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lecturers from one particular Rajamangala University. In this study, the researcher
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CHAPTER |
INTRODUCTION

1.1 Rationale of the Study

In the classroom, teachers are expected to be assessment literate (Popham,
2009) because assessment is at the heart of education, which assembles curriculum,
learning, and teaching (G.T.L. Brown, Irving, & Keegan, 2008). Becoming an
assessment literate teacher means becoming a competent assessor who invests
worthwhile effort, time, and energy for maximising student learning. This can be done
through the implementation of effective, well-designed assessment with valid and
trustworthy results (Chappuis, Stiggins, Chappuis, & Arter, 2012). Whilst a number of
teachers invest one-quarter to one-third of their professional time in assessment-
related activities, it seems that most of them lack principles of assessment, resulting in
their receiving unsound assessment results in return (R. Stiggins, Arter, Chappuis, &
Chappuis, 2007). Being assessment literate is therefore crucial for the teacher’s
professional development endeavours.

The essence of being assessment literate is the possession of a foundation of
so-called assessment literacy — the assessment-related knowledge and skills required
for effective assessment with the proper principles and conceptions (Davies, 2008;
Fulcher, 2012; O. Inbar-Lourie, 2008; R. J. Stiggins, 1995). Having assessment
literacy, teachers are capable of differentiating the content, elements, and
consequences of sound and unsound assessment in their classrooms. According to
Chappuis et al. (2012) and R. Stiggins et al. (2007), teachers with assessment literacy

possess the knowledge and skills necessary to create and practice assessment tasks to



satisfy particular assessment purposes and accountability. Every assessment-related
activity conducted by teachers and students is meaningfully arranged in order to
gather essential information to promote learning and to target monitoring and provide
feedback to students. Additionally, teachers have the intention to leave the power of
judgment in the hands of students. Moreover, their students will be able to assess their
own performance and plans for future development. Chappuis et al. (2012) explicitly
stated that the assessment-literate teachers gave knowledge of how to involve the
students the productive self-assessment in order to promote the learning success.
Self-assessment is regarded as one of the most important aspects of
assessment-literate teachers. It is a kind of formative assessment which emphasises a
student-centred paradigm. Self-assessment has become popular as an effective
alternative assessment tool for assessing student performance and competence across
language skills. Teachers can employ a variety of tools to engage students in self-
assessment, such as check-lists, questionnaires, open-ended informal activities,
reflective diaries, and portfolios (G. T. L. Brown, 2004). Students on the other hand
are engaged to report or evaluate their own language performance and/or competence
based on clearly-defined criteria (J. McMillan, H., 2004). They are also encouraged to
self-reflect and engage in self-feedback of their own learning, resulting in their
independent self-directed learning and personal goal-setting (Noels, Clement, &
Pelletier, 1999). As the active agents within the supportive learning context, the
students’ learning, motivation, self-confidence, and language learning are greatly
fuelled. It can then be seen that the transfer of assessment responsibility can improve
the students’ motivation to learn and self-regulate their learning within a low-anxiety

environment (Noels, Pelletier, Clement, & Vallerand, 2000). Considering the



congruence of student self-assessment with the formative assessment which values
student-centeredness, the assessment literate teachers’ ability to engage students in
self-assessment is expected. As Black and Wiliam (1998) reiterated, teachers should
be aware of the merits of self-assessment by students because it is an essential
component of formative assessment that contributes to effective learning.

Despite the significance of students’ self-assessment in learning, self-
assessment has also been debated regarding the issues of its usefulness and
implementation challenges. As students are considered active agents when self-
assessment is performed, some scholars view that self-assessment by students is very
subjective. Therefore, assessment results may be sensitive to construct-irrelevant
variances, resulting in weak trustworthiness. For example, Maclintyre, Noels, and
Clément (1997) found that anxiety influenced self-assessment results. The more
anxious students underestimated their second language performance, while the less
anxious ones overestimated it. In addition, there is a concern that student self-
assessment may not be accurate when compared to teacher assessment. Matsuno
(2009) compared the scores from writing tests rated by self-, peer- and teacher-
assessment. It was revealed that the self-assessors underestimated and underrated their
own writing tests, but gave higher scores to their friends. Matsuno (2009) also found
that the test scores from self-assessment were not consistent with the ones rated by
teachers. These reported findings, however, were criticised by other researchers, who
argued that the failure to use student self-assessment was a result of the teachers’ lack
of knowledge of and skills in implementing student self-assessment, coupled with the
students’ lack of training in performing self-assessment (J. A. Ross, 2006; R. Stiggins

et al., 2007). Chappuis et al. (2012) and R. Stiggins et al. (2007) believe that the vital



force behind advocating student self-assessment with success in the classroom is the
teachers. With proper implementation and student training, student self-assessment
can result in excellent pedagogical advantages at both cognitive and affective levels
such as fluency, vocabulary, competence, willingness to communicate, motivation,
confidence in L2 learning, and high-order thinking(De Saint-Leger, 2009; Kissling.
E.M. & O'Donnell, 2015; Noels et al., 1999; Noels et al., 2000; R. Stiggins et al.,
2007). It can be therefore concluded that the success of student self-assessment can be
attributed to the teachers’ assessment literacy.

In the context of higher education in Thailand, where English is used as a
foreign language (EFL), EFL teachers in certain universities do not seem to
demonstrate the practice of student self-assessment practice because of their limited
assessment literacy and assessment efficacy regarding this kind of assessment. The
use of multiple-choice items by teachers was found to be the most twidespread tool
for assessing students’ English performance (Currie & Chiramanee, 2010). According
to Thong-lam and Subphadoongchone (2015), the EFL university lecturers at
Rajamangala University of Technology Tawan-ok (RMUTTO) perceived student self-
assessment as a waste of time. Some even expressed their concerns about their
confidence in implementing student self-assessment in their own classrooms, as well
as their students’ capability to self-evaluate and reflect on their English performance.
Some lecturers avoided using student self-assessment and accepted that they did not
know how to do it, nor did they have training in the use of student self-assessment.
These findings support the work of Stoynoff and Coombe (2012) and Koh (2011),
who claimed that the underrepresentation of appropiate language assessment

originates from the teacher’s lack of preparation and professional training.



The use of student self-assessment is expected in the RMUTTO classrooms as
the university’s policy emphasises student-centred learning. However, as previously
mentioned a study by Thong-lam and Subphadoongchone (2015) suggested that EFL
lecturers there avoided implementing student self-assessment in their classrooms due
to their lack of assessment literacy. One possible solution to this kind of teaching
situation is a tailored effective professional development programme (Chinda, 2009;
Koh, 2011; O’Loughlin, 2009, 2013). For many scholars (Fulcher, 2012; Richards &
Farrell, 2005), effective professional development should begin with an assessment-
training needs analysis. Effective professional development should also be sustainably
embedded and evolved within the teacher learning community (Thompson & Goe,
2008). For example, Chinda (2009) held an assessment training programme for a
group of EFL lecturers with particular focus on using rating scales to assess speaking.
In his study, the EFL lecturers attended a series of workshops to learn about the
principles of assessment and to practice rating students’ speaking performance.
Through their engagement in the workshops, they then formed a teacher learning
community. This resulted in their continued use of rating scales with confidence in
their teaching.

It can be therefore concluded that sustained ongoing effective professional
development within the teacher learning community can serve as an effective tool in
helping to develop assessment literacy (Chapman, 2008; Chinda, 2009; Desimone,
2009; Koh, 2011; O’Loughlin, 2009, 2013). However, EFL teachers’professional
development in the use of student self-assessment in particular is less explored in the
Thai educational context. It seems that most of the language assessment studies, be

they conducted in Thailand or foreign countries, have focused on developing test



tasks to assess students’ language performance (Culligan, 2015; Currie &
Chiramanee, 2010; Mann, Roy, & Morgan, 2015; Sarandi, 2015), investigating
students’ test-taking strategies (Jang, Dunlop, Park, & Boom., 2015)and examing the
validity and washback effects of particular tests (Deygers & van Gorp, 2015; Xie &
Andrews, 2013).

This study therefore aims to survey the assessment literacy of EFL lecturers at
nine Rajamangala Universities of Technology (RMUT). In particular, the study will
delve into the impact of professional development training on the use of student self-
assessment, which will be offerred to EFL lecturers at one of the nine Rajamangala
Universities of Technology.

1.2 Research Objectives

The objectives of this study are as follows:

1. toinvestigate the assessment practice, assessment literacy, and
assessment efficacy of EFL lecturers at Rajamangala Universities of
Technology, with particular reference to the use of student self-
assessment in their classroom;

2. to examine how assessment literacy training on the use of student self-
assessment contributes to the of assessment literacy and assessment
efficacy EFL lecturers at Rajamangala University of Technology
Tawan-ok; and

3. to examine how assessment literacy training on the use of student self-
assessment contributes to the assessment practice of EFL lecturers at

Rajamangala University of Technology Tawan-ok.



1.3 Research Questions

This study is guided by the following research questions:

1. What are the assessment practice, assessment literacy, and assessment
efficacy of EFL lecturers at Rajamangala Universities of Technology,
with particular reference to the use of student self-assessment in their
classroom?

2. How does assessment literacy training on the use of student self-
assessment contribute to the assessment literacy and assessment
efficacy implemented by EFL lecturers at Rajamangala University of
Technology Tawan-ok?

3. How does assessment literacy training on the use of student self-
assessment contribute to the assessment practice of EFL lecturers at

Rajamangala University of Technology Tawan-ok?

1.4 Definitions of Terms

Language assessment literacy refers to Thai EFL lecturers’ declarative
knowledge and skills to effectively perform the sound student self-assessment
practice. This includes the ability to plan, implement, interpret, report, and use student
self-assessment for different teaching purposes.

Language assessment efficacy refers to Thai EFL lecturers’ confidence in
their capability to employ student self-assessment in the classroom. It involves

declarative knowledge of student self-assessment.



Language assessment practice refers to Thai EFL lecturers’ procedural
knowledge and skills to effectively perform the sound student self-assessment
practice. This includes the ability to plan, implement, interpret, report, and use student
self-assessment for different teaching purposes.

Student self-assessment refers to a task-specific assessment dealing with
students’ evaluation of their language performance and competence in order to
modify their learning to meet their desired language learning goal.

Teacher training refers to training activities that concentrate on Thai EFL
lecturers’ use of student self-assessment and aim to improve the teachers’
understanding of knowledge, skills, conceptions, and principles, with particular
reference to the use of student self-assessment in their classroom.

Professional development refers to the use of teacher training to enhance
Thai EFL lecturers’ learning and development of knowledge and skills towards
student self-assessment in order to maintain their professional practices

Impact of training on EFL lecturers’ behaviours refers to the EFL
lecturers’ change in their language assessment literacy, language assessment efficacy,
and language assessment practices with particular reference to the use of student self-

assessment in their classroom.

1.5 Significance of the Study

This study will provide both pedagogical and theoretical contributions to the
existing body of knowledge on EFL teacher professional development and language

assessment literacy as follows.



First, findings from the survey will provide an overview of the assessment
literacy of the EFL lecturers at Rajamangala Universities of Technology. They will
prompt the university’s administrators and policy makers to be critically aware of the
EFL lecturers’ needs in terms of improving their assessment literacy with particular
reference to the use of student self-assessment in the classroom. These findings can
also be used as a basis for planning assessment literacy training programmes to meet
the needs and expectations of teachers. In addition, findings obtained from the
proposed professional development training, where the researcher’s hands-on
experience in planning, designing, implementing, and evaluating the training can be
shared, will provide other teacher trainers with a detailed guideline for developing
tailored assessment training suitable for their own educational context.

This study will also offer another situated perspective on the professional
development of language assessment literacy. Empirical findings from different socio-
culturally situated contexts, as noted by Casanave (2004) and Leki and Cumming
(2008), will help to enrich the theorisation of language education. Therefore, findings
from this study, and those previously reported by others, can help co-construct more
rigorous knowledge of the field of language assessment and its professional

development.
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CHAPTER I
REVIEW OF RELATED LITERATURE

This chapter provides an overview of the related literature. It particularly
focuses on assessment literacy, assessment efficacy, assessment literacy training, and
teacher practice of student self-assessment. The chapter ends with a summary of the
theoretical conception of this study.

2.1 Language Assessment Literacy

This section begins with a definition of assessment literacy with a particular
focus on language assessment. This will be followed by the significance of
assessment literacy in relation to language assessment practice and five key concepts
of language assessment literacy.

