Where am | going? How am | going? and
Where to next? An ideal learning environment
or experience occurs when both teachers
and students seek answers to each of these
questions. Too often, teachers limit students’
opportunities to receive information about
their performances in relation to any of these
questions by assuming that responsibility
for the students.... Students, too often, view
feedback as the responsibility of someone
else, usually teachers, whose job it is to
provide feedback information by deciding for
the students how well they are going, what
the goals are, and what to do next. (Hattie &
Timperley, 2007, pp. 88, 101)

A formative conception of assessment honours the
crucial role of feedback in learning. Research has
clearly shown that feedback can promote learning
and achievement (Bangert-Drowns, Kulik, Kulik, &
Morgan, 1991; Brinko, 1993; Butler & Winne, 1995;
Crooks, 1988; Hattie & Timperley, 2007; Shute,
2008), yet most students get little informative
feedback on their work (Black & Wiliam, 1998). The
scarcity of feedback in most classrooms is due,
in large part, to the fact that few teachers have
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the luxury of regularly responding to each student’s
work. Fortunately, research also shows that students
themselves can be useful sources of feedback via
self-assessment (Andrade & Boulay, 2003; Andrade,
Du, & Wang, 2008; Ross, Rolheiser, & Hogaboam-
Gray, 1999). Self-assessment is a key element in
formative assessment because it involves students
in thinking about the quality of their own work rather
than relying on their teacher as the sole source of
evaluative judgments.

Self-assessment is a process of formative
assessment during which students reflect on the
quality of their work, judge the degree to which it
reflects explicitly stated goals or criteria, and revise
accordingly. The emphasis here is on the word
formative: self-assessment is done on drafts of
works in progress in order to inform revision and
improvement; it is not a matter of having students
determining their own grades. Self-evaluation, in
contrast, refers to approaches that involve students
in grading their work, perhaps as part of their final
grade for an assignment or a class. Given what we
know about human nature, as well as findings from
research regarding students’ tendency to inflate
self-evaluations when they will count toward formal
grades (Boud & Falchikov, 1989), | subscribe to a
purely formative type of student self-assessment.

The primary purposes of engaging students in
the kinds of thoughtful self-assessment that can
be scaffolded using the techniques introduced in
this book are to boost learning and achievement,
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and to promote academic self-regulation, which is
the tendency to monitor and manage one’s own
learning (Pintrich, 2000; Zimmerman & Schunk,
2004). Research suggests that self-regulation and
achievement are closely related: students who set
goals, make flexible plans to meet them, and monitor
their progress tend to learn more and do better in
school than students who do not. Self-assessment is
a core element of self-regulation because it involves
awareness of the goals of a task and checking one’s
progress toward them — precisely what students
do when engaged in the self-assessment and goal
setting strategies featured in Chapters 1 and 2,
respectively. As a result, both self-regulation and
achievement can increase (Schunk, 2003).

Although even young students typically are able to
think about the quality of their own work, they do
not always do so, perhaps because one or more
necessary conditions are not present. In order for
effective self-assessment to occur, students need
to be taught to self-assess and set goals. Goodrich
(1996) identified the following elements for success:

e Awareness of the value of self-assessment

e Access to clear criteria on which to base the
assessment

e A specific task or performance to assess
e Models of self-assessment

e Direct instruction in and assistance with self-
assessment
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e Practice

e Cues regarding when it is appropriate to self-
assess, and

e Opportunities to revise and improve the task or
performance.

This list of conditions might seem prohibitive but,
as this second edition suggests, student self-
assessment is both possible and practical. Several
of the key conditions listed above, including
modeling, cueing, direct instruction, and practice,
are commonly employed classroom practices.
The second condition — access to clear criteria on
which to base self-assessment — can be met by
introducing a rubric or checklist (Andrade, 2000;
Arter & Chappuis, 2007; Gregory, Cameron, &
Davies, 1997; Sadler, 1989).

As this book reveals, there are a number of ways
to engage students in effective self-assessment.
In general, the process involves the following three
steps:

1. Articulate Expectations. The expectations
for the task or performance are clearly
articulated, either by the teacher, by the
students, or, preferably, by both together.

2. Self-Assessment. Students create first drafts
of their assignment and monitor their learning
and their progress on the assignment by
comparing them to the criteria or rubric.
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3. Revision. Students use the feedback from

their self-assessments to guide revision.
This last step is crucial. Students are savvy,
and will not self-assess thoughtfully unless
they know that their efforts can lead to
opportunities to actually make improvements
and possibly increase their grades.

This three-step process can be enhanced with peer
assessment and teacher feedback, of course. Just
these three steps, however, have been associated
with significant improvements in students’ work
(Andrade, 2010).

Students tend to embrace criterion- and rubric-
referenced self-assessment for a variety of reasons
related to achievement and motivation. In a study of
undergraduates, Andrade and Du (2007) report six
main findings:

1.

Students’ attitudes toward self-assessment
tended to become more positive as they
gained experience with it.

. Students feltthey could self-assess effectively

and were more likely to self-assess when they
knew what their teacher expected.

Self-assessment involved checking progress,
followed by revising and reflecting.

Students believed there were multiple
benefits of self-assessment.

. Students reported that transfer of the self-
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assessment process to other courses,
where it was not supported by the instructor,
was spotty.

6. There was sometimes a tension between
teachers’ expectations and students’ own
standards of quality.

Andrade and Du’s (2007) findings generally mirror
the results of a study of the impact of teacher
professional development on middle and high
school students’ attitudes toward self-evaluation
by Ross, Rolheiser, and Hogaboam-Gray (1998),
with one glaring exception: students in the latter
study tended to develop more negative attitudes
toward self-evaluation over the course of the eight-
week intervention. Interestingly, the self-evaluation
done by those students counted toward 5% of their
final grades. It may not be surprising, then, that
students voiced concerns about fairness and the
possibility of cheating by inflating self-evaluations.
This finding reinforces my commitment to strictly
formative uses of student self-assessment.

