

● Test 1 (Topics A+B)                       DATE 
● Test 2 (Topics C+D)                       DATE 
● Test 3 (Topics A, B, C, D)              DATE 

 
News Article Critique - Individual Assessment (22%) 
Description: This critique is an evidence-based detailed analysis and assessment of a newspaper article 
that communicates a biotechnology/genetics related topic to the general public. You will critique a news 
article (provided to you) for accuracy, thoroughness, and objectivity.  This critique will take into 
consideration the target audience for the article (the general public). A strong selection of appropriate 
resources, primarily peer-reviewed journal articles, will be used to effectively support your critique. This 
critique will be presented in a basic 5 paragraph essay format (Introduction, Accuracy, Thoroughness, 
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Objectivity, Conclusion) and be communicated in a scientific writing style that is formal, direct, factual, 
clear, and concise. 
 
Academic Integrity: This is an independent assignment and absolutely no collaboration is permitted. 
This assignment is heavily dependent upon meticulous citing and referencing of appropriate resources. I 
strongly advise against providing peer feedback on a class-mates critique where they are assessing the 
same news article as it may lead you to reproduce their ideas in your own critique which is an academic 
integrity violation. Instead, consider getting feedback from a student completing their critique on a 
different article.   
 
Due dates: 

• Students should email me stating their choice of news article and their thesis statement by DATE 
• The written critique including a zipped folder with PDFs of all references titled as explained in 

the guidelines is due by DATE 
 
Learning Reflection - Individual Assessment (2%) 
Objective: Reflecting on your thinking and learning (metacognition) has been shown to be beneficial to 
student learning. This reflection will be completed part way through the term to encourage students to 
think about their learning, and to flag any concerns they have with their professor. 
 
Description: The reflection should be 350-500 words in total. Students should specifically discuss the 
following five things in order to receive a grade of “complete” 

1. Their test performance, how they prepared, what is working for them and/or what they will do 
differently for the remainder of the term, if anything 

2. Their progress towards completing their critique 
3. Their assignment performance, how their teamwork is going, what is working for them and/or 

what they will do differently for the remainder of the term, if anything 
4. Whether they have participated in office hours, why or why not, and if yes whether they found 

it helpful (if not why and what could be done to address this) 
5. Strategies they will be using for the remainder of the term to meet their academic goals in this 

class 
 
Academic Integrity: This is an independent assignment and collaboration is not permitted. 
The deadline for the assessment is as follows 
              Learning Reflection         DATE 
  
Final Grade Negotiations 
While I am willing to correct grading errors, I do not negotiate grade changes with students and will not 
respond to requests to do so. 
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APPENDIX B: STUDENT SURVEY 
 
All assignments in your recent course COURSE TITLE AND DATE had no-questions-asked extensions 
available that were described in advance in the Course Outline and Assessment Guide. This included the 
Assigned Reading Guides, Team Reflections, and the News Article Critique. 
 

1. Did you ever use an extension for an Assigned Reading Guide? 
A. Yes (go to question 2) 
B. No (go to question 4) 

 
2. If you had not had an automatic no-questions-asked extension for the assigned reading guide 

would you have: 
A. Asked your professor if you could hand it in late 
B. Hand it in late without requesting an extension 
C. Handed it in on time according to the initial deadline 
D. Not handed it in at all 

 
3. Was having the automatic no-questions-asked extension available to you for the Assigned 

Reading Guide useful? Please provide a brief explanation for why or why not. 
 

4. Did you ever use an extension for a Team Reflection? 
A. Yes (go to question 5) 
B. No (go to question 7) 

 
5. If you had not had an automatic no-questions asked extension for the Team Reflection would 

you have: 
A. Asked your professor if you could hand it in late 
B. Hand it in late without requesting an extension 
C. Handed it in on time according to the initial deadline 
D. Not handed it in at all 

 
6. Was having the automatic no-questions asked extension available to you for the Team 

Reflection useful? Please provide a brief explanation for why or why not. 
 

7. Did you use an extension for your News Article Critique? 
A. Yes (go to question 8) 
B. No (go to question 10) 

 
8. If you had not had an automatic no-questions-asked extension for the News Article Critique 

would you have:  
A. Asked your professor if you could hand it in late 
B. Hand it in late without requesting an extension 
C. Handed it in on time according to the initial deadline 
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D. Not handed it in at all 
 

9. Was having the automatic no-questions asked extension available to you for the News Article 
Critique useful? Please provide a brief explanation for why or why not. 

 
10. For each of the following questions indicate whether you Strongly disagree, disagree, are neutral, 

agree, or strongly agree. 
The ability to use automatic no-questions-asked extensions for assignments when I needed them 
i. Allowed me to better manage my stress/mental health 
ii. Allowed me to spend more time on assignments 
iii. Allowed me to learn more when completing assignments 
iv. Allowed me to hand in better quality work 
v. Allowed me to better manage my academic workload 
vi. Allowed me to better manage personal responsibilities  

 
11. Would having these types of automatic no-questions asked extensions provided in advance for 

assignment be beneficial to your learning in other university courses? Why or why not? 
 

Was there a time in your university experience where you needed an extension but were not 
comfortable asking for one? If yes,  
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