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Abstract

The study aimed to explore teachers’ beliefs about student self-assessment and their selfreported use of self-assessment in their classrooms. A representative sample of 944 Spanish
teachers (38.8% primary school sector, 54.0% secondary school sector) and 7.2% university or
adult education sector) were surveyed about student self-assessment (SSA). Data were
analysed using confirmatory factor analysis and structural equation modeling to determine
statistically and theoretically significant predictors of teachers’ self-reported use of SSA.
Results showed that 90% of the teachers indicated having used SSA in their courses, 90%
reported having positive experiences. A well-fitting structural model found five statistically
significant predictors for the use of SSA: (1) positive experience with self-assessment, (2)
belief in student participation in assessment, (3) willingness to include self-assessment as
percentage of final grade, (4) self-assessment advantages, and (5) having attended assessment
courses. Statistically significant mean score differences for these factors were found according
to level of employment and level of educational qualifications. In conclusion, teachers’ values,
attitudes, and prior experiences with this type of assessment contributed a significant
proportion of self-reported SSA usage.

KEYWORDS: Student self-assessment, teacher beliefs, Spain, structural equation modeling.
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Teachers’ reasons for using self-assessment: A survey self-report of Spanish teachers
1. Introduction
What teachers believe (i.e., their conceptions) makes a difference to the pedagogical
strategies they might use in their classrooms (Fives & Buehl, 2012; Thompson, 1992). This is
also the case for aspects related to assessment techniques and practices (Cizek, Fitzgerald, &
Rachor, 1995; Kahn, 2000). If there is one assessment technique that seems most troubling to
teachers it is student self-assessment (SSA); many different conceptions about the use of
student self-assessment and its implementation in classroom settings exist (Tan, 2012). The
purpose of this paper is to explore the beliefs teachers have about student self-assessment and
how these beliefs influence their self-reported uses of SSA in their classrooms.
Student self-assessment has received considerable attention in empirical research as
indicate in reviews (Boud & Falchikov, 1989; Brown & Harris, 2013; Dochy, Segers, &
Sluijsmans, 1999; Falchikov & Boud, 1989; Tan, 2012). SSA is one of the key elements of
formative assessment (a.k.a. assessment for learning) since its use leads to the development
of self-regulation (Panadero, Alonso-Tapia, & Huertas, 2012) and can enhance learning and
achievement (Brown & Harris, 2013; Nicol & McFarlane-Dick, 2006), giving reason to use
student self-assessment in the classroom. However, what it has not been studied in such depth
is the degree of SSA implementation in classrooms across educational levels. Less well
understood are the reasons teachers have for using SSA or not, and whether issues of
accuracy in SSA are a major factor affecting its implementation.
1.1 Advantages of the use of self-assessment
Self-assessment is about judging, evaluating, and considering the qualities of one’s own
academic work or abilities. In general, it seems that self-assessment practices can be grouped
into three major types: self-ratings, self-estimates of performance on formal assessments, and
criteria or rubric based assessments (Brown & Harris, 2013). Self-rating requires students to
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judge quality or quantity aspects of their work using a rating system (e.g., a checklist or traffic
lights) (Black & Harrison, 2001; Clarke, 2005). Self-estimates of performance include marking
or grading one’s own work using either a marking guide for objectively answered questions or
a model answer (Todd, 2002). Rubrics arrange quality indicators in incremental progressions
that students use to best fit the various aspects of their work and are especially common in
writing or portfolio assessment (Andrade & Valtcheva, 2009).
In a recent review of student self-assessment in K-12, Brown and Harris (2013) reported
that self-assessment generally had a positive impact on academic performance (median effect
size lay between d=.40-.45). Greater effects were seen in self-assessments that involved deep
engagement with the processes affiliated with self-regulation (i.e., goal setting, selfmonitoring, and evaluation against valid, objective standards). Training in diverse selfassessment strategies has been shown to lead to learning gains (Brown & Harris, 2013;
McDonald & Boud, 2003; Panadero et al., 2012; Ramdass & Zimmerman, 2008; Ross,
Hogaboam-Gray, & Rolheiser, 2002). Using models, answers, or teacher feedback to guide
self-assessment judgments also generally improved performance (Hewitt, 2001; Olina &
Sullivan, 2002). Children who contribute to the development of evaluative criteria and who
subsequently use the criteria to self-assess also achieve better (Andrade, Du, & Mycek, 2010;
Ross, 2006; Sadler & Good, 2006). Hence, it appears that self-assessment of a task or quality
of one’s own work will generally improve academic performance across a range of grade levels
and subject areas, although the extent of these gains varies across studies.
An important consequence of self-assessment is that it contributes to increased selfregulation of learning (Klenowski, 1995; Ramdass & Zimmerman, 2008). Self-regulation of
learning requires the exercise of meta-cognitive functioning in which the student monitors
and evaluates his or her own performance and generates feedback as to what should be done
next (Butler & Winne, 1995; Zimmerman, 2008). It should be no surprise then, that self-
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assessment, especially when using rubrics and scripts, has been found to improve student
self-regulation (Brown & Harris, 2013), including higher education students (Panadero &
Alonso-Tapia, 2013a; Panadero, Alonso-Tapia, & Reche, 2013; Panadero & Romero, 2014).
Nonetheless, teachers need to implement self-assessment in an appropriate manner, including
giving training and practice in the process (Brown & Harris, 2013; Goodrich Andrade, 1996,