In summary, blurring the distinction between
instruction and assessment through the use of
criteria-referenced self-assessment can have
powerful effects on learning. The effect can be both
shortterm, as when self-assessment influences
student performance on a particular assignment,
as well as long-term, as students become more self-
regulated in their learning. | encourage educators to
use the strategies in this book to reap the benefits
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of student goal setting and self-assessment,
and thereby ensure that students get the kind of
feedback they need, when they need it, in order to
learn and achieve.

Heidi Andrade
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Methodology

University at Albany, State University of New York

Andrade, H. (2010). Students as the definitive
source of formative assessment: Academic self-
assessment and the self-regulation of learning.
In H. Andrade & G. Cizek (Eds.), Handbook of
formative assessment. New York: Routledge.

Andrade, H. (2000). Using rubrics to promote
thinking and learning. Educational Leadership,
57(5), 13-18.

Andrade, H. & Boulay, B. (2003). Gender and
the role of rubric-referenced self-assessment
in learning to write. Journal of Educational
Research, 97(1), 21-34.

Andrade, H., & Du, Y. (2007). Student responses to
criteria-referenced self-assessment. Assessment
and Evaluation in Higher Education, 32(2), 159-
181.

Andrade, H., Du, Y., & Wang, X. (2008). Putting
rubrics to the test: The effect of a model,

© connect2learning Self-Assessment and Goal Setting by Gregory, Cameron & Davies
Permission is granted for duplication for this EOSDN session only (April 24-25, 2019).



Self-Assessment and Goal Setting

criteria generation, and rubric-referenced self-
assessment on elementary school students’
writing. Educational Measurement: Issues and
Practices, 27(2).

Arter, J. & Chappuis, J. (2007). Creating and
recognizing quality rubrics. Upper Saddle River,
NJ: Pearson/Merrill Prentice Hall.

Bangert-Drowns, R. L., Kulik, C. C., Kulik, J. A., &
Morgan, M. T. (1991). The instructional effect of
feedback in test-like events. Review of Education
Research, 61(2), 213-238.

Black, P. & Wiliam, D. (1998). Inside the black
box: Raising standards through classroom
assessment. Phi Delta Kappan, 80(2), 139-148.

Boud, D. & Falchikov, N. (1989). Quantitative studies
of student self-assessment in higher education:
A critical analysis of findings. Higher Education,
18, 529-549.

Brinko, L. T. (1993). The practice of giving feedback
to improve teaching. Journal of Higher Education,
64(5), 574-593.

Butler, D. & Winne, P. (1995). Feedback and self-
regulated learning: A theoretical synthesis.
Review of Educational Research, 65(3), 245-
281.

Crooks, T. (1988). The impact of classroom
evaluation practices on students. Review of
Educational Research, 58(4), 438-481.

© connect2learning Self-Assessment and Goal Setting by Gregory, Cameron & Davies
Permission is granted for duplication for this EOSDN session only (April 24-25, 2019).



Foreword

15

Goodrich, H. (1996). Student self-assessment: At
the intersection of metacognition and authentic
assessment. Unpublished doctoral dissertation.
Cambridge, MA: Harvard University.

Gregory, K., Cameron, C., & Davies, A. (1997).
Setting and using criteria. Courtenay, BC:
Connections Publishing.

Hattie, J. & Timperley, H. (2007). The power of
feedback. Review of Educational Research,
77(1), 81-112.

Pintrich, P. (2000). The role of goal orientation
in self-regulated learning. In M. Boekaerts,
P. Pintrich, & M. Zeidner (Eds.), Handbook of
self-regulation (pp. 452-502). San Diego, CA:
Academic Press.

Ross, J. A., Rolheiser, C., & Hogaboam-Gray, A.
(1999). Effects of self-evaluation training on
narrative writing. Assessing Writing, 6(1), 107-
132.

Ross, J. A., Rolheiser, C., & Hogaboam-Gray, A.
(1998). Skills-training versus action research
in-service: Impact on student attitudes to self-
evaluation. Teaching and Teacher Education,
14(5), 463-477.

Sadler, D. R. (1989). Formative assessment and the
design of instructional systems. Instructional
Science, 18, 119-144.

© connect2learning Self-Assessment and Goal Setting by Gregory, Cameron & Davies
Permission is granted for duplication for this EOSDN session only (April 24-25, 2019).



16

Self-Assessment and Goal Setting

Schunk, D. (2003). Self-efficacy for reading and
writing: Influence of modeling, goal-setting, and
self-evaluation. Reading & Writing Quarterly,
19(2), 159-172.

Shute, V. (2008). Focus on formative feedback.
Review of Educational Research, 78(1), 153-
189.

Zimmerman, B. & Schunk, D. (2004). Self-regulating
intellectual processes and outcomes: A social
cognitive perspective. In D. Dai & R. Sternberg
(Eds.), Motivation, emotion, and cognition:
Integrative perspectives on intellectual
functioning and development (pp. 323-349).
Mahwah, NJ: Erlbaum.

You can order your copy of Self-Assessment and Goal
Setting, 2nd Edition by Kathleen Gregory, Caren Cameron,
and Anne Davies at: S —
http://lwww.connect2learning.com e ol Sotiag
Iself-assessment-and-goal-setting- '
second-edition

or email: laurac@connect2learning.com
800-603-9888

© connect2learning Self-Assessment and Goal Setting by Gregory, Cameron & Davies
Permission is granted for duplication for this EOSDN session only (April 24-25, 2019).



Judith
Rectangle