Defining Language Assessment Literacy

Language assessment literacy is derived from assessment literacy (O. Inbar-
Lourie, 2013) which is a specific quality of being assessment literate (R. J. Stiggins,
2002). Assessment literacy can be defined in terms of knowledge and skills. (R. J.
Stiggins, 1991, 1995, 2002) and Popham (2009, 2011) defined assessment literacy as
an educator’s knowledge and skills in performing a sound assessment practice and
being able to differentiate between sound and unsound assessment practices.
Similarly, assessment literacy, as defined by C. A. Mertler (2003) and C.A. Mertler
and Campbell (2005), focuses on knowledge of fundamental assessment regarding
both assessment concepts and assessment procedures in order to skilfully align
assessment practice with learning objectives. In this way, student learning and

achievement can be accurately evaluated. Another definition of assessment literacy
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also focuses on the aspect of ongoing classroom formative assessment. Chappuis et al.
(2012) defined assessment literacy as the teacher’s knowledge and skills required for
collecting accurate information on student achievement, implementing valid
assessment processes, and utilising the assessment results to enhance student
achievement. Therefore, the definitions of assessment literacy are similarly defined as
knowledge and skills to produce sound assessment for the purposes of enhancing
student learning and achievement.
When assessment literacy was implemented to language testing, it was

referred to as “language assessment literacy” (Fulcher, 2012; O. Inbar-Lourie, 2008;
O. Inbar-Lourie, 2013). Like the definition of assessment literacy, the definition of
language assessment literacy still focuses on the knowledge and skills required for
performing effective assessment. The add-on aspects to the definition of language
assessment literacy are the principle of language testing (Davies, 2008; O. Inbar-
Lourie, 2008; O. Inbar-Lourie, 2013), language-specific competencies (O. Inbar-
Lourie, 2008), and the context of assessment (Davies, 2008; Fulcher, 2012).
According to O. Inbar-Lourie (2013), the broad definition of language assessment
literacy refers to the second or foreign language teachers’ knowledge and skills in
effectively performing language assessment practices which involve designing,
administering, interpreting, utilising, and reporting language assessment for various
purposes. To be more specific, Fulcher (2012) defined language assessment literacy
as follows:

The knowledge, skills and abilities required to design, develop, maintain

or evaluate, large-scale standardized and/or classroom based tests,
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familiarity with test processes, and awareness of principles and concepts

that guide and underpin practice, including ethics and codes of practice.

The ability to place knowledge, skills, processes, principles and concepts

within wider historical, social, political and philosophical frameworks in

order [to] understand why practices have arisen as they have, and to

evaluate the role and impact of testing on society, institutions, and

individuals.

(Fulcher, 2012, p.125)
Therefore, this study, which emphasises Thai EFL lecturers’ assessment
practices and assessment literacy in relation to student self-assessment, defines
language assessment literacy as Thai EFL lecturers’ knowledge and skills for
effectively performing sound student self-assessment practice. This includes the
ability to plan, implement, interpret, report, and use student self-assessment for
different teaching purposes.
Five Key Domains of Language Assessment Literacy
Assessment literacy is considered to be a key connection between assessment

quality and student learning achievement (S. Brown, 2014; C.A. Mertler & Campbell,
2005). It is beneficial for assessment stakeholders, so it has been applied to language
testing (Brindley, 2001, as cited in (Fulcher, 2012) and is called language assessment
literacy. Since language assessment literacy was constructed from the foundation of
assessment literacy, its domains reflect those of assessment literacy. For example,
both language assessment literacy and assessment literacy include knowledge and
skills as essential aspects. However, the principles and conception of language

assessment literacy are different from those of assessment literacy because of the
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context of language testing. Overall, there are five key domains identified by the
literature that are essential for language assessment literate educators. They are
knowledge, skills, principles, conceptions, and language-specific competencies.

Knowledge and skills

Knowledge and skills are the two most important domains of assessment
literacy as they are always involved in the definition of assesment literacy (e.g.
(Chappuis et al., 2012; Fulcher, 2012; O. Inbar-Lourie, 2008; O. Inbar-Lourie, 2013;
Popham, 2009; R. J. Stiggins, 1991). (R. J. Stiggins, 1991, 1995) stated that
knowledge and skills are fundamental domains of assessment literacy as he stated that
educators should have assessment knowledge and skills in order to promote the use of
assessment. With such knowledge and skills teachers with assessment literacy will not
only be able to produce sound assessment, but also will be able to identify unsound
assessment (R. J. Stiggins, 1991). These knowledge and skills can be directly
reflected from assessment practice.

Knowledge and skills cover a wide range of assessment aspects. According to
R. J. Stiggins (1991), knowledge and skills comprise knowledge of the purposes of
assessment, the focused achievement to be measured, the design and development of
assessment, implementation and delivery of assessment to students, high and low
quality assessment, the effect of assessment on the stakeholders, the factors affecting
assessment results and outcomes, feedback, the indicators of sound and unsound
assessment, methods to prevent what may go wrong with the assessment, and possible
negative consequences of inaccurate assessment. In addition, Popham (2009, 2011)
added knowledge of test usefulness that teachers should know that any educational

decision is an obvious and direct influence from accurate and inaccurate assessment.



14

Popham (2011) recommended that educators have knowledge of test validity,
accountability, test evaluations, use of formative assessment, and accurate
interpretation of assessment results.

The knowledge and skills involved in language assessment literacy include the
aspects of language testing and the context of language testing. According to Davies
(2008), language teachers should have knowledge of the relevant background of
language testing, socio-cultural theory and skills in test delivery, analysis, and report
of assessment result. Fulcher (2012) also described knowledge and skills as the ability
to develop, perform, and evaluate language assessment in terms of either large-scale
assessment or classroom assessment. According to the literature, the knowledge and
skills required for language assessment literacy involve teachers’ knowledge and
skills of assessment methods (Davies, 2008; Fulcher, 2012; O. Inbar-Lourie, 2008),
classroom-based assessment (Davies, 2008; O. Inbar-Lourie, 2013; O’Loughlin,
2013), formative and summative testing (Davies, 2008; O. Inbar-Lourie, 2008),
providing feedback (Davies, 2008; Manning, 2013), knowledge of local and
international assessment standards frameworks (Davies, 2008; O. Inbar-Lourie, 2013),
language-specific competencies (J. D. Brown & Bailey, 2008; Davies, 2008; Fulcher,
2012; O. Inbar-Lourie, 2008; O. Inbar-Lourie, 2013; Manning, 2013; O’Loughlin,
2013), test construction (J. D. Brown & Bailey, 2008; Davies, 2008; Fulcher, 2012; O.
Inbar-Lourie, 2013; O’Loughlin, 2013), test culture (J. D. Brown & Bailey, 2008;
Davies, 2008), test evaluation (Davies, 2008; Fulcher, 2012; O. Inbar-Lourie, 2013;
O’Loughlin, 2013), test interpretation and use (J. D. Brown & Bailey, 2008; Davies,

2008; O. Inbar-Lourie, 2013; O’Loughlin, 2013), the test process (Davies, 2008;
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Fulcher, 2012), and test usefulness (Davies, 2008; Fulcher, 2012; O. Inbar-Lourie,
2008; Manning, 2013).

Principles

The third domain added to language assessment literacy is the principles that
guide language assessment practices (Fulcher, 2012). According to Davies (2008) and
Fulcher (2012), the principles of language assessment literacy refer to the princples
for implementing proper use of language assessment practices with consideration of
codes of practice, ethics, fairness, professionalism, proper use of language tests, and
test impact. Principles are very important for the use of language assessment because
they ensure the appropriate use of assessment in historical, social, political, and
philosophical frameworks in order to understand the conditions, situations, and roles
of the language assessment in relation to society, institutions, and individuals (Davies,
2008; Fulcher, 2012).

Conceptions

Conceptions or conceptions of assessment refer to the mental structure of
assessment, including beliefs, meanings, concepts, propositions, rules, mental images,

preferences, and the like ((lineluref)Thompson, 1992, cited in (Opre, 2015).

Conceptions influence assessment practices (G. T. L. Brown, 2004; Opre, 2015;

Remesal, 2011; S.B., 2010); (siudulimiloulu endbook ) Calveric, 2010;. Teachers tend

to make decisions on assessment activities based on their conceptions of the learning
process and assessment (Opre, 2015). It was found that teachers with different
conceptions performed different assessment practices and the change of their
conceptions affected a change in their assessment practice (Vandeyar & Killen, 2007).

For example, teachers with the conception of assessment for learning will develop
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formative assessment to support student learning while those with a conception of
assessment of learning will likely use formal and summative assessment (Opre,
2015).

The term “conceptions” is debatable as to whether it is the same as beliefs.
Even though some have claimed that the term “conceptions” and “beliefs” can be

interchangeably used (S.B., 2010)(limileuluendnote)(Calveric, 2010), others have

strongly argued that the concept of beliefs is a subcategory of the concept of
conceptions (G. T. L. Brown, 2004; Opre, 2015)(Brown, 2004a; Opre, 2015;

Remesal, 2010)(tuendnoteifiu 2011). Opre (2015) and (mieusewmiii 2011)Remesal

(2010) clearly stated that the terms “conceptions” and “beliefs” are not synonymous
in the field of assessment. Beliefs are the individual’s set of different aspects and
meanings connected with the specific topic, psychological objects, or phenomena
(Pajares, 1992), and they influence an individual’s interaction with events and people,
whereas conceptions are the specific meaning attached to a particular phenomenon
(Pratt, 1992). Conceptions are the result of the way in which people understand the
world from their aspects and according to their perspectives. They interpret and act on

situations based on their conceptions. Opre (2015), Pratt (1992), and (1u endnote iilu

2011)Remesal (2010) summarised that beliefs are a subcategory of conceptions and
conceptions are an organized system of beliefs. Therefore, the term “conceptions” is
used because it is a concept that is more functional regarding assessment (G. T. L.
Brown, 2004).

Conceptions are a complicated domain that has been shaped by many factors.

The social and political contexts surrounding the assessment context are considered to
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form teachers’ conceptions and shape their conceptions into practice (Opre, 2015). It
was found that the teacher’s conceptions are not influenced by his or her years in
education, years of teaching and professional experience, or the socio-economic status
of schools (G. T. L. Brown, 2004). Conceptions are influenced rather by the
educational system and workplace culture and policy (Vandeyar & Killen, 2007).
They can be also affected by the teacher’s beliefs in his or her students’ abilities, the
perception of community expectation, divergent stakeholder interests when selecting
assessment for students, and the needs of the society, the school, and the students (L.
R. Harris & Brown, 2009). Within the diversity of jurisdictions, institutions, laws, and
policies, teachers may have multiple conceptions of assessment at the same time (G.
T. L. Brown, 2011). For example, teachers may have an individual conception of
assessment for learning while they simultaneously conduct summative assessment
because of their conceptions of institutional policy and practicality. Therefore, R. J.
Stiggins (2014) pointed out that teachers may perform unsound assessment practices
because of mistaken assessment policy.

Since teachers may have multiple sets of conceptions at the same time, the
teacher’s conceptions can be categorised into four main groups: conceptions of the
improvement of teaching and learning, school accountability, student accountability,
and treating assessment as irrelevant (G. T. L. Brown, 2004; Remesal, 2007).
Regarding the conception of the improvement of teaching and learning, it is the
teacher’s conception of assessment as a tool to identify the student’s progress and
achievement in order to enhance the student’s learning and the teacher’s teaching
quality. The conception of school accountability deals with the conceptions of the use

of assessment as evidence to present to the society how well the teacher, school, and
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system are carrying out the student’s learning and the quality of teaching. The third
group is the conception of student accountability. This emphasises the use of
assessment in order to make the students responsible for their own learning through
the assessment process. The last group of conceptions deals with treating assessment
as irrelevant. It is a conception whereby the teacher views assessment as something
irrelevant to teaching and learning and is a result of the inaccuracy or misperception
of assessment. The conception of treating assessment as irrelevant is therefore
considered as negatively influencing the teacher, students, the curriculum, and
teaching and learning (Opre, 2015).

Language-specific competencies

The last domain of language assessment literacy is language-specific
competencies. It is a domain that distinguishes language assessment literacy from
assessment literacy in other fields (O. Inbar-Lourie, 2008; O. Inbar-Lourie, 2013).
According to O. Inbar-Lourie (2013), language-specific competencies are comprised
of the language assessors’ awareness of various facets of linguistics, language use,
and the linguistic competence of multilingual speakers. For example, language
assessors need to be aware of the role of the test-takers’ first language and/or the
language norm in which they are acquiring (Canagarajah, 2007). This domain is very
important for assessment literacy because assessment literates with language-specific
competencies will possess the ability to skilfully practice assessment that is
compatible with current language perspectives and language norms such as English as
a Foreign Language (EFL), English as an International Language (EIL), English as a
Lingua Franca (ELF), or English as an Additional Language (EAL) (O. Inbar-Lourie,

2013).
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Promoting Language Assessment Literacy through Assessment Training

Previous studies and the related literature have identified teacher training as a
powerful tool for enhancing teacher assessment literacy (Koh, 2011; O’Loughlin,
2009, 2013; Sato, Wei, & Darling-Hammond, 2008). In order to promote language
assessment literacy among in-service teachers, training can be conducted in the form
of professional development (Herrera & Macias, 2015; Koh, 2011; Richards &
Farrell, 2005). When teachers engage in assessment training as professional
development, their assessment practice and assessment literacy are enhanced. They
will therefore be able to produce sound assessment that promotes effective student
learning (Chinda, 2009; Jeong, 2013; M. Malone, 2008; M. E. Malone, 2013;
Popham, 2009; Scarino, 2013). Taylor (2009)Taylor (2009, p. 27) summarised the
ultimate goal of professional development regarding language assessment literacy as
follows:

an appropriate balance of technical know-how, practical skills,
theoretical knowledge, and understanding of principles, but all firmly
contextualized within a sound understanding of the role and function of
assessment within education and society.