Andrade & Valtcheva, 2009; Ross, 2006). Teachers need to provide space in the curriculum
for SSA to happen and support students in engaging in the self-regulatory and metacognitive
processes required in SSA. Because students tend to adapt to their teachers assessment
practices (Andrade & Du, 2005; Cowie, 2005), it seems important to investigate reasons
underlying teachers’ uses (or not) of student self-assessment.
1.2 A crucial aspect: Accuracy
An important concern about SSA is whether it is accurate or not (Brown & Harris,
2013). Studies reviewed by Ross (2006) indicated that the student can be highly consistent in
self-evaluations but much less reliable when compared to other measures (e.g., test scores,
teacher ratings, or peer ratings). In general, in K-12 studies (Brown & Harris, 2013), the
correlations between (a) student self-ratings and teacher ratings, (b) student self-estimates of
performance and actual test scores, and (c) student and teacher rubric-based judgments were
positive, but few studies had correlations greater than .60. It is important to note that these
values were not consistent across student experience and academic proficiency. According to
Brown and Harris (2013), younger children tended to be more optimistic, lenient, or generous
than older students in their self-estimations of performance; while, older students’ self-ratings
were lower than younger students. Nevertheless, older students’ self-assessments tended to
correlate more strongly with teacher ratings or test scores. Additionally, higher performing
students evaluated their own work more accurately and seemed to be more severe in assessing
their work than their teachers; while lower ability students tended to be more lenient and less
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accurate. More recently Boud, Lawson and Thompson (2013, 2014) reported, similarly, that
high achievers underestimated their performance and low achievers overestimated, while
average performing students were more accurate. Interestingly, the average students they
studied had the most noticeable improvement in their performance, while more modest gains
were found among the high and low achievers.
The difficulty of the task being learned interacts with students’ ability to self-assess,
with familiar and predictable tasks associated with more accurate student self-assessment. Selfassessments that use more specific, concrete standards or reference points, rather than
subjective criteria (e.g., “I made an effort”, “I’m good at this”), are associated with greater
accuracy. Furthermore, classroom observations in the use of self-assessment in New Zealand
schools (Harris & Brown, 2013) suggested that students may deliberately lie in their selfevaluations when they take place in public spaces (e.g., traffic lights) in order to protect their
self-worth or value. Reliance on subjective criteria (e.g., “I made an effort”, “I’m good at this”)
tended to be associated with lower accuracy in self-evaluations.
Consequently, there is a need for instructional input and caution when implementing
self-assessment with students who are likely to be relatively inaccurate (i.e., younger or less
academically proficient students). All self-assessment techniques seem to have similar ranges
of agreement with external measures, and rubric-based self-assessment studies appear most
promising because of the relatively high learning effects shown when students use them The
studies reviewed also pointed to the importance of reducing the subjectivity in the criteria
students use to evaluate their work. The provision of rubrics and a focus on what others
would deem as quality appear to be necessary for high-quality self-assessment (Andrade,
2010; Jonsson & Svingby, 2007; Panadero & Jonsson, 2013). Unsurprisingly, concern must
be expressed about the wisdom of using student self-assessments as part of course grades or
final summary evaluations because this introduces high-stakes consequences and potentially
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reduces incentives for honest, accurate self-evaluations. Nonetheless, there are sometimes
institutional pressures, perhaps more so in higher education (Falchikov & Boud, 1989), to
include self-assessment data as part of formal, summative grading (Boud & Falchikov, 1989).
Hence, while use for grading may be ill-advised, it may be required; consequently, it makes
sense to evaluate the beliefs teachers have about the grading function in an examination of
their attitudes towards, beliefs about, and purposes for self-assessment.
Even with the favorable empirical evidence that self-assessment can be accurate, there
are still teachers who are reluctant to implement self-assessment, even in higher education
(Tan, 2012). This is a crucial aspect because if teachers do not consider students to be
accurate, they will be less motivated to use it in their classrooms. There is, however, lack of
data about the frequency with which teachers use self-assessment and whether its use, or lack
of use, is explained by their concerns about the accuracy of self-assessment.
1.3 What previous research says about self-assessment use in real settings
There seems to relatively little research about the use of SSA in real classroom settings.
In a recent review on self-assessment (Brown & Harris, 2013), only two studies reported use
in real settings: Lasonen (1995) reported that, of the sample surveyed (346 secondary students),
only half had participated in self-assessment, while Hunter, Mayenga, and Gambell (2006)
reported that only 58% of their sample of 4,148 Canadian secondary teachers had ever used
self-assessment, while 23% made minimal use. If we consider that Brown and Harris (2013)
found just 84 studies in K-12 about self-assessment, it seems plausible to suggest that the real
implementation of student self-assessment in K-12 classrooms is not well understood.
Another aspect that needs more exploration is, not only the frequency with which
teachers utilize self-assessment, but their beliefs and attitudes about self-assessment. Research
into teacher beliefs suggests that they act to (1) frame how teachers understand policy
innovations, (2) filter out aspects which they consider inappropriate, and (3) guide teachers’
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responses (Fives & Buehl, 2012) and that teacher beliefs are reasonably resistant to change
(Richardson & Placier, 2001). With an increasing emphasis within formative assessment
reforms on student engagement in assessment practices, there is a need for teachers to
implement these assessment innovations. Given the strategic role of beliefs in educational
practice, any effort to understand teacher practices should consider how teachers think about
the phenomenon under investigation.
Previous research on SSA usage is mainly based on in-depth studies with small sample
size. For example, Harris and Brown (2013) conducted three case studies with three teachers
about their conceptions and practices of formative assessment, including self-assessment. One
surprising result was that even though the three teachers implemented self-assessment in their
classrooms, neither the teachers nor the students reported self-assessment being about the
students becoming more reliable assessors. Nevertheless, they found three threats to the
validity of classroom SSA: (a) the need for psychological and interpersonal safety in disclosing
self-evaluations, (b) concerns about the accuracy of self-evaluations, and (c) student apathy
towards being an assessor. Tan (2012) found that higher education teachers’ conceptions of
self-assessment fell into three different categories; that is, (a) Teacher-driven SSA, in which
the teacher makes the final decision regardless of the accuracy of SSA, (b) Program-driven
SSA, in which the teacher based decisions on program criteria or requirements; and (c) Futuredriven SSA, in which the teachers leaves the students fully in charge of SSA in order to
communicate trust and transfer to students. Third, Similarly, Dixon, Hawe, and Parr (2011)
found that the beliefs and knowledge about feedback of 20 New Zealand teachers fell into three
groups; that is, (a) technician, (b) pragmatist, and (c) empowerer. Self-assessment was absent
in the views of the technicians, pragmatists accepted the logic of SSA but did little of it, while
the empowerers made extensive use of SSA because of their general commitment to student
development of “evaluative and productive knowledge and expertise” (Dixon et al., 2011, p.
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370). In addition, another key finding was that teachers' deep seated beliefs about their role and
that of students in learning and assessment were influential in regard to implementation of
SSA.
What these studies reveal is that, while SSA may be seen in a positive light, teachers’
beliefs about the validity and integrity of SSA may be a logical extension of more dominant
beliefs about the nature of teacher and student roles in classroom contexts. There also seems to
be a suggestion that the policy priorities of an employment context contribute significantly to
teacher attitudes; more positive views require more formative assessment policy contexts.
Further, it shows that teachers’ understanding of how SSA should be implemented tends to be
dominated by an instrumental, technical approach in which the benefits of SSA are ignored.
Needless to say, the sample size in these three studies is rather small and more information is
needed on the implementation of self-assessment in real classrooms from a larger sample to
have a more complete picture of reasons behind the use of SSA.
1.4 Why Spain?
Spain is an interesting context in which to study the implementation of self-assessment
due to the 1990 Reform Act (LOGSE: Ley Orgánica de Ordenación General del Sistema
Educativo [Organic Law for the Education System Organization]) that promoted new
methodological approaches towards changing the assessment paradigm (Remesal, 2007, 2011).
The previous Education Law did not address any aspects of formative assessment, on the
contrary it had a strong summative assessment perspective. In the 1990 reform act the
underlying paradigm in K-12 schooling is oriented towards formative assessment purposes
(Remesal, 2007, 2011). Therefore, it is interesting to explore the extent to which the reform
process has impacted on the occurrence and features of self-assessment in real classrooms in
primary and secondary education.
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On the other hand, the Spanish higher education context does not have clear guidelines
about what type of assessment should be implemented. Decisions about assessment practices
rely on either the individual teachers or group of teachers lecturing the same course. At the
same time there is less reflection about the learning and assessment processes, as university
teachers in Spain do not have to complete any specific training on these topics, unlike primary
and secondary teachers. Ion and Cano (2011) found that Spanish university teachers based their
assessment mainly in traditional approaches -mostly exams and written works-, and more
formative assessment approaches being less reported by the teachers. Therefore, as a contrast,
it is useful to include teachers who work in contexts not directly influenced by the LOGSE;
that is, higher education.
1.5 Aims
Using a self-report survey instrument, the present study explores how primary,
secondary, and university teachers report making use of self-assessment. Since teacher beliefs
about the roles and purposes of education phenomena, including assessment, are significant
predictors of practices (Fives & Buehl, 2012), data were collected concerning teachers’
training in, attitude toward, and perceptions of advantages and disadvantages of selfassessment in the Spanish educational context. Since individual beliefs and social norms are
important antecedents of intention and action (Ajzen, 2005), it was decided to use structural
equation modeling (SEM) to determine the explanatory effect of these factors on selfreported usage of student self-assessment.
1.5.1 Research questions
RQ1: What training in, experiences of, and values or attitudes about student self-assessment
do Spanish teachers have?
RQ2: What effect do these values and experiences have on the self-reported use of selfassessment in real settings?
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RQ3: How does the proposed model of self-assessment differ for subgroups of interest (e.g.,
Educational level)?