Two procedures have been suggested for promoting assessment practice and
assessment literacy though training. The first procedure is eliciting language
assessment training needs and gaps (Davies, 2008; Fulcher, 2012; Jeong, 2013; Vogt
& Tsagari, 2014), and the second is implementing a professional development
programme (Chinda, 2009; M. E. Malone, 2013; Walters, 2010). The first procedure,
eliciting language assessment training needs and gaps, investigates current language

assessment literacy, the gaps between the current and desired levels of language



20

assessment literacy, and training needs. The instruments employed for eliciting
language assessment training needs and gaps can be a survey questionnaire (Fulcher,
2012; Jeong, 2013; O’Loughlin, 2013; Vogt & Tsagari, 2014), an interview (Vogt &
Tsagari, 2014), and document analysis and meta-analysis (Davies, 2008). In order to
implement a professional development programme, it is assessment training that is
delivered to teachers in the form of ongoing professional development (Stoynoff &
Coombe, 2012). Professional development is appropriate for enhancing teachers’
assessment literacy in particular areas of language assessment knowledge, skills, and
principles (Chinda, 2009; M. Malone, 2008; M. E. Malone, 2013; Taylor, 2009) as
well as promoting teachers’ attitudes toward assessment (Chinda, 2009) and
assessment beliefs (M. E. Malone, 2013).
Measurement of Language Assessment Literacy

Language assessment literacy can be measured using a survey questionnaire
(Fulcher, 2012; Jeong, 2013; M. Malone, 2008; Manning, 2013; O’Loughlin, 2013;
Vogt & Tsagari, 2014) and an interview that can be further developed based upon the
content of the survey questionnaire (Jeong, 2013; M. Malone, 2008; Manning, 2013;
O’Loughlin, 2013; Vogt & Tsagari, 2014). The survey questionnaire can be on-line
(Fulcher, 2012; O’Loughlin, 2013; Vogt & Tsagari, 2014) or paper-based (Jeong,
2013; M. Malone, 2008). The on-line questionnaire on language assessment literacy
has become popular among the studies in language assessment literacy because it
helps researchers collect data from various groups of participants without constraints
of distance or place (O’Loughlin, 2013). However, it is important to note that

researchers need to be aware of the research participants’ computer literacy and their



21

access to the Internet. In addition, the content of language assessment literacy
questionnaires can be vary according to the focuses of the studies.
Previous Studies on the Effect of Training on Language Assessment Literacy

Several studies have been conducted on language assessment literacy in order
to elicit language assessment training needs and gaps, and to focus on professional
development programmes. In order to elicit the training needs and gaps, a survey
questionnaire and an interview are employed to identify the areas for teachers’
language assessment development (Davidheiser, 2013; Fulcher, 2012; Manning,
2013; O’Loughlin, 2013; Pill & Harding, 2013), to investigate different levels of
language assessment literacy among stakeholders (Jeong, 2013; M. E. Malone, 2013;
C. A. Mertler, 2003), and to examine the current situation of language assessment
literacy (Lam, 2014).

Some studies have focused on the effect of professional development
programmes on language assessment literacy. Chinda (2009) for example conducted a
longitudinal qualitative study to investigate the influence of professional development
on EFL Thai university lecturers’ use of rating scales in assessing speaking. The
professional development involved a series of workshops and a teacher support
community. The results from the interviews, focus group discussions, ethnographic
observation, and think-aloud protocols confirmed the positive effect of the training on
the teachers’ skills and confidence in rating students’ speaking performance in their

classroom.
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2.2 Assessment Efficacy

This section explores the definition, concepts, and measurement of assessment
efficacy.
Defining Assessment Efficacy

Assessment efficacy is self-efficacy in the domain of assessment (Akbari &
Tavassoli, 2014; Chapman, 2008; Hay, Dickens, Crudgington, & Engstrom, 2012). It
can be defined as teachers’ senses of self-efficacy or confidence in their ability to
assess classroom performance, to develop test tasks, to employ techniques to assess
students’ performance and to monitor as well as assess students’ learning progress
(Akbari & Tavassoli, 2014; Chapman, 2008). According to Chapman (2008), the
definition of assessment literacy mainly emphasises teachers’ confidence in using
assessment. Therefore, this study defines assessment efficacy as EFL lecturers’
confidence in their capability to employ student self-assessment in the classroom.
Assessment Efficacy and Assessment Literacy

Initially, assessment efficacy is theoretically derived from the teacher’s
efficacy, which was constructed from Bandura (1977) concept of self-efficacy
(Chapman, 2008). Bandura (1977) self-efficacy focuses on the person’s belief in his
or her capacity to perform tasks at a specific level of achievement, and teacher
efficacy emphasises the teacher’s judgment of his or her capacity to perform
educational practice that yields student engagement and student learning (Tschannen-
Moran & W., 2001). For assessment efficacy, teachers’ judgment of their assessment
practice is identified as confidence in their assessment practice that they can
successfully perform valid assessment and accurately use assessment results to make

an educational decision (Chapman, 2008).
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The knowledge and skills required to develop, implement and use assessment
in the classroom are considered a foundation of assessment efficacy. Assessment
efficacy and assessment literacy emphasise the validity in assessment (Barnett, 2007,
Chapman, 2008; Hay et al., 2012) and the accountability in assessment (Chapman,
2008). Teachers can be confident of their assessment results and decision making
when the assessment results and decision making stem from valid, useful, and
meaningful assessment. Once their assessment practice contains the said aspects, that
assessment has the quality of accountability that will reinforce the teacher’s
assessment efficacy. Therefore, assessment literacy is at the root of assessment
efficacy. In order to produce valid assessment, teachers need assessment knowledge
and skills (Fulcher, 2012; R. J. Stiggins, 2014). In her study, Chapman (2008)
identified seven categories that demonstrate the association between assessment
efficacy and assessment literacy as follows.

1. Confidence in choosing assessment methods

2. Confidence in developing assessment methods

3. Confidence in administering, scoring and interpreting test results

4. Confidence in using assessment results for decision making

5. Confidence in using assessment in grading

6. Confidence in communicating assessment results

7. Confidence in recognizing unethical practice

In the era of assessment accountability, assessment efficacy has received
increasing attention (Chapman, 2008). It is regarded as one of the key components of
English language teaching (ELT) efficacy (Akbari & Tavassoli, 2014), a central part

of assessment (Hay et al., 2012), a foundational principle of every assessment
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practices (Hay & Penney, 2009), and a fundamental expectation of those that practice
teaching and learning (Sadler, 2005). Assessment efficacy is desired among educators
because the knowledge and skills offered to students are “supercomplex” and
stakeholders are diverse. Consequently, accountability for assessment is required
when educational decisions are made based on the interpretation of assessment results
(Gitomer, 2009). This has fueled the significance of educational assessment in higher
education (Barnett, 2007) where assessment strongly influences the life opportunities
of students (Struyven, Dochy, & Janssens, 2005). As a result, assessment has become
a center of the bureaucratic requirement of universities (Barnett, 2007). Due to the
significance of assessment in the era of accountability, there have been calls for a
guarantee of “efficacious” assessment (Barnett, 2007) on the part of assessment
literate developers, designers, and facilitators of assessment (Chapman, 2008; R. J.
Stiggins, 2014). Chapman (2008) fully supported the notion that teachers must
cultivate a high sense of assessment efficacy in their assessment practice as well as
raise their assessment efficacy via the assessment literacy.
Measurement of Assessment Efficacy

Assessment efficacy can be measured through the use of questionnaires
(Akbari & Tavassoli, 2014; Chapman, 2008) and semi-structured interviews. A semi-
structured interview (Akbari & Tavassoli, 2014) has been claimed to be appropriate
for delving into the “most efficacy-sensitive issues teachers deal with in ELT
contexts” (Akbari & Tavassoli, 2014).Akbari and Tavassoli (2014) employed a
guestionnaire with an inventory response format in order to investigate ELT teacher

efficacy, which included items representing efficacy in language assessment. Akbari
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and Tavassoli (2014) asked the participants to rate their level of belief in efficacy

based on a given scenario, as presented below as an example.

Directions

Item 30

Please read each item carefully and indicate the extent to
which each one applies to you.

Jane is offered to develop a new test for her students this
term. In spite of being a good teacher, Jane feels
uncomfortable with this situation as she thinks she does not
know how to develop a good test. To what extent does Jane’s
feeling describe that of yours with respect to developing
tests?

(Akbari & Tavassoli, 2014, p. 45)

Similarly, Chapman (2008) employed scenarios as prompts for the participants

in order to rate their level of confidence as shown below.

Directions

Item 1

Please read each scenario and indicate your level of
confidence in completing the task by circling the appropriate
number on the rating scale.

Developing an appropriate assessment of your students’
understanding of concepts you are teaching.

(Chapman, p.97)

Previous Studies on Assessment Efficacy

Previous studies investigating assessment efficacy in educational settings

revealed the significance of assessment efficacy in relation to teacher efficacy (Akbari

& Tavassoli, 2014) and teacher perception in connection with assessment literacy and

assessment efficacy (Chapman, 2008).
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Aiming to measure teacher efficacy in the ELT context, Akbari and Tavassoli
(2014) used a semi-structured interview and survey questionnaire to investigate the
components of ELT teachers’ efficacy. The results showed that ELT teacher efficacy
consisted of teaching language skills (listening, reading, speaking, writing), teaching
language components (grammar, vocabulary, pronunciation), dealing with students’
age, dealing with students’ proficiency level, dealing with error correction,
assessment, curriculum and syllabus implementation, and dealing with critical social
aspects. Regarding assessment efficacy in particular, Akbari and Tavassoli (2014)
found that it included efficacy in assessing classroom performance, developing tests,
and using a variety of techniques in the assessment. The researchers suggested that
future studies should improve context-specific instruments in order to measure
teachers’ assessment efficacy. To put it another way, researchers should take into
account the context in which the instrument will be employed.

In addition, Chapman (2008) employed a survey questionnaire in order to
examine in-service secondary teachers’ assessment literacy, assessment efficacy, and
beliefs about the consequences of educational decisions. Certain discrepancies
between the teacher’s perceptions of assessment and assessment literacy were
reported. The teachers perceived their assessment efficacy at a high level, revealing
their high confidence in their assessment skills, and their perceived ability to interpret
assessment results, and make decisions. Even though the teachers perceived
themselves as having high assessment efficacy, Chapman (2008) concluded that they
were not yet assessment literate since they did not show a satisfactory level of
assessment literacy. Chapman’s study suggests that teachers needed to develop their

assessment skills and practices, as well as possess assessment efficacy due to the
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increasing demands of literate and efficacious assessment for different educational
milieus.

2.3 Professional Development

Previous studies on assessment literacy and assessment practices have
consistently revealed that teacher assessment literacy and assessment practices were
problematised because of ill-prepared and inadequate assessment training (Black &
Wiliam, 1998; R. J. Stiggins, 2002; Thong-lam & Subphadoongchone, 2015). For
example, teachers who were ill-prepared and unskilled in assessment were found to
prefer the traditional paper-and-pencil assessment to formative assessment (Thong-
lam & Subphadoongchone, 2015). It was also reported that many teachers failed to
align their assessment practices with their learning objectives and could not make
judgements on their assessment practices (Black & Wiliam, 1998). Many teachers,
especially in higher education, gained their assessment knowledge and skills from
their fellow teachers. Some of them, however, had misconceptions about assessment.
For instance, one EFL university lecturer, as reported in Thong-lam and

Subphadoongchone (2015)(asduiiiasi) study, used a paper-and-pencil test to assess

students’ speaking performance because she considered that speaking assessment
should place more emphasis on a grammar-based construct and objectivity in test
administration.

To promote assessment literacy and assessment practice among teachers,
several studies examined the positive link between teacher assessment practices and
teacher professional development (Black & Wiliam, 1998; Chinda, 2009; Koh, 2011).
Professional development involves teacher learning, and development of knowledge

and skills in order to maintain their professional practices (Richards & Farrell, 2005).
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According to Richards and Farrell (2005), professional development focuses on
teacher training and teacher development. Teacher training refers to short-term
training activities that directly concentrate on teachers’ current duties and aim to
improve teachers’ understanding of particular knowledge, skills, concepts and
principles. As a result of training, teachers are expected to apply what they have
learned to their practices in the classroom. In addition, professional development can
contribute to teacher development, which is the long-term professional growth of
teacher practices and professionalism. The meta-analysis conducted by Black and
Wiliam (1998) also suggested the use of professional development to promote teacher
assessment practices. Simply put, professional development can effectively change
teacher assessment practices and improve assessment literacy.
Sociocultural Approach and Teachers’ Professional Development

The teacher’s professional development in this study is based on the
sociocultural perspective. It is believed that the knowledge of the any tester is
incomplete and requires additional knowledge sources to produce the sound
assessment (Shohamy, 2001). Therefore, it requires the tester to interact in social
debate and engage in social context in order to develop the conceptual thinking (lvic,
2000). The teacher should concern the stakeholders, contexts, expected outcomes, and
impact of the assessment as Shohamy (2001) stated the following questions for the
teacher to ask when he or she designs the assessment (Shohamy, 2001)(Shohamy,
2001, p. 377-378).

— Who are the testers?

— What are their agendas?

— Who are the test-takers?



29

— What are their contexts? and

— What are the contexts of the topics being tested?

— Who will benefit from the tests?

— Why are tests being given?

— What will their results be used for?

— What areas are being tested, and why?