2. Method
2.1 Participants
A total of 1312 primary education centers and 814 secondary education centers were
invited to participate in the study, constituting 11.44% of all Spanish education centres. In
contrast, just seven (9.21%) of the 76 public universities in Spain were invited. The study
made use of 944 teaching professionals of which a majority 703 were female (74.5%) and
129 were male (13.7%), with 112 respondents (11.9%) not giving their sex. Of the 944
respondents, 366 (38.8%) were drawn from the primary school sector, whilst 510 (54.0%)
were drawn from the secondary school sector, and only 68 (7.2%) were drawn from the
university or adult education sector. Given the average of 33.61 teachers per K-12 center1, the
maximum possible respondents, if all centers had chosen to participate, would be 71,453; the
current study sample of 876 K-12 teachers has a margin of error of just 3.29%.
Unfortunately, the small sample of higher education instructors relative to the estimated
population of instructors in seven universities (i.e., 68 / 10824) has a margin of error of
11.85%.
In terms of qualifications, 215 teachers (22.8%) had acquired technical certificates,
634 teachers (67.2%) had graduated with a bachelor’s degrees, 32 (3.4%) had attained a
masters, and 62 (6.6%) had attained a PhD. While relatively small in number, the higher
education instructors form a naturally occurring contrast group for the K-12 teachers who are
under the jurisdiction of the LOGSE framework on educational assessment. Where feasible,