— What areas are not being tested, and why?

— What are the underlying values behind the tests?

— What are the testing methods?

— What additional evidence is collected?

— What kind of decisions are reached based on the tests?

— Who else, besides the tester, is included in the design of the test and its
implementation?

— What ideology is delivered through the test?

— What messages about students, teachers and society do tests assume?

— What types of feedback are provided based on the tests and to whom is the
feedback given?

— Can the tests and their results be challenged?

— What are the intended and unintended uses of the test?

— What are their impacts? and, finally:

— What are some ways that test-takers and others can challenge the test?

As shown in the list above, the teacher needs to develop and apply the

assessment in context as well as expand their knowledge within the context.

Therefore, the teacher professional development requires the sociocultural perspective
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so that the teacher will enhance their understanding towards the assessment and the
appropriateness of the use of assessment within context (Desimone, 2009; Kelly,
2006).
Components of Effective Professional Development

Five core components of effective professional development were
conceptualised by Desimone (2009, 2011) in order to promote teacher change in
knowledge and practice. These five core components were adopted by Koh (2011).
These components are content focus, active learning, coherence, duration, and
collective participation. The first core component, content focus, deals with the
meaningful and accurate content of professional development activities, which is
presented to the teachers being trained. The second core component is active learning,
which is about the opportunity offered to teachers to be involved in professional
development activities. To create the active learning opportunity, professional
development activities should consist of a variety of training activities rather than a
sole lecture-based activity. In addition, effective professional development should
emphasise the coherence between professional development activities and teacher
knowledge, skills, conceptions, and socio-political contexts. Sustained professional
development is also emphasised by the fact that the duration of professional
development activities should last at least 20 contact hours over a semester. The last
core component is collective participation, which focuses on the teacher’s
engagement in an interactive learning community formed by a group of teachers with

similar backgrounds and professional development objectives.
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Training Activities

One of the most essential parts of the training is training activities used to
stimulate the teachers to develop their professional knowledge and skills (Desimone,
2009; Richards & Farrell, 2005). According to Richards and Farrell (2005), training
activities for language teachers should offer teachers the opportunity to

- engage in self-reflection and self-evaluation;

- develop their knowledge and skills regarding specific aspects;

- extend their knowledge of research, theories, and issues;

- take new roles and responsibilities;

- engage and develop a collaborative community with their peer fellows;

and

- allow themselves to take responsibility for their own learning, set their

goals, and manage and control their own learning.

As presented in Table 1, the training acitvities can be categorised into four
directives: individual, one-to-one, group-based, and institutional directives (Richards
& Farrell, 2005). The individual training activities are based on teachers’ self-
management and self-control of their own learning. The training activities under this
directive are self-monitoring, journal writing, analysing critical incidents, creating
teaching portfolios, and action research. The second directive leads to one-to-one
activities that focus on collaboration between two teachers, in the form of supervisor-
mentor, or teacher-researcher. The training activities under this directive are dyad-
based activities such as peer coaching, peer observation, action research, and team
teaching. The third directive leads to group-based activities which emphasise the

collaboration and coordination among a group of teachers. Activities such as case
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studies, action research, and forming teacher support groups can be used. The last
directive, leading to institutional training activities, can be followed using institutional
policy and institutional planning. Institutional projects such as workshops, action
research, and teacher support groups can be used.

Table 1: Activities for Teacher Development (Richards & Farrell, 2005, p.14)

Individual One-to-one Group-based Institutional
e Sclf- e Peer coaching e Case studies e Workshops
monitoring ® Pcer observation e Action research e Action
e Journal writing e Critical e Journal writing research
@ Critical friendships e Teacher support @ Teacher
incidents e Action research groups support
e Teaching e Critical incidents groups

portfolios ® Team teaching

e Action
research

It is suggested that these activities are included in professional development
according to the needs of the stakeholders who participate in the professional
development (Richards & Farrell, 2005). According to Richards and Farrell (2005),
the training activities are elaborated as follows:

- A workshop covers intensive, short-term learning activities which
provide teachers with specific knowledge and skills to apply in their
classroom practices and later gain hands-on experience. Teachers can

also reflect on and re-examine their own beliefs and perspectives,



based on the new knowledge and skills obtained from workshops.
Workshops are beneficial to teachers because they can receive
knowledge and skills input from experts, gain practical experience,
promote collegiality, support innovation, and complete the training in a
short time.

Self-monitoring (also called self-observation) is a systematic approach
for teachers to observe, document, record, evaluate, and manage their
own behaviors and practices. Using these strategies, teachers can have
a better understanding of, and control over, their behaviors and
practices as well as their awareness of their own current knowledge,
skills, and attitudes. Self-monitoring can vary in its forms, including
lesson reports, written or oral narratives, checklists and questionnaires,
and audio- or video-recordings.

A teacher support group is a community of prefessionals in which
two or more teachers colloborate in meetings and work on a shared
goal. There are a variety of teacher support groups: topic-based groups
(teachers discuss a specific topic of interest), school-based groups
(groups of educators and stakeholders discuss common interests that
affect the whole institution), job-alike groups (teachers discuss topics
related to specific types of works), reading groups (teachers meet to
read and discuss books and articles), writing groups (teachers meet to
prepare magazines or publications), research groups (teachers meet to

discuss research topics or action research), virtual groups (teachers’



online communities discuss a specific interest), and teacher networks
(peer groups inside and outside the institution). This kind of activity
can include both formal and informal activities which are aimed at
exchanging and discussing information or opinion (Bransford, Brown,
& Cocking, 2000).

A teaching journal is an ongoing account written by teachers to self-
observe and self-reflect on the incidents, problems, and insights that
occur in their practices. The content of a teaching journal can serve as a
source of discussion, reflection, or evaluation.

Peer observation is teachers monitoring other teachers’ practices in
order to obtain specific information. The peer observations can be
recorded as written narratives, field notes, checklists, and peer
coaching notes.

A teaching portfolio is a teacher’s collection of documents, artifacts,
and meterials, which they archive in their jobs as a record of their
performance. It can be in the form of either a working portfolio
(showing the teacher’s progress and performance in working towards
particular goals) or a showcase portfolio (showing the teacher’s best
practices). Teaching portfolios can help facilitate professional
development, and they can be used as sources for reflecting, reviewing,
and promoting collaboration with their peer fellows.

Analysing critical incidents is a documentation and analysis of the

unacticipated events that occur during lessons, in order to elicit some
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sources of teaching and learning. Analysing critical incidents is
conducted with a purpose of learning and enhancing practice, sharing
expertise, building collegiality, and identifying solutions to problems.
The analysis of critical incidents can be reported as a series of contexts,
problems, and solutions/responses.

Case analysis is a collection and description of information about a
specific situation in classes, and the way the situation is managed. It is
similar to analysing critical incidents in certain aspects. Case analysis
focuses on collecting information from multiple cases over time, in
order to eventually develop principles from the obtained information.
Meanwhile, analysing critical incidents focuses solely on one case.
Peer coaching is a procedure in which two teachers collaboratively
coach and mentor each other to enhance some aspects of their
practices, through reflecting on their teaching, sharing ideas,
conducting action research, or solving problems. There are three types
of peer coaching: technical coaching (one teacher learns a new method
or technique from another experienced teacher), collegial coaching
(two teachers collaboratively focus and redefine each other’s
practices), and challenge coaching (two teachers collaboratively work

to solve the problem).

35
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- Team teaching (also called pair teaching) is a process in which the
course is carried out by two or more teachers who are responsible for it.
A cycle of team teaching includes team planning, team teaching, and
team follow-up.

- Action research is research conducted by teachers in order to seek,
identify, and solve practical classroom issues and problems during
regular teaching. The action research cycle involves planning, action,
observation, and reflection.

2.5 Student Self-assessment

This section presents the review of related literature and previous studies on
the use of student self-assessment. Definitions, practices, and previous studies on the
use of student self-assessment are also explored.

Defining Student Self-assessment

The definitions of student self-assessment concentrate on the students’
judgment of their own performance and/or competence. It is defined as students’
ability to effectively monitor, reflect, and assess their own language knowledge and
skills (Bailey, 1998; Ellis, 2003) in order to identify discrepancy between their own
current performance and desired goal (J. McMillan & Hearn, 2008), and modify their
own learning (Hughes, 2003). Similarly, Luoma (2013) defined student self-
assessment as students’ self-evaluation of their language skills and performance. The
quality of learning process and product are also considered. Andrade (2010) described
student self-judgment as a task-specific assessment with a particular focus on the
extent that their performance achieves the desired goal. Based on their self-judgment,

students can provide feedback on their own learning. Therefore, student self-
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assessment can be defined as a task-specific assessment, in which the students
evaluate their language performance and competence, in order to modify their
learning to meet their desired language learning goal.
Student Self-assessment in Higher Education

Student self-assessment is desirable for university language classrooms. Its
procedure and outcomes serve the needs of autonomous university learners (Brinke,
Sluijsmans, & Jochems, 2009). The nature of adult learners in higher education also
facilitates student self-assessment, in that adult students are capable of accurately
evaluating their own performance (Murakami, Valvona, & Broudy, 2012). In
addition, university students are required to be engaged in lifelong learning in order to
become successful in their professional lives (Dochy, Segers, & Sluijsmans, 1999).
Using student self-assessment can promote the aforementioned student quality
(Murakami et al., 2012; Tan, 2008; Taras, 2001). Furthermore, student self-
assessment can be employed to support students’ language learning and competence
at various levels of education (Andrade, 2010; Luoma, 2013). Therefore, university
EFL lecturers can integrate student self-assessment into their classes in order to
promote autonomous learning and language competence (Huang, 2015).
Student Self-assessment in Practice

Both teachers and students gain advantages from a valid practice of student
self-assessment. For teachers, student self-assessment can be used for many purposes,
such as diagnostics, placement, and criterion-referenced interpretation (S. Ross,
1998). For students, it can be used to promote student learning, boost student self-
esteem, and stimulate student self-regulation (Oscarson, 2014). These benefits can be

gained from the proper and valid practice of student self-assessment. The teacher can
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customize student self-assessment in their classes according to the purposes of student
self-assessment, decisions made on the skills or factors focused on in self-assessment,
forms of self-assessment, and self-assessment instruments. (H. D. Brown, 2004; H. D.
Brown & Abeywickrama, 2010; Tan, 2008; Taras, 2010, 2014). They are presented as
follows:

Purposes underlying the use of student self-assessment

Student self-assessment practices are guided by the purposes of use (Tan,
2008; Todd, 2002). Teachers should consider the purposes underlying the use of
student self-assessment before designing student self-assessment (H. D. Brown, 2004;
H. D. Brown & Abeywickrama, 2010; M. Harris, 1997). Tan (2008) stated five
purposes underlying the practices of student self-assessment as follows:

1. The students are self-conscious about the behavioural norms in the
course.

2. The students are aware of what they have learned.

3. The students are able to appreciate the required academic standards.

4. The students understand the standards and identify the proficiency
required to complete the course.

5. The students can self-appraise their current proficiency level and
identify the areas to improve for their continual development.

These purposes reflect the capacity of student self-assessment. It can be used
to engage students in self-oriented learning, help them become agents of their own
learning process, and enable them to gain the power to identify their learning
successes (Kissling. E.M. & O'Donnell, 2015). Also, the controlling power of making

decisions is shifted from teachers to students. Students are able to set their own
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learning goals, monitor their own learning processes, reflect on their own progress,
evaluate their own learning products, give feedback on their own processes and
products, and end up modifying their learning in order to achieve the desired goals
(Kissling. E.M. & O'Donnell, 2015; Mok, Lung, Cheng, Cheung, & Ng, 2006;
Wolffensperger & Patkin, 2013).

Skills and factors focused on in student self-assessment

Skills and factors focused on in student self-assessment can be divided into
five categories: direct assessment of a specific performance, indirect assessment or
general competence, metacognitive assessment for setting goals, assessment of socio-
affective factors, and student self-generated tests (H. D. Brown, 2004; H. D. Brown &
Abeywickrama, 2010). Teachers need to be aware of skills and factors to be assessed
in order to select the appropriate student self-assessment activities or instruments (H.
D. Brown & Abeywickrama, 2010).

1. Direct assessment of a specific performance

This category focuses on students’ monitoring of their language production in
a specific skill or performance, and then evaluating their performance. It may take
place immediately after they perform the language tasks. To directly assess their
performance, students can employ several forms of student self-assessment
instrument, such as checklists, self-rating scales based on performance, and self-
corrected comprehension quizzes prompted by video-recordings.

2. Indirect assessment of general competence

In contrast to the direct assessment of a specific performance, the indirect
assessment of general competence emphasizes the broader period of time, and targets

the students’ evaluation of general language competence. It may be conducted over a
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long period of time, such as after a module, lesson, course, or semester. The student
self-assessment activities may involve self-rating scales, questionnaires, teacher-
student conferences, and keeping journals.

3. Metacognitive assessment for setting goals

This category is for students to use self-assessment to help with personal
goal-setting and to self-monitor their own language progress or learning process. The
student self-assessment activities can be in forms of journal entries, goal cards,
checkpoints, choices from a list of possibilities, questionnaires, and cooperative pair
or group planning. For example, the students may write their goal in their goal cards
as ‘My goal for this week is to stop during reading and predict what is going to
happen next in the story’ (H. D. Brown, 2004)(Brown, 2004b, p. 273), and then they
may think about the extent to which they have reached their desired goal at the end of
the week. They can write an evaluation of their goal in the goal cards as ‘The first
goal helps me understand a lot when I'm reading.” or ‘| met my goal for this week.’
(H. D. Brown, 2004)(Brown, 2004b, p. 274).