1

As published by the Spanish Educational Department in in 2014 (https://www.mecd.gob.es/servicios-alciudadano-mecd/estadisticas/educacion/indicadores-publicaciones-sintesis/cifras-educacion-espana/2014.html)
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contrasts will be made between teachers working in the different levels of the education
system so as to explore the relationship of teacher self-reported attitudes and beliefs
conditioned upon their employment circumstances.
Our sample can be considered as a convenience one as it was based on the
commitment of the centre leaders to distribute the information and link for the survey to the
teachers in the centre and participation was voluntary. The respondents were drawn from
various regions across Spain (Table 1), with only two regions having more than 100
participants (i.e., Andalucía and Madrid). While the sample is not representative of the higher
education population, the sample is large enough for K-12 teachers to allow reasonable
generalisations about Spanish teacher beliefs in the compulsory schooling sector.
<table 1 about here>
2.2 Instrument
A self-report survey instrument including a total 14 questions concerning selfassessment (SSA) was administered in 2012. The questionnaire sought teachers’
demographic information and relevant employment data (i.e., sex, level of employment, level
of qualifications, level of assessment training, and location in Spain). Questions were also
posed concerning teachers’ use of SSA in their courses or for grading purposes, their
experience with SSA, their opinions as to the advantages and problems of SSA, including its
accuracy. A full list of questions and possible response options is available in Appendix A.
2.3. Procedure
Educational centres were contacted via phone (n = 677) or via email (n = 1456).
Requests for participation were sent to the principal of each education centre who was asked
to refer the request to complete an online survey to the teachers in the centre. A total of 1312
primary education centres, 814 secondary education centres, and seven public universities
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were contacted. Centres in all Spanish regions were contacted for primary and secondary
education so as to generate a representative sample of Spanish K-12 schooling.
2.4 Analysis
To answer RQ1 concerning the extent of training in assessment, use and overall
impression of self-assessment, basic descriptive statistics (i.e., mean, standard deviation, and
frequency) are utilized. Tabulated results are reported for primary, secondary, and
university/adult levels of employment for the purpose of comparison. Since there were four
items exploring the pros and cons of SSA each, a multiple indicator, latent trait theory
approach was used to simplify the dimensionality of the items. A two-factor solution (i.e.,
advantages and disadvantages) was tested for quality of fit to the data and admissibility with
confirmatory factor analysis (CFA).
Since the goal of RQ2 was to understand how teacher beliefs and experiences
contributed to self-reported usage of SSA, a causal-correlational approach was used to
identify the relationship of latent and manifest variables to each other and their contribution,
if any, to SSA usage. Stepwise regression is well suited to identifying the unique contribution
of multiple simultaneous predictors to a construct of interest (Menard, 1995); this is achieved
by introducing conceptually related groups of predictors sequentially into a model until no
gain in variance explained (R2) is achieved. Structural equation modelling (SEM), based on
these exploratory analyses, was used to evaluate the quality of the model fit to the data. SEM
allows for the inclusion of both observed variables and latent factors in one model, as well as
permitting multiple inter-correlated predictors of a construct, providing a more sophisticated
evaluation of the relationship of multiple predictors to each other and to a dependent
construct (Bollen, 1989; Borsboom, 2006).
To answer RQ3 about differences in the model according to teacher demographic
factors, a multiple-indicator, multiple-cause (MIMIC) approach for determining differences
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in latent factor and observed variable means was utilized. This approach allows the
identification of the unique effect of each demographic characteristic upon the mean score for
each component of the model more accurately than the conventional analysis of variance
approach (Hancock, Lawrence, & Nevitt, 2000). The MIMIC approach was used because the
small sample sizes resulted in some missing cells in bivariate tables, making the alternative
structured means modeling approach (SMM, Sörbom, 1974) unsuitable. To do this, two
dummy variables for teacher education level (i.e., three levels—primary, secondary, tertiary),
teacher qualification level (i.e., technical certificate/ vocational training technical discipline,
bachelor degree, masters degree, and doctorate), were created. Teaching experience was used
as a continuous variable according to the number of years teaching experience each
participant reported. These demographic factors were regressed, separately in three analyses,
as a causal indicator on the factor and six manifest variables in the SEM model.
Because the questionnaire used binary, ordinal, and continuous variables, the
WLSMV estimator in Mplus was utilized for all EFA, CFA, and SEM procedures (Muthén &
Muthén, 1998-2010). This estimator handles appropriately two- and three-option response
scales (Beauducel & Herzberg, 2006). The polychoric/tetrachoric correlation coefficient
between the proposed independent variables and dependent variable, for the purpose of the
stepwise procedure, was also estimated individually using Mplus (2010) WLSMV estimator.
Model fit in CFA and SEM is determined by inspection of multiple indices (Hu & Bentler,
1999; Fan & Sivo, 2005); conventional standards for good fit are statistically non-significant
probability (p>.05) for the ratio of χ2/df (Marsh, Hau, & Wen, 2004), comparative fit index
(CFI) and gamma hat (𝑔̂) >.95 (Fan & Sivo, 2007); root mean square error of approximation
(RMSEA) <0.05 (Hu & Bentler, 1999), and the weighted root mean residual (WRMR) <1.00
(Muthén & Muthén, 2010).
3. Results
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3.1 Student Self-assessment from the Teacher Perspective
RQ1 is answered by a number of variables. Most teachers have completed training in
assessment courses (Table 2), with greater completion (approximately 80%) by primary and
secondary teachers, compared to only half of the university adult education teachers.
<table 2 about here>
The vast majority of teachers (83.5%) agreed that students ought to participate in
assessment (Table 3), with similar high endorsement among primary and secondary teachers,
relative to higher education instructors. The majority of teachers (62.3%) were willing to
include self-assessment as a percentage of their final course grade or were already doing it
(Table 3). Proportions in each category were very similar across the three teaching level.
Almost all teachers (93.6%) indicated that they already used self-assessment in their current
courses (Table 3), though small decreases in the proportion reporting the use of selfassessment were observed as teaching sector increased.
<table 3 about here>
Most teachers (87.4%) reported having a positive experience of student selfassessment (Table 4), though as teaching level increased, the positive experience rating
declined and the neutral response increased. Over half the teachers indicated that they
thought student self-assessment was not accurate (56.8%), with just a quarter (27.3%)
indicating that student self-assessments were accurate. Generally, compared to primary and
secondary teachers, higher education teachers considered student self-assessment as a more
accurate assessment tool.
<table 4 about here>
Teachers were asked to indicate whether they agreed with four possible advantages or
disadvantages of self-assessment. Advantages included perceived improvement in (a) student
responsibility for learning, (b) detection and correction of problems, (c) time saving for