4. Socio-affective assessment

This category is for students to examine factors affecting their own learning
across the subject-matters or areas, rather than the language proficiency, performance,
or competence. Affective variables such as anxiety, attitudes, motivation, multiple
intelligences, learning styles, or any emotional obstacles to learning, can be verified
so that the students can make plans to overcome or resolve the problems. The student

self-assessment activities can be questionnaires or scales.
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5. Student-generated tests

The last category is a technique of using student self-assessment to engage
students in a test construction process that is different from traditional test
construction, which does not allow the students to take part. It can include students’
generation of content, words, grammatical points, and concepts of quizzes or tests.
The student-generated test is claimed to be productive, motivational, and helpful in
building learner-autonomy.

Student self-assessment instruments and its implementation

Self-assessment instruments can be either subjective or objective (H. D.
Brown, 2004; Todd, 2002). They can be varied in forms of learner diaries, checklists,
teacher-student conferences, self-reports, periodic self-assessment of the achievement
of course goals, responding to closed or open-ended questions, and creating
portfolios. The most popular forms of student self-assessment are ‘can do’ statements
to indicate how well the students can perform in the language, and self-rating scales
to indicate the students’ performance according to specific criteria (Luoma, 2013).
Student self-assessment instruments employed in the previous studies are presented in

Table 2.
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Instruments Purposes Authors
‘Can-do Scales’ with - Diagnostics Alderson (2005)
‘can-do’ self-assessment - Placement

statements

Self-assessment

Murakami et al (2012)

Suzuki (2015)

Self-assessment surveys
with ‘can-do’ self-

assessment statements

- Self-assessments of
reading proficiency

- Progress reports

Ashton (2014)

Self-assessment

questionnaire

Self-assessment of general

language ability

Brantmeier (2005;
2006; 2008)
Brantmeier et al.

(2012)

Reflecting on students’

own learning behavior

De Saint-Leger (2009)

Collecting information on
students’ insights into the
use of self-assessment and
its influence on their

language learning

Mican and Medina

(2015)
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Instruments

Purposes

Authors

Self-assessment
questionnaire with off-
task self-assessment and

on-task self-assessment

Self-assessment

Butler and Lee (2006;

2010)

Checklist with criteria

Self-evaluation of

speaking ability

Babaii et al. (2015)

Self-assessment of word

knowledge

Wan-a-rom (2010)

Scoring and grading

- Self-assessment

Brown (2005)

criteria - Rating

- Providing feedback

Self-assessment Sunol et al. (2015)
Rubrics Self-assessment Sunol et al. (2015)

Kissling & O'Donnell

(2015)

Learning logs

Reflecting on students’

learning processes

Mican and Medina

(2015)

Reflection record

Monitoring the learning—

teaching process

Wolffensperger and

Patkin (2013)

Indicators for
self-assessment with

descriptors

Self-assessment

Wolffensperger and

Patkin (2013)
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Instruments Purposes Authors

Focus group interviews  Collecting information on  De Saint-Leger (2009)
students’ perception of the

self-assessment process

Students compare their Self-assessment Dlaska and Krekeler
pronunciation with the (2008)

model answers.

The key element to success or failure in the use of a student self-assessment
instrument is the correlation between the self-assessment instrument and purposes of
self-assessment (Todd, 2002), and the teacher’s task introduction (H. D. Brown, 2004;
H. D. Brown & Abeywickrama, 2010). Therefore, in the selection of self-assessment
instruments, lecturers must carefully consider the purposes of self-assessment. Some
student self-assessment instruments may be the most suitable for learning purposes,
but turn out to be inappropriate for evaluation purposes (Todd, 2002).

In addition, the teacher should carefully introduce the student self-assessment
instruments to the students. In the guidelines for student self-assessment,
recommended by H. D. Brown (2004) and H. D. Brown and Abeywickrama (2010),
the implementation of student self-assessment instruments in the classroom should
follow four steps: telling students the purpose of assessment, defining the task(s)
clearly, encouraging impartial evaluation of performance or ability, and ensuring
beneficial washback through follow-up tasks.

For the first step - telling students the purpose of assessment, the teacher

should inform the students of the purposes of assessment and the procedure of student
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self-assessment, as well as offer the students the chance to perform self-assessment.
This step is very important because the students may not be familiar with the steps,
processes, procedures, and concepts of student self-assessment. Then, the teacher
should define the task(s) clearly to students in order to clarify what the students are
supposed to do. The third step is to encourage the students to make an impartial
evaluation of performance or ability by giving clear assessment criteria. The clear
objectives help decrease the threat of subjectivity, and increase the validity and
reliability of self-assessment. Finally, the teacher should ensure beneficial washback
through follow-up tasks, which is considered as a great support to the effectiveness of
student self-assessment. The follow-up activities can be completed after the lesson or
course, using tools such as self-analysis, self-reflection, written feedback from the
teacher, and teacher-student conferences.

Models of student self-assessment

Teachers needs to consider the degree to which they use student self-
assessment. This can be classified into five models of self-assessment according to the
extent of students’ access, their involvement in the self-assessment process, and
power sharing in decision making on criteria, feedback, evaluation and grading

(Taras, 2010), as presented in Table 3.
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Table 3: Comparing Different Student Self-assessment Models (adapted from (Taras,

2010)
Models Criteria Feedback Grade Final
grade
Weaker models Teacher Students / Students Students
(Self-marking) Teacher |/ Teacher
Weaker models Teacher Teacher / Students / Students
(Sound standards) Students Teacher |/ Teacher
Median models Students (with  Students Students None
(Standard) teacher/peer (peer)
feedback)
Stronger models Teacher/Student  Teacher/pee  Students/ Students
S r Peers/ | Teacher
teacher
Strongest models  Students Students Students Students
and peers

They are elaborated as follows:

1. Weaker models of self-assessment (Self-marking)

This weaker model of self-assessment focuses on self-marking, in which the

students compare their own works/performance with the teachers’ criteria, mark

sheets, or model answers. The students engage in the same process of grading or

evaluation performed by the teachers. They will understand the process of using

criteria and standards to judge their products, as well as understanding the grading

process.
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2. Weaker models of self-assessment (Sound standards)

The other weaker model form of self-assessment has the descriptor of ‘sound
standards’. Instead of providing only one set of criteria, mark sheets, or model
answers, the teachers may provide two sets of expected outcomes of students’ works
or performances: one slightly above the standards and another one slightly below.
Students can compare their works with the two standards and make judgements.

3. Median models of self-assessment (the standard model)

This model is claimed to be the most popular model among the self-
assessment studies. It allows the teachers to customize and adapt student self-
assessment to their teaching contexts. This model requires students to use the
established criteria to judge their performances or works, provide feedback, and
assign grades to their performances or works before submitting them to the teacher.
Teachers can take the role of ‘final station’ in student self-assessment, as they assess
and give feedback on both students’ performances and students’ use of student self-
assessment. This model has become popular because it helps students to be aware of
their genuine strengths and weaknesses.

4. Stronger models of self-assessment

These versions of student self-assessment differ from the previous ones, for
the teachers take part in student self-assessment by integrating teacher and peer
feedback. They require the students to submit their works to the teacher, who will
provide feedback without marking or grading. Then, the students receive their works
back in class and discuss them with their friends to receive peer feedback. After that,
the students combine the teacher and peer feedback and assign grades to their own

works.
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5. Strongest models of self-assessment

In these models, students have the highest level of power in making decisions.
The students are the ones who truly make all the decisions regarding their assessment.
The role of the teacher is reduced from that of an instructor or director to one of a
facilitator. These versions require students’ autonomous and self-directed learning.

According to Taras (2010), these five models of self-assessment are employed
in the higher education classroom. The use of each model could be varied according
to the processes used, timing and degree of involvement of the teacher and the
students, and the power of decision making. In addition, the models of SSA reflect the
aspects of the teacher-centred and student-centred paradigm. The weaker models
(self-marking and sound standards) and median model (standard) are considered to be
aspects of the teacher-centred paradigm as the teacher is the one who takes control of
the activities in the classroom. The stronger and strongest models of SSA represent
the student-centred paradigm as the students are the ones who make judgements and
take control of their own assessment and evaluation. The most popular model is the
median model of self-assessment (the standard model), which allows the teacher and
students to cooperatively evaluate the students’ performance in a low stake self-

assessment (Taras, 2010).

Sample Training Workshop for Promoting the Use of Student Self-assessment
among Language Teachers
To promote the aspect of student self-assessment among language teachers,
Cram (1995) demonstrated the use of training to empower teachers to plan and
implement student self-assessment in language classrooms. According to Cram
(1995), teachers should have knowledge and skills of the following key elements:
- purposes of student self-assessment

- types of achievement to be assessed in student self-assessment
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- major stakeholders involved in student self-assessment

- student characteristics

- constraints of the learning environment

- level of achievement to be assessed in student self-assessment
- role of self-assessment in the English course

- training procedures required for the students to self-assess

These knowledge and skills can be seen from the steps for choosing an
appropriate student self-assessment procedure for an English course as presented in

Figure 1.
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Figure 1: Steps for Choosing an Appropriate Student Self-assessment Procedure for
an English Course (adapted from (Cram, 1995), p. 279)

Steps Questions to be asked Making Choices
State What is the purposes of m Measurement

assessment purposes

Select types
of achievement

l

Select
the stakeholders

Think about
the learners’
background

A4

Think about
the limitations

v

Select the level
of achievement

|

Select the role
of self-assessment
in classroom

l

Introduce self-
assessment to students

Plan what to do

assessment?

What types of
achievement will be
assessed?

Who are the
stakeholders? Will
results be “public’ or
‘private’?

What are the
characteristics of the
learners?

What constraints are
imposed by the
assessment
environment?

What level of
achievement will be
self-assessed?

What is the role of self-
assessment in the range
of assessment
procedures used?

What are the training
procedures?

Review: How to begin?
Then what?

m Description

m Awareness-raising
m Diagnosis

m Making decisions

m General linguistic
m Socio-cultural
m vocational / academic

m Learning-for-life / independent

m Learners

m Learners + teachers/external

m Teacher

m Teachers + external interests
m Funding bodies/other external

m Educational background
m Age

m Language level

m Learning style

m Expectations

m Motivation; attitude

m Cultural background

m Knowledge
m Skills

m Time

m facilities

m Availability of appropriate tools
m Learning/assessment arrangement

m Expectation

m Overall gains in proficiency

m Functional gains
m Structural/theory gains
m Affective gains

—— m Self-assessment alone
m Self-assessment with other assessment
m Self-assessment not suitable

—— m Training requirements

m Hierarchy of tools

As presented in Figure 1, the steps of training should follow the order of key
elements in teacher training on the use of student self-assessment. Teachers can gain

knowledge and skills from the training and then make choices regarding student self-
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assessment practices that are appropriate for their courses. For example, the first step
of the training workshop on student self-assessment discusses the five assessment
purposes: measurement, description, awareness raising, diagnosis, and making
decisions. Teachers should be able to make decisions on the purposes of student self-
assessment in their own classes. At the end of the training workshop, teachers are
expected to be able to plan for their use of student self-assessment and implement a
valid student self-assessment.
Previous Studies on Language Student Self-assessment

Previous studies examined the use of student self-assessment. Their focus of
study, participants and findings are presented in Table 4.

Table 4: The Use of Self-assessment in Language Assessment

Author/Year Participants Focus Findings
Devilleand  Adult Speaking, Self-assessment was an effective
Deville students of  Listening, starting point and placement test
(1999) English Reading, for test takers of Computer

in the USA Reading and Adaptive Testing (CAT).

writing
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Author/Year Participants Focus Findings
Alderson DIALANG Reading, Learners at the higher levels in
(2005) learners Writing, DIALANG were better at self-

and test Listening, assessment than learners at the

takers Grammar, lower levels.

Vocabulary

Brantmeier  Adult Reading In an open-ended assessment
(2005) students of task, self-assessment

Spanish significantly correlated with

in the USA students’ enjoyment and writing

recalls.

Malabonga, University ~ Listening, Most of the Computerized Oral
Kenyon, students Speaking Proficiency Instrument (COPI)
and test takers could effectively use a
Carpenter self-assessment instrument to
(2005) select their test tasks at suitable

difficulty levels, whereas the
minority overestimated their

levels.
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Author/Year Participants Focus Findings
Brantmeier  Adult Reading Result from self-assessment was
(2006) students of not a predictor for computer-
Spanish based testing (CBT) test takers’
in the USA reading performances and
subsequent reading achievement.
Dlaskaand  Advanced  Pronunciation  Experienced L2 German students
Krekeler learners of found difficulties in correctly
(2008) German self-assessing their own
pronunciation skills.
De Saint- Adult Speaking Evolving over time, self-
Leger students of assessment positively influenced
(2009) French students’ fluency, vocabulary,
in Australia and self-confidence at both
cognitive and affective levels.
De Saint- Adult Speaking Self-assessment positively
Leger and French influenced students’ self-
Storch learners in confidence and L2 willingness to
(2009) Australia communicate in the classroom.
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Author/Year  Participa Focus Findings
nts
Little (2009)  Adultand Speaking, Self-assessment promoted
young Listening, students’ learner autonomy and
ESL Reading learner reflection.
learners  Reading and
in Ireland  writing,
Baniabdelrah ~ Secondar Reading Self-assessment positively
man (2010) y school influenced reading performance.
EFL
students
in Jordan
Butler and Primary  English Sefl-assessment positively
Lee (2010) school performance affected students’ English
EFL performance and confidence in
students learning English, while its
in Korea effectiveness was perceived
differently according to teaching
and learning contexts.
Birjandiand  TEFL Writing Self-assessment positively
Tamjid (2012) students fostered students’ writing
in Iran performance.
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Author/Year Participants Focus Findings
Wan-a-rom Secondar Reading Self-assessment fostered
(2010) y school students’ appropiate extensive-
EFL reading levels.
students
in
Thailand
Brantmeier, Adult Reading, Self-assessment instrument
Vanderplan  students of  Writing, significantly correlated with
k, and Spanish Listening, advanced learners’ achievements
Strube in the USA ~ Speaking on an online abilities test, and it
(2012) could be used as a complement

to traditional language

assessment approaches.
Nielsen Meta- Writing Self-assessment positively
(2012) analysis promoted students’ writing

achievements.
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Author/Year Participants Focus Findings
Ashton Secondary  Reading Learners and teacher of Urdu
(2014) school underestimated learner

students proficiency regarding the test

who Scores.

learned

German,

Japanese

and Urdu
Babaii, EFL Speaking Self-assessment could be
Taghaddomi learners effectively used for evaluating
,and and EFL speaking. To reduce the
Pashmforoo teachers in mismatch between teachers’ and
sh (2015) Iran students’ assessment, the scoring

criteria and follow-up practice
sessions should be a part of self-

assessment actvities.
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Author/Year Participants Focus Findings
Huang University  Speaking Self-feedback potentially
(2015) EFL assisted with students’ learning
students in and classroom instruction. Time
Taiwan and effort should be invested in
student self-assessment and self-
feedback to enhance students’
learning.
Mican and  Adult EFL  Speaking, Self-assessment assisted students
Medina learners inVocabulary in self-monitoring, judging and
(2015) Colombia reacting towards their language
and learning. To ensure the
effectiveness of self-assessment,
goal setting was required.
Sufiol etal.  Graduate Oral Self-assessment places positive
(2015) students presentation formative value on oral
and presentation activities.
professor in
Spain
Suzuki Adult Japanese The more experienced students
(2015) Chinese proficiency underestimated their language

students of

Japanese

skills, but the less experienced

ones overestimated their ability.
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2.5 Summary

This literature review presents information and evidence intended to support
the objectives and methods of this study. The concepts of assessment literacy,
assessment efficacy, assessment practice, professional development, and student self-
assessment are described in this chapter, including the particular theoretical models of
training which should be considered in teacher training. Studies have shown that the
development of a teacher’s assessment literacy, assessment efficacy, and assessment
practice is an underlying construct in the use of student self-assessment in EFL
classrooms that cannot be ignored. It is necessary to recognise the importance of
conducting training to address the challenges of meeting the individual needs of
teachers during training as well as keeping the students accountable. Since the
objectives of this study were based on the use of student self-assessment in EFL
classrooms, this study emphasised the five domains of language assessment literacy:
knowledge, skills, principles, conceptions, and awareness of students’ language-
specific competencies. This study also highlighted the confidence in implementing
student self-assessment in classrooms and the context of the teacher, students, and

classroom during the training process.
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. CHAPTER III
RESEARCH METHODOLOGY
This chapter describes the research methodology employed in this study. It is
organized as follows:
3.1 Research design
3.2 Context of the study
3.3 Recruitment of the participants
3.4 The training
3.5 Research instruments
3.6 Data collection
3.7 Data analysis

3.8 Ethical issues

3.1 Research Design

This study employed a mixed-methods research design, which allowed the
researcher to utilize the strengths of both quantitative and qualitative data and embed
one set of data in a supportive secondary role to the other primary data set (J.
Creswell, 2005; J. Creswell & Clark, 2007). As shown in Figure 2, this study
consisted of three parts: Part I: Survey, Part II: Training, and Part I11: Follow-up. Each

part is described in detail as follows:

3.1.1 Part I: Survey

The exploratory sequential design was adopted to explore the assessment
practice, assessment literacy, assessment efficacy, and training needs with particular
reference to the use of SSA in the classroom by the lecturers from the nine RMUTS.
Firstly, the questionnaire survey was administered to the nine EFL lecturers. Then, an
interview was conducted in order to gain in-depth information. The results from the
questionnaire survey and the findings from the interview were combined in order to
answer the first research question. Also, the findings were used to design the

assessment literacy training for Part I1: Training.
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Research Design (Mixed-methods design)

Part I: Survey - Explanatory Sequential Design
Quantitative Qualitative

data collection FOlLowed data collection Interpretation
and analysis y and analysis

Part II: Training - Embedded Design

Qualitative
data collection and analysis - i Overall
ot erpretaton findings and
Quantitative . .
data collection and analysis i interpretation

Findings and
interpretation

Part I1I: Follow-up — Qualitative method

Qualitative

data collection and analysis Interpretation

Figure 2: Research design (adapted from Creswell (2005) Creswell & Clark,(2007)

3.1.2 Part Il: Training

This part deals with the assessment literacy training and its effect on the
assessment practice, assessment literacy, and assessment efficacy in the use of SSA
by EFL lecturers at Rajamangala University of Technology Tawan-ok. Before the
training began, pre-training data on the assessment practice, assessment efficacy, and
assessment practice of the participants were qualitatively collected by using a semi-
structured interview. The findings from the interview provided the researcher with
detailed background information. Whilst the training was in progress, in the first
semester of the 2016 academic year, the data collection — which involved classroom
observations, lecturer portfolios, self-reported checklists, and stimulated recall
interviews — was conducted in order to obtain details of the participants’ assessment
practice, assessment literacy, and assessment efficacy in the use of SSA in their
classrooms. The quantitative and qualitative data obtained from classroom
observation, lecturer portfolios, and self-reported checklists were nested within the
qualitative data from the stimulated recall interview. Finally, the participants were
asked to complete a questionnaire so that the researcher could ascertain their levels of
assessment practice, assessment literacy, and assessment efficacy after the training.
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3.1.3 Part I11: Follow-up

This part was a follow-up to Part 1I: Training. By using a semi-structured
interview, the researcher investigated the participants’ assessment practice,
assessment literacy, and assessment efficacy in the use of SSA, in the second semester

of the 2016 academic year.

3.2 Context of the study

This study was carried out at the nine state-run Rajamangala Universities of
Technology (nine RMUTS) - former Rajamangala Institute of Technology polytechnic
institutes which have been renamed and granted university status. The nine RMUTS,
which served as the research sites of this study, were as follows:

1. Rajamangala University of Technology Thanyaburi (RMUTT),
Rajamangala University of Technology Suvarnabhumi (RMUTSB),
Rajamangala University of Technology Krung Thep (RMUTK),
Rajamangala University of Technology Rattanakosin (RMUTR),
Rajamangala University of Technology Phra Nakhon (RMUTP),
Rajamangala University of Technology Tawan-ok (RMUTTO),
Rajamangala University of Technology Lanna (RMUTL),
Rajamangala University of Technology Isan (RMUTI), and

© 0 N o 0 bk~ DN

Rajamangala University of Technology Srivijaya (RMUTSV).

A list of the nine RMUTs and their campuses is given in Appendix A.

The survey was conducted at 24 campuses under the jurisdictions of the nine
RMUTs, which are located all over Thailand (See Appendix A). The survey
participants were EFL lecturers who were serving at the Department of English for
International Communication (EIC) and the Department of General Education at the
campuses of each Rajamangala University in the 2016 academic year. Part 1I:
Training and Part 111: A follow-up was conducted at the Department of English for
International Communication, Faculty of Humanities and Social Sciences,

Rajamangala University of Technology Tawan-ok (RMUTTO).
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Even though the universities and campuses are located in different places
throughout Thailand, the nine RMUTS share the same background because they have
the same origins — Rajamangala Institute of Technology. The working conditions and
job descriptions of the teachers who took part in this study were similar. Their duties
and workloads, both related and unelated to teaching, were mainly divided into five
missions: teaching and learning, researching, provision of academic services to the
community, preservation of art and culture, and miscellaneous duties assigned by the
universities.

The first mission was teaching and learning. The in-service EFL lecturers were
required to ensure the quality of student-centred teaching and learning management as
well as encourage self-directed learning in their courses. Every subject at the nine
RMUTs was in compliance with Standard Criteria for Higher Education and the Thai
Qualifications Framework for Higher Education (TQF: HEd). Regarding working
conditions, the teaching hours and schedule depended on each in-service EFL
lecturer’s status, room allocation, and numbers of students. Teaching hours could be
from three hours/week to 35 hours/week. On some campuses, the lecturers needed to
teach three classes a day due to limitations regarding room allocation. The number of
students in each class varied from three students a class to over 70 students a class. In
addition, they were teaching a wide range of English subjects: English for EIC
students, English for specific purposes, and English for general education. The
subjects that they were responsible for varied according to agreements among the
departmental members. Some lecturers might teach only one subject while others
might teach four subjects in one semester. In summary, the teaching duties of the nine
RMUTS’ in-service EFL lecturers were diverse and depended on the teaching hours,
schedule, number of students per class, and the subjects they were responsible for.

In addition, the nine RMUTS’ in-service EFL lecturers were required to
perform research, provide academic services to the community, and preserve art and
culture. With regard to the research mission, they had to conduct research to fulfil the
job duties and to get paid for the extra teaching load. The research could be conducted
either by a single lecturer or a team; however, it was mostly conducted as a team.
They were also required to publish their studies in journals and/or present their studies

at conferences. The third mission is related to the utilisation of English knowledge to
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strengthen the surrounding communities. For example, the in-service EFL lecturers in
one Rajamangala University organised English activities for the local police officers.
The nine RMUTS’ in-service EFL lecturers organised projects and/or activities for the
communities at least once an academic year. The fourth mission was to promote and
support cultural activities in local and/or national settings. The nine RMUTSs’ in-
service EFL lecturers were required to join cultural activities such as Candle Festival,
Songkran Festival, and End of Buddhist Lent Day.

Finally, the nine RMUTSs’ in-service EFL lecturers could be assigned by the
university to perform miscellaneous duties. From the results of the interview, it was
found that the duties under this mission could be related to university assignments,
programme chairperson and committee, quality assurance (QA), student development
activities, administration and management, and development accomplishments based
on the institution’s identity hands on student. In addition, this mission also involved
other unofficial, occasional, and undocumented duties and responsibilities such as
being a money collector, unofficial student consultant, language tutor, and TOEIC
testing coordinator.

3.3 Recruitment of the participants

The population of this study was a group of 254 EFL lecturers working for the
nine RMUTSs in the 2016 academic year. Since this study consisted of three parts, the
participants were divided into three groups as follows:

Part Participants referred to as
Part I: Survey - Questionnaire Questionnaire respondents
- Interview Interview informants

Part II: Training and Part Il: Follow-up  Participants
3.3.1 Questionnaire Respondents

All questionnaire respondents were Thai EFL lecturers who were serving at
the nine Rajamangala Universities of Technology at the time of the survey. A total of
254 questionnaires were administered to the 254 EFL lecturers. Initially, 178
questionnaires were returned from all campuses. After the pre-examination of the
received questionnaires, 15 questionnaires were removed from the data analysis due

to incompleteness and outlier issues. The final number of completed questionnaires
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accepted into the data analysis was 163. The response rate of the returned
questionnaires was 64.17%. In addition, the size of the actual questionnaire
respondent sample exceeded the size of the expected sample since the expected
number of questionnaire respondents calculated by stratified sampling technique was
154 (See Appendix B). Table 5 presents the numbers of questionnaire respondents,
percentages of questionnaire respondents, and the response rates.

Table 5: The number, percentage, and response rate of questionnaire respondents
according to each stratum (N = 163)
Questionnaire respondents

Number Percentage

EFL Expected Actual

Response rate
(%)

No.  Strata  lecturers numbers return % Cml
1. RMUTI 27 16 16 9.82 9.82 59.26
2. RMUTK 20 12 12 7.36 17.18 60.00
3. RMUTL 45 27 30 18.40 35.58  66.67
4. RMUTP 27 17 17 10.43 46.01 62.96
5. RMUTR 15 9 9 5.52 51.53 60.00
6. RMUTSB 33 20 20 12.27 63.80 60.61
7. RMUTSV 21 13 13 7.98 7178 61.90
8. RMUTT 36 22 25 15.34 87.12 69.44
9. RMUTTO 30 18 21 12.88 100.00 70.00
Total 254 154 163 100.00  100.00 64.17

3.3.2 Interview Informants

In total, there were 48 interview informants who agreed to be interviewed.
They were mainly selected by using two sampling techniques: voluntary sampling and
snowballing. The researcher started the selection process with the voluntary sampling
method. The last part of the questionnaire was used to ask the questionnaire
respondents to voluntarily participate in the interview session by leaving their names
and contact information. Initially, 21 questionnaire respondents volunteered as
interview informants. In order to obtain more interview informants, the snowballing

technique was employed to gain more in-depth data. There were 27 interview
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informants obtained by using the snowballing technique. Therefore, the final number
of interview informants was 48.