SPANISH TEACHER THINKING ABOUT SELF-ASSESSMENT

17

teachers, and (d) student learning with the use of this strategy. Disadvantages included the
strategy’s (a) unreliability, (b) threat to teacher authority, (c) waste of time, and (d) lack of
benefit to student learning. In contrast to expectations, confirmatory factor analysis identified
just one admissible, well-fitting latent construct (i.e., Advantages of Self-Assessment)
consisting of three advantage items (i.e., Detection and Correction of Problems β = .62; Saves
Time for the Teachers β = .71; and Students Learn Using This Strategy β = .71). The
remaining items had low loadings or strong cross-loadings and, so were dropped from further
analysis.
3.2 Contributors to the Use of Self-Assessment
To answer RQ2 about the significant contributors to the reported use of selfassessment in real settings, a stepwise regression modeling approach was used. It was
presumed that the instructors’ responses to five constructs (i.e., beliefs about the advantages
of SSA, positive experience of SSA, participation in assessment training, willingness to let
students participate in assessment, and willingness to include SSA in final grades) would
predict their self-reported usage of SSA. Further, it was presumed that these predictors
themselves would be relatively independent of each other, though a degree of intercorrelation was possible. Except for the latent trait Advantages of Self-Assessment, all other
relevant variables were used in manifest form (Table 5).
<table 5 about here>
In the order presented in Table 5, each factor/item was placed into a stepwise
regression model until no further significant contribution was observed (p < 0.05). Based on
the stepwise regression result, a well-fitting (𝜒2 = 16.08, df = 10, 𝜒2/df = 1.61, p = 0.20, CFI
= 0.99, RMSEA = 0.03, WRMR = 0.54, 𝑔̂ = 0.998) structural equation model was created
(Figure 1). The model shows that there are four single-response items and one latent factor
that have statistically significant contributions to the Use of SSA item. Of these five
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predictors, three (i.e., previous positive experience with SSA, advantages of SSA, and
previous training in assessment) had moderate standardised regression weights (β>.20),
accounting for most of the variance in Use of SSA.
<Figure 1 about here>
The inter-correlations between the five predictors (i.e., the SSA Advantage Focused
factor and other four manifest indicators) were generally weak, ranging from .01 ≤ r ≤ .28,
indicating that each construct provided considerable unique variance to the model. Each
predictor provided a small but statistically significant contribution to Use of Self-Assessment
responses (.13 ≤ β ≤ .33). Total variance explained for Use of Self-Assessment was R2 = .42,
a large effect size f2=.72 (Cohen, 1992).
3.3 An Assessment of Latent and Observed Mean Difference
Having established a general model, the effect of teacher demographic characteristics
was assessed using the MIMIC analysis of means, as detailed in section 2.3. Three separate
analyses were run for the difference in latent factor and observed variable means according to
(a) educational level: (i.e., primary = 1, secondary = 2, and 3 = university = 3), (b)
qualification level of teachers (i.e., 1 = technical certificate/ vocational training technical
discipline = 1, bachelor = 2, master = 3, and PhD = 4), and (c) teaching experience (i.e.,
years).
Simple inspection of mean proportions might suggest that university teachers have
less formal training in assessment (Table 2), have a higher proportion believing it is not
necessary to include SSA (Table 3), and have a higher proportion believing SSA can be
accurate (Table 4). Instead, the means analysis (Table 6) has showed that only one of these
predictions was statistically significant. University teachers had a statistically significant
lower (a) positive experience of SSA, (b) belief in student participation in assessment, and (c)
use of self-assessment. Similarly, increased levels of teacher qualifications produced
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statistically significant decreases in (a) positive experience with SSA, (b) participation in
assessment training, (c) belief in student participation in assessment, and (d) use of selfassessment. Teaching experience had no statistically significant effect on mean scores.
Hence, university teachers, unlike primary and secondary teachers, tended not to accept the
importance and utility of SSA.
<table 6 about here>
3.4 Summary of Results
This sample of teachers, especially those in K-12, have had courses in assessment,
agreed that students needed to participate in assessment, and claimed to be using SSA in their
courses, with some greater reluctance to use SSA as part of a final course grade. Most have
had a positive experience of SSA, but still considered SSA to be inaccurate. Nonetheless,
there was a focus on the advantages, rather than obstacles, in SSA. Five predictors were
found for self-reported use of self-assessment and statistically significant differences in mean
scores were found for three variables according to level of employment and level of
educational qualifications.
4. Discussion
This cross-sectional survey study clearly shows that self-reported use of student selfassessment in classroom settings across educational levels in Spain is strongly influenced by
teachers’ values, attitudes, and prior experiences with this type of assessment. The strongest
predictors of use were (a) previous positive experience of SSA, (b) endorsement of the
educational advantages of SSA, and (c) previous training in assessment. Weaker, but
statistically significant, predictors were belief in SSA and willingness to incorporate SSA in
final course grades.
The relatively larger-scale endorsement of SSA in the compulsory school sector
suggests that teachers have very much complied with and, possibly, embraced the formative
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requirements of the 1990 LOGSE reform. In contrast, higher education practices and teacher
beliefs seem to be resolutely summative; perhaps, because the LOGSE reforms do not apply
to the higher education sector. The strong self-reported use of SSA among the school sector
teachers in Spain stands in contrast to the much weaker self-reported usage reported
previously in Scandinavia and Canada. Presumably, the long-standing assessment for
learning policy and various professional development deployed in the last 20 years has had a
positive cumulative effect on teacher beliefs.
It is not surprising that previous positive experience of SSA, endorsement of the