3.3.3 Training participants
The participants were recruited from the population of RMUT EFL lecturers.

Using a purposive sampling technique, the researcher established a connection with
the in-service RMUT EFL lecturers whose qualifications met the selection criteria for
prospective participants in the study. The selection criteria were as follows:
- teaching English class(es) in the first semester of the 2016 academic
year at Rajamangala universities;
- being authorized to manage assessment activities in his/her own
English class(es);
- being able to participate in training activities organized by the
researcher;
- and being willing to participate in this study as a training participant.

The number of participants volunteered for Part II: Training and Part 111:
Follow-up was four. Table 6 shows the four participants’ profiles in terms of
pseudonym, gender, age, educational degree, English teaching experience, training in
student self-assessment (SSA), and courses under their responsibility.

Table 6: Participants’ profiles (n = 4)

Experience

— v X
o] @ : - g =
2 > English Training S o
] < 2 3
Name O Degree teaching inSSA © &

Zia F 41  B.A.in English 15 years None GE,
M.A. in (4 years at EICS,

Linguistics RMUTTO ESP

Madam F 31 B.Ed. in Teaching 8 years None GE,
Social Studies (2 years at EICS

M.A. in English RMUTTO
for

Communication
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(Continued)

Experience
— [T
3 @ : - L =
2 > English Training S o
7] < 2 3
Name O Degree teaching in SSA o 8
Lady Female 30 B.A.in French for 8 years None GE,
Communication (3 years at EICS
B.A. in English RMUTTO
M.A. in English
for
Communication
Navi Male 30 B.A.in French for 8 years None GE,
Communication (3 years at EICS,
M.A. in English RMUTTO ESP
for

Communication

* Note: GE — English courses in General education, EICS — English courses in the
Department of English for International Communication (EIC) offered to EIC
students, ESP — courses in English for Specific Purposes offered to students in other

departments

According to Table 3.2 the participants were four in-service EFL lecturers
who were serving at a campus of Rajamangala University of Technology Tawan-ok
(RMUTTO). They are referred to by their preferred pseudonyms of Zia, Madam,
Lady, and Navi. Their biographical backgrounds are described separately in terms of
their educational background, working experience, training experience, and personal
experience with SSA, as follows:

3.3.3.1 Zia

As someone in her forties, Zia was the most senior RMUT EFL lecturer
among the four participants. She obtained her Bachelor of Arts in English from a
university in Bangkok and received a Master of Arts in Linguistics from another

university. Also, she was the only one who had ever sojourned in an English-speaking
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country. In more than 15 years of teaching English, she had experienced working with
various Thai university systems, such as the private university system, the Rajabhat
University system, and the Rajamangala University system. Up until the time of the
study, she had worked for four years at RMUTTO. The English courses under her
responsibility were across all three course categories: English courses in general
education, English courses in the Department of English for International
Communication (EIC) offered to EIC students, and English for specific purposes
courses offered to students in other departments. This had given her exposure to
different groups of RMUTTO students and a wide range of course content.

Like other RMUT lecturers, she was required to attend the new RMUT
lecturer orientation and formal training in her first year. The orientation and formal
training did not provide her with assessment literacy in SSA as they were mostly
focused on the university mission, teaching methods, and the Thai Qualifications
Framework for Higher Education (TQF: HEd). Despite having no previous training in
the use of SSA, Zia quickly expressed her interest in using SSA in the classroom
because she remembered using SSA when she was a postgraduate student, and her
own research interest in self-regulation had given her a glimpse into the concept of
SSA. She strongly believed that the success of SSA depended on the students’ trust in
the lecturer. She also expressed her worries about the time spent on using SSA.

3.3.3.2 Madam

Madam was in her early thirties at the time of this study. Her educational
background was different from the others for she had a Bachelor of Education degree
(in teaching social studies) from a university in the south of Thailand. Her background
in education meant she was familiar with the concepts of classroom assessment as
well as the connection between instruction and assessment. She moved to the eastern
region of Thailand as she continued her studies for a Master of Arts degree in English
for Communication at a university there. After her graduation, she worked as a part-
time EFL lecturer in many public universities and as a language tutor, before being
appointed as a full-time in-service RMUT EFL lecturer. Working at RMUTTO was
her first experience as a full-timer. At the time of this study, she was pursuing her
Bachelor of Arts degree in English at an open university in Bangkok. With regard to
her service at RMUTTO, Madam had been working for RMUTTO for two years as a
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lecturer on English courses in general education and English courses offered to
students at the Department of English for International Communication (EIC). She
has expertise in teaching culture and business English.

Regarding her experience and training, Madam learned about SSA when she
was a graduate student. However, she had never experienced training in SSA and had
never employed SSA in her classrooms. In her first year of service at RMUTTO, she
received training in teaching instruction, the Thai Qualifications Framework for
Higher Education (TQF: Hed) and giving counselling. In addition, the university
aimed to promote English proficiency among community members, lecturers, and
students at the time she started working there. So, she had an opportunity to work
closely with a variety of students and lecturers from other departments and faculties,
including people from the community. As a result of the mentioned background, she
welcomed students’ feedback and different points of view. With regard to SSA, she
expressed her point of view that everyone was able to evaluate themselves in order to
develop themselves, regardless of their experience in language learning.

3.3.3.3 Navi

Navi was the only male training participant in this study. He turned thirty
during the study and he had completed 3 years of service at RMUTTO. At the time of
the study, he was also pursuing his second Bachelor of Arts degree in English at an
open university in Bangkok for the same reason as Lady and Madam. After he
obtained his master’s degree, he immediately began work as a full-time EFL lecturer
at RMUTTO. Navi had not only taught English courses in general education and
English courses in the Department of English for International Communication (EIC)
offered to EIC students, but he was also responsible for English for Specific Purposes
courses offered to students in other departments. His expertise is in translation and
English writing. Furthermore, Navi could be considered as a busy person since other
jobs in the department and faculty were also his responsibility, such as Head of
Cooperative Education, student affairs officer, and curriculum developer.

Navi had similar training experience to Zia, Madam, and Lady. That meant he
also had similar experience in using SSA. Prior to the study, he had never used SSA
and had never asked his students to do so. However, he claimed that he had asked his

students to give comments on their friends’ translation practices in order to improve
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each other’s work. He also preferred the students to set their own learning goals.
When asked about his perception of SSA, he replied that SSA required that students
had linguistic knowledge and appropriate characteristics. He was also worried that use
of SSA would consume his teaching time.

3.3.3.4 Lady

Lady was also in her thirties and the same age as Navi. They were also alike in
their educational backgrounds, except that Lady had earned two bachelor’s degrees.
Initially, she only had a bachelor of arts degree in French for communication from a
university in Thailand’s eastern region. After she earned them, she continued her
studies at the very same university and obtained a master of arts in English for
communication. She decided to obtain her second bachelor’s degree because the
Office of the Higher Education Commission had decreed that each university lecturer
should work in a field related to their course of study. So, she ‘fixed’ the problem of
her bachelor’s degree by graduating with one more bachelor’s degree in English from
an open university in Bangkok, in order to avoid future problems. As soon as she
graduated with her master’s degree, she started working as a full-time EFL lecturer at
RMUTTO. Prior to the study, she had spent three years teaching English courses in
general education and English courses offered to EIC students in the Department of
English for International Communication (EIC). Her expertise is in English reading
and business English.

Similar to other participants, she had received formal training from RMUTTO
in teaching instruction, the Thai Qualifications Framework for Higher Education
(TQF: HEd) and giving counselling. She had no experience with either using SSA or
being trained in SSA. Despite her lack of SSA background, she claimed that she used
to ask her students to give comments on their own presentations. She had also asked
her students to give comments and feedback on their friends’ presentations in forms
of peer-assessment. She viewed SSA as a tool for the students to learn their own
strengths and weaknesses. However, she was worried about the time needed for SSA
and the students’ lack of self-confidence to self-evaluate their own performance.

To sum up, all four training participants met the selection criteria of the
training participants. They were three females and one male who were serving as in-

service EFL lecturers at RMUTTO. They were experienced EFL lecturers with Master
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of Arts degrees. None of them had ever received training on student self-assessment
before. In addition, they aimed to enhance their assessment literacy with particular
reference to the use of student self-assessment. Their shared concerns toward the use
of student self-assessment in their classrooms were the time required and the students’
abilities to self-assess their own performance. In addition, it was found that Zia
expressed interest in the aspect of knowledge on the use of student self-assessment,
and the other three training participants wanted to learn about best practices of student

self-assessment in classrooms as well as student self-assessment instruments.

3.4 The training

The training course was called SSA Literacy Training for the participants,
which is referred to in this study as ‘the training’. The training was aimed at
improving the participants’ declarative and procedural knowledge and skills to plan,
implement, interpret, report, and use SSA for different teaching purposes. Also, the
training was tailored to the specific needs, preferences, and contexts of the
participants.

The development of the training consisted of three phases: examining the
needs and training preferences of the participants, designing the training, and
implementing and evaluating the training. First, examining the needs and training
preferences of the participants was conducted by examining the participants’ training
needs, because the training must serve the needs and training preferences of the
participants and build on the participants’ schema. Also, this phase provided the
researcher with information on the participants’ background knowledge of SSA,
regarding knowledge, skills, principles, conceptions, and language-specific
competency. Therefore, this phase was carried out to maximize the effectiveness of
the training on the participants’ language assessment literacy.

Second, in the designing the training phase, the training was arranged based
on the information received from examining the needs and training preferences of the
participants. The content of the five key domains of language assessment literacy was
integrated with the five core features of professional development: content focus,
active learning, coherence, duration, and collective participation. This integration was
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reflected in the content and training activities that were purposively designed to
promote the participants’ learning and practice.

Third, in implementing and evaluating the training, the researcher
implemented the training with the participants. The training lasted one semester. The
participants gained knowledge and skills in the workshops. They then implemented
what they had learned from the workshops in their classroom practice over the
semester. Their practice was examined in the conference and self-observation session.
The materials used during the semester were collected and put in the participants’
portfolios. By the end of the training, their knowledge, skills, principles, conceptions,
and language-specific competency were expected to have been promoted through the
training’s content and activities.

3.4.1 Examining the needs and training preferences of the participants

This phase consisted of four steps as follows.

3.4.1.1 Identify the outcomes of the training

The expected outcomes of the training were identified as follows:

SSA practice of the participants
- The use of SSA in the participants’ English classrooms
SSA literacy of the participants
- The participants’ knowledge of SSA
- The participants’ skills used to conduct SSA
- The participants’ principles of SSA
- The participants’ conceptions of SSA
- The participants’ awareness of students’ language-specific
competencies
SSA efficacy of the participants
- The participants’ confidence in their capability to employ SSA in
the classroom

3.4.1.2 Survey of needs and preferences

After the five key domains of SSA literacy and their constructs had been
identified, it was necessary to conduct a survey on the participants’ needs and training
preferences, and to examine the problems related to the use of SSA in the training

context. The researcher was able to use the results to select and prioritize the content
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and activities for the training. The research instruments employed in obtaining the
participants’ needs were the semi-structured interview for Part I: Survey (See 3.5.2)
and the checklist developed from the same constructs that were used for designing the
questionnaire (for the constructs, see 3.5.1). The information collection was
conducted in July 2016. The results were used to identify the content and activities to
be included in the training.

3.4.1.3 Identify the contents and activities of the training

The content of the training was arranged under the theme, “SSA in the
classroom,” with a terminal objective of enhancing the participants’ SSA literacy and
SSA efficacy in conducting SSA in their English courses. As provided below, the
content of the training was identified based on the information obtained from the
survey of needs and preferences. This content was integrated into the training
activities of the training.

- Why and how should SSA be used with my courses?

- Which SSA tool is appropriate for my English courses?

- How can | train my students to self-assess their own performances?
- How can | plan for implementing SSA in my English courses?

- How can | modify the SSA in my English courses?

- How can | know that I successfully use SSA in my English course?

The participants had stated that they preferred collaborative learning activities
and training activities that allowed them to customize their own SSA activities in their
English courses. Therefore, workshops, conferences, self-observation, and creating
teacher’s portfolios were selected as activities, because they could be used to promote
the five key domains of SSA literacy as well as serve the needs of the participants. In
addition, each training activity was integrated according to each topic of the SSA

training.
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3.4.2 Designing the training

The training on the use of SSA, which was delivered by the researcher, was
aimed at enhancing the participants’ SSA practice, SSA literacy, and SSA efficacy in
the use of SSA in their classrooms. The training was conducted over one semester,
from mid-August 2016 to December 2016, in the form of university-based
professional development. This section discusses the elements and structure of the
training as well as the plan for its implementation. The training consisted of
workshops, conferences, self-reflection, and creating portfolios (See Figure 3.2).

3.4.2.1 Workshops (See Appendices C, D, E, and F)

The workshops were intensive, short-term learning activities in which the
participants gained the knowledge and skills of SSA. It was expected that the
participants would consequently be able to apply the knowledge and skills to their
assessment practices in their English courses.