educational advantages of SSA, and previous training in assessment contributed to greater
use of SSA. Prior experience and training combined with a focus on advantages generate
endorsement of using SSA. While problems in the use of SSA were deliberately elicited in
the survey, none of these had a statistically significant relationship to the use of SSA,
suggesting that addressing teacher concerns about SSA would be a less powerful method of
encouraging use of SSA. Rather, the data suggest that (a) ensuring teachers have a positive
experience of using SSA in any way in their teaching and (b) emphasising the positive effects
of SSA on teacher workload and student learning would be much more powerful professional
development strategies. Such an approach would be consistent with the recommendations
that there is greater success when professional development is embedded in school practices
and contexts rather than carried out in formal educational experiences (Richarson & Placier,
2001). Nonetheless, the study reinforces the view that teachers’ perceptions of instructional
and assessment activities are very much influenced by prior experience and related beliefs.
The study indicates that it is not so much teachers’ personal qualifications that
determine differences between compulsory and higher education sectors. Rather, it seems
more likely that policy the environment of higher education, which position assessment as
predominantly a summative evaluation (Ion & Cano, 2011), underpins the differences.
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Higher education courses tend to be one semester-long, strongly content-focused, and involve
just 2-3 hours interaction per week between instructors and students. Within such a context,
involving students in assessment may be challenging and the high-stakes consequences of
assessment may elicit concerns about the validity of SSA.
It is worth considering that some of the difficulties in developing comparative models
(i.e., by level of employment) is a partly a function of the restricted response scales. Having
only two or three response options means that there is little variance in the participant
responses. Future studies should consider using longer scales (preferably 5-7 options), and
serious consideration should be given to using positively-packed rating scales (Lam &
Klockars, 1982), since these are ideally designed for conditions when participants are
inclined to be positive, which is certainly evident in the data. It is noteworthy that the
covariances between the Positive experience with SSA factor and the other manifest variables
were relatively weak. This may also be related to the restriction of range in the response
categories (i.e., ten variables were dichotomous and four had 3 options). However, the
WLSMV estimation method, using polychoric and polyserial correlations, does account for
the attenuated covariances due to restricted scale length (Muthén & Muthén, 2010),
suggesting that the observed correlations are robust estimations of the relationships among
predictors.
Another limitation of this study is that data is self-reported and has not been
contrasted with more objective data (e.g., observations in classrooms). While self-reports are
an important first step to forming a rich picture of self-assessment usage, future studies
should seek to distinguish between actual and espoused practices. A third concern rests with
the limited sample size of higher education instructors; the comparative results between
higher education and K-12 teachers should be taken cautiously and provides direction for
future research. Fourthly, the use of a survey design means that it is not possible to prove the
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causal paths described in Figure 1; future research needs to identify, perhaps qualitatively, the
explicit causes of teacher use of SSA and track teachers longitudinally to ascertain whether
changes in teacher thinking as a result of externally supported experiences of SSA result in
greater and more sophisticated use of SSA independent of any intervention.
While the analysis was not able to compare the structural model by levels of
employment due to estimation problems with small N in one group, the mean score
differences showed the level of employment and level of qualification resulted in statistically
significant differences for some key variables in this SSA survey. Positive experience with
SSA, reported use of SSA, and belief in student participation in assessment were much less
prevalent for higher education teachers, who were also likely to have higher qualifications.
Hence, teacher attitudes and beliefs seem quite different between those working in the K-12
sector and those in higher education. It could be that this difference is a function of higher
education instructors working in a context of greater focus on teacher-vetted and approved
scores, compared to those in K-12 where the official policy is focused more on assessment
for learning practices, including greater use of student self-assessment. Thus, there is some
support for the idea made by Brown and Michaelides (2011) that teacher beliefs eventually
correspond with the policy frameworks in which they work.
This study adds to our understanding of the impact of teacher beliefs and experiences
on assessment practices. Simply, teachers have reasons for why they claim to use SSA. The
study advances our understanding of the frequency with which SSA is supposedly being
carried out—perhaps, it takes a generation before policy innovations, such as assessment for
learning, can be seen to be having an effect. The study also points us clearly to leverage
points in ensuring assessment for learning policies are implemented. Teachers need positive
experiences, training, and a focus on the advantages, rather more than attention on the
problems inherent in SSA. While normal policy recommendations in SSA are to isolate such
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evaluations from summative grading, this study hints that making SSA part of course grading
would lead to greater usage. Raising the stakes would motivate instructors, while potentially
threatening SSA validity; however, the study makes clear that this policy course needs to be
complemented with staff training and ensuring positive experiences are established.
Recommendations for proper implementation of SSA for coursework are available (Boud &
Falchikov, 1989; Falchikov & Boud, 1989) and should be followed. If done so, this study
indicates SSA would be used more and probably well.
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Table 1. Frequency and Percentage of Participants by Spanish Regions
Region

Frequency Percent

Andalucía

162

17.2

Madrid

103

10.9

Comunidad Valenciana

86

9.1

Murcia

69

7.3

Cataluña

60

6.4

Asturias

54

5.7

Castilla-Leon

51

5.4

Extremadura

48

5.1

País Vasco

39

4.1

Canarias

34

3.6

Aragón

26

2.8

Baleares

25

2.6

Navarra

24

2.5

Castilla-la Mancha

10

1.1

Cantabria

8

.8

La Rioja

4

.4

Galicia

2

.2

Missing

139

14.7

Note. N=944.
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Table 2. Completion of Training Course in Assessment
Education Level

Positive

Negative

N

N

%

%

Primary

285 77.9

81 22.1

Secondary

415 81.4

95 18.6

University

35

33 48.5

Note. N = 944.

51.5

31
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Table 3. Teacher Uses Student Self-Assessment
Primary
Response

Secondary University/Adult

%

n

%

n

%

Necessity
Not Necessary

28

7.7

47

9.2

14

20.6

Sometimes/ Depends

21

5.7

42

8.2

4

5.9

Yes/ Yes I already do that

317 86.6 421 82.5

50

73.5

Yes

350 95.6 473 92.7

61

89.7

No

16

7.3

7

10.3

No

105 28.7 190 37.3

22

32.4

Maybe/ Depends

18

3.9

1

1.5

Yes/ Yes I already do that

243 66.4 300 58.8

45

66.2

Currently Use in my Courses

4.4

37

Use as Part of Final Course Grade

4.9

20
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Table 4. Teachers’ General Opinions about Student Self-Assessment
Primary
n

%

Secondary University/Adult
n

%

n

%

General Experience
Negative

0

0

6

1.2

1

1.5

Neutral

31

8.5

63

12.4

18

26.5

Positive

335 91.5 441 86.5

49

72.1

No, they are not accurate 197 53.8 309 60.6

30

44.1

Perhaps*

71

19.4

13.3

11

16.2

Yes, they are accurate

98

26.8 133 26.1

27

39.7

Accuracy of student self-assessment

68

Note. *=Perhaps includes the following responses: sometimes, depends, and once they have
learnt; N=944
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Table 5. Correlation Coefficients between Use of Self-Assessment and other Self-assessment
Items and Factors
ρ

#

Factor/ item

4

Positive Experience with Self-Assessment

.77***

3

Belief in Student Participation in Assessment

.45***

6

Willingness to Include Self-Assessment as % of Final Grade

.40***

(8ii-iv) Self-Assessment Advantage Focused (factor)

.38***

2

Participation in Assessment Course

.34***

7iv

Main Problem: It does not Enhance of Student Learning

-.21

8i

Advantage: Students More Conscientious and Responsible for Learning

.18

7i

Main Problem: Unreliability

.15

7ii

Main Problem: Problem with Teacher Authority

.10

5

General Accuracy of Self-Assessment

.06

7iii

Main Problem: Loss of Time

-.02

Note. ρ = polychoric correlation coefficient, *p < 0.05, **p < 0.01, ***p < .001.
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Table 6. Estimation of Factor/ Item Mean Difference by MIMIC-Derived Tests of
Equivalence
Demographic Influence
Educational Qualification
Level (𝛾)†

Level (𝛾)*

Experience
(𝛾)*

Factor/ Item
Positive Experience with SSA

Teaching

-.15***

-.17***

.05

SSA Advantage Focused (factor)

.00

.06

-.08

Participation in Assessment Training

-.17

-.20*

.05

-.10**

-.06*

.00

-.06

-.04

.06

-.14*

-.14**

-.05

Belief in Student Participation in
Assessment
Willingness to Include SSA as % of
Final Score
Use of Self-Assessment

Note. † N = 944; *N = 943, *p < 0.05, **p < 0.01, ***p < .001.
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Positive Experience with SSA

Figure 1. Schematic Model of Self-Assessment Attitudes to the Use of Self-Assessment in Spanish Educational Setting
Note. N = 944; *p < 0.05, **p < 0.01, ***p < .001
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Appendix A. English Translation of Survey Questions and Response Format
#

Question

Response format

1

Do you use self-assessment in your courses?

2-point agreement

2

Have you done any course on assessment?

2-point agreement

3

Do you think that students need to participate in the

3-point agreement

assessment?
4

If you use self-assessment, how would you consider your

3-point rating

experience?
5

Do you think students are accurate when self-assessing?

3-point rating l

6

Would you let a percentage of your course grade depend

3-point rating l

on your students’ self-assessment?
7i

Problem with SSA: Unreliability

2-point agreement

7ii

Problem with SSA: Creates problems with the teacher’s

2-point agreement

authority
7iii

Problem with SSA: It causes more loss of time than it

2-point agreement

saves
7iv

Problem with SSA: It does not enhance students’ learning

2-point agreement

8i

Advantages: Students are more conscious and responsible

2-point agreement

for their learning.
8ii

Advantages: Detection and correction of problems

2-point agreement

8iii

Advantages: Saves time for the teacher

2-point agreement

8iv

Advantages: Students learn using that strategy

2-point agreement