Purposes of the workshop

- The participants are able to comprehend SSA.
- The participants are able to develop a plan for implementing SSA in
their English courses.

Content of the workshop

Each workshop covered the following topics:

Workshop 1:  Why should SSA be used in my class?

Workshop 2:  Which SSA tool is appropriate for my class?

Workshop 3: How can | train my students to self-assess their own
performances?

Workshop 4:  How can | evaluate the plan for implementation of SSA
in my class?

Activities involved in the workshops

The activities in the workshops served two purposes: to enhance knowledge
and skills, and to improve the participants’ conceptions and principles. The
collaborative learning activities employed in the SSA training were developed based
on aspects of the collaborative learning activities recommended by Watson, Kendzior,

Dasho, Rutherford, and Solomon (1998). They are as follows:
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Unity-building activity. This was a scaffolding part of the training and the
starting point of the participants’ support group. This activity was for the participants
to get to know each other’s background, and share their ideas and experiences related
to the use of SSA. It began with the researcher (as the workshop moderator)
introducing the topic of the workshop and asking each participant to share their
schema for SSA. Then, the participants were asked to share their opinion on the use of
SSA based on the summary of two studies: one supporting the use of SSA and another
presenting the weaknesses of SSA. Then, the participants discussed the potential use
of SSA in their courses.

Direct-instruction presentations. The direct-instruction presentations were
used to deliver knowledge regarding the indicators of sound and unsound SSA,;
purposes of SSA; design and development of SSA; implementation and delivery of
SSA, and methods to prevent what might go wrong with SSA; the focused
achievement of SSA; SSA instruments; definition of SSA, factors affecting SSA
results and outcomes; and effects of SSA on stakeholders. The researcher, as the
presenter, provided information on the aforementioned key topics and supplemented
the presentation with handouts.

Small-group discussion. This activity was for the participants to discuss what
they had learned from the workshop and develop their plans and strategies for
applying SSA in their English courses. The nature, possibilities and limitations of
their English courses were discussed. The participants shared their ideas and received
suggestions from others and reflected on their future plans regarding the use of SSA.

Role-play/practice session. This activity was for the participants to apply SSA
and practice the implementation of it during the workshop. The participants practised
performing the following skills:

- Telling students the purpose of assessment
- Defining the task(s) clearly
- Encouraging impartial evaluation of performance or ability

- Ensuring beneficial washback through follow-up tasks
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The other participants observed and provided feedback and feedforward on
their practices.

Co-planning activity. This activity was for the participants to collaboratively
design SSA planning activities. The participants wrote their plans for implementing
SSA into their English assessment by using the knowledge received from the unity-
building activity, direct instruction presentations, small-group discussion, and role-
play/practice session. Then, the other participants gave comments on their plans.

Reflection time. At the end of each workshop, the participants reflected on
what they had learned about SSA. They were able to reflect on this in the pair/group
discussion or journal writing.

Materials (See Appendices C, D, E, and F).

According to Richards and Farrell (2005), appropriate materials for the
workshop should be authentic and relevant to the participants’ daily practices.
Therefore, the sample materials employed in the workshops were obtained from
previous studies. The materials were also designed based on the context of English
courses at Rajamangala University of Technology.

Evaluation and revision of the workshops

The appropriateness of the workshops’ contents, activities and materials was
evaluated by three experts in the field of professional development and English
teacher education. Using the Index of Item-Objective Congruence (I0C), the
workshops were evaluated in terms of the objectives of the workshops, the content of
the workshops, the activities employed in the workshops, procedures of the
workshops, materials employed in the workshops, time allocation in the workshops,
evaluation of the workshops, and overall contents and activities. Copies of the
workshops’ content and materials, and copies of the research synopsis were sent to the
three experts.

According to the three experts, all four workshops were acceptable,
appropriate, and congruent with the objectives of the training. With regard to the 10C
values and interpretations, workshop 1 was acceptable, appropriate and congruent
(10C =0.911); workshop 2 was acceptable, appropriate and congruent (I10C = 0.778);
workshop 3 was acceptable, appropriate and congruent (I0C = 0.844); workshop 4

was acceptable, appropriate and congruent (I0C = 0.956); and the overall evaluation
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of the workshops was that they were acceptable, appropriate and congruent (10C =
0.778).
In addition, the workshops and materials were revised according to the three
experts’ comments and suggestions as follows:
- The workshop should have a role play between students where they
are allowed to evaluate their own performances.
- The author should provide more space in the materials.
- The workshop should involve a discussion of the validity and
reliability of SSA.
- The author should provide practical SSA activities and/or tools.

After the revision, the revised workshops and materials were brought to the
participants to check for appropriateness as well as consistency between the
workshops and materials, and their needs. The participants suggested that the
workshop should provide them with more samples of SSA tools. After that, the
researcher revised the final versions of the workshops’ content and materials. The
final versions of the workshops’ content and materials, which were revised according
to the suggestions received, can be found in Appendices C, D, E, and F.

3.4.2.2 Conferences

The conferences were activities in which the participants met regularly to
discuss their practice of SSA in their English courses. Conferences can be used to
create a participants’ support group in which the participants socialize as a
professional community. The participants were able to observe and exchange their
conceptions and principles of SSA. As a result, their principles and conceptions of

SSA were expected to be enhanced (Brown & Keegan, 2008).
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- The participants could review and reflect on their practice of SSA in

their English courses

- The participants could exchange their experiences of practicing SSA

in their English courses.

- The participants could modify their practice of SSA in their English

courses by using peer feedback and feedforward.

Selected form of conference

The topics under discussion were related to SSA. The goals of the conferences

were as follows: (See Table 7).

Table 7: Conferences’ Themes and Goals

Conference Theme

Goals

Planning for the use of
SSA

1%t conference

Discussing the plan for
implementing SSA in each English

course

Self- and peer-reflection on the plan
for implementing SSA in each

English course

2" conference  Training on enabling
the students to self-

aSSess

Following-up on the modification of
the plan for implementing SSA

Discussing the implementation of the
training procedures required for the

students to self-assess

Self- and peer-reflection on the
implementation of the training
procedures required for the students

to self-assess
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(Continued)

Conference Theme Goals
3" conference  Accomplishments in Following-up on the modification of
using SSA the ongoing implementation of SSA

Discussing accomplishments in the

ongoing implementation of SSA

Self- and peer-reflection on
accomplishments in the ongoing

implementation of SSA

4" conference  Problems in using SSA  Following-up on the modification of

the ongoing implementation of SSA

Discussing the problems of the

ongoing implementation of SSA

Self- and peer-reflection on the
problems of the ongoing

implementation of SSA

Group organization

The researcher was responsible for starting the meeting, negotiating the
agenda, leading the discussion, and summing up the conference.

Time allocation

Each conference lasted about 10-15 minutes. The time was devoted to
discussion of their practice of SSA in their classrooms. Every participant received a
chance to talk about their practices.

Group meeting place

The conferences were held at the lecturer offices on the campus.
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3.4.2.3 Self-reflections
The researcher and the participants made an appointment with each other after
the participants had employed SSA in their classrooms.
Purposes
- to allow the participants to review and reflect on their practice of SSA
in their English courses
to enable the participants to self-assess their SSA practices
Performing self-reflections
The participants were asked to self-monitor, self-reflect, and give self-
feedback on the practical aspects of the SSA in their classrooms, by using the
participants’ self-report checklist (See Appendix L).
3.4.2.4 Portfolios
Creating a portfolio was recommended to the participants as a way to collect
evidence, documents, and other items that could provide information about their SSA
literacy, SSA practice, and efficacy in the use of SSA. The objectives of creating
portfolios were as follows:
Purposes
- to allow the participants to compile their profiles on the use of SSA.
- to enable the participants to review their development in SSA literacy,
and SSA efficacy
Introducing portfolios to the participants
The procedures to be used by the participants in compiling their portfolios
were introduced to them. The content of the SSA portfolios was presented as follows:
1. evidence of the participants’ understanding of SSA;
2. evidence of the participants’ knowledge and skills in implementing
SSA;
3. evidence of the participants’ SSA in the classroom;
4. documents showing the participants’ commitment to the SSA
training; and
5. information concerning the participants’ collaboration with their

colleagues to implement SSA.
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3.4.3 Implementing and evaluating the training

The training was implemented in parallel to the evaluation of the training. The
procedures of the implementation and evaluation were as follows:

3.4.3.1 Implementing the training

The implementation of the training took place in the first semester of the 2016
academic year. It lasted four months, from August 2016 to December 2016. The
workshops were implemented in August 2016. Then, the participants implemented
their SSA activities in their classrooms. During that period, the researcher acted as a
resource and facilitator for the participants. After the participants implemented SSA in
their classrooms, the researcher asked them to self-reflect on their own use of SSA in
their classrooms. Every month, the researcher conducted conferences for the
participants. Furthermore, they were asked to compile portfolios on their use of SSA.

The training activities and duration are presented in Figure 3.

| | |
Portfolios
Self-reflections
; | L
I Workshops ! Conferences !
I | I s
ﬁ o0 @ @ 00
August September October November December
First semester of academic year 2016

Figure 3: The training activities involved in SSA Literacy Training

3.4.3.2 Evaluating the training

The evaluation of the training was based on two criteria: how the training
corresponded to the domains and constructs of SSA literacy, and the training
feasibility as presented in Table 8.



Table 8: The adaptation of training activities to promote the five elements of

assessment literacy in the participants’ use of student self-assessment
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Training activities

Domains and Self-
constructs Workshop  Conferences Reflection Portfolios

Knowledge
SSA instruments v v
Implementation and v v
delivery of SSA, and
methods to prevent
what may go wrong
with SSA 4
Design and
development of SSA v v
Purposes of SSA v v
The focused
achievement of SSA 4 4
Factors affecting SSA
results and outcomes v v v
Definition of SSA 4 4
Effect of SSA on the
stakeholders v v
Indicators of sound and
unsound SSA v v v
Skills
Development of SSA v v v
Performance of SSA v v v
Evaluation of SSA v v v
Principles
Classroom practice v v v




(Continued)

Training activities

Self-
Domains and constructs  Workshop  Conferences  Reflection  Portfolios

SSA as an assessment for

learning 4 4 v
SSA as part of effective

planning 4 v v
Promoting the

understanding of goals and

criteria v v v
Fostering motivation v 4
Being sensitive and

constructive v v v
Focusing on how students

learn v v
SSA as key to professional

skills 4 v
Developing the capacity

for self-assessment v v v

Recognising all
educational achievement v v v

Conceptions
Irrelevance v v v

Improvement in teaching

and learning v v v
Student accountability v v v
University accountability v v v

(Continued)
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Training activities
Self-
Domains and constructs  Workshop  Conferences  Reflection  Portfolios

Awareness of students’
language-specific

competencies

Language norms of 4 v v v
English as a Foreign
Language (EFL)

Training feasibility

The training was analysed in terms of its feasibility as follows:

Technical feasibility. The Faculty of Humanities and Social Sciences,
Rajamangala University of Technology, Tawan-ok, had the technological resources
and facilities required to undertake the SSA training.

Schedule feasibility. ~ The participants had time to attend the workshops
before the semester began. They requested that the researcher schedule the
conferences one week prior. In addition, the training activities of the SSA training
were expected to be accomplished in the available time.

Operational feasibility. The training was beneficial for the participants. The
content and training activities were tailor-made to their own needs and context.
Therefore, the participants were able to apply the knowledge that they had obtained

during and after the training to their SSA practice in their English courses.
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This section provides descriptions of the research instruments employed in this

study. There were eight research instruments, as presented in Table 9.

Table 9: Summary of research instruments employed in this study

Research instruments Data For Answer

1. Questionnaire Quantitative Part I: Survey R.Q.1

Qualitative Part I1: Training R.Q.2

R.Q.3

2. Semi-structured Qualitative Part I: Survey R.Q.1
interview for Part I:

Survey

3. Classroom observation  Qualitative Part Il: Training R.Q. 2

form R.Q.3

4. Self-report checklist Quantitative Part I1: Training R.Q.2

Qualitative R.Q.3

5. Lecturers’ Qualitative Part Il: Training R.Q. 2

portfolios R.Q.3

6. Stimulated recall Qualitative Part 11: Training R.Q.2

interview R.Q.3

7. Field notes Qualitative Part I: Survey RQ.1

Part II: Training R.Q. 2

Part I11: Follow- R.Q.3

up
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(Continued)

Research instruments Data For Answer

8. The semi-structured Qualitative Part I11: Follow- R.Q.2
interview for Part I11: up R.Q.3
Follow-up

They are described in details as follows:
3.5.1 Questionnaire for Assessing the Nine RMUT EFL Lecturers’ Current SSA
Practices, SSA Literacy, SSA Efficacy, and Training Needs in the Use of SSA

Based on the review of related literature and previous studies, an exploratory
questionnaire was developed by the researcher to explore the questionnaire
respondents’ current SSA practices, SSA literacy, SSA efficacy, and training needs in
the use of SSA. It was also used to ascertain the four participants’ levels regarding
SSA practices, SSA literacy, SSA efficacy after the training.

3.5.1.1 Drafting the questionnaire

Based on the review of related literature and previous studies, and the research
design, six key constructs were determined as components of the questionnaire. They
were background information, SSA practice, SSA literacy, SSA efficacy, training
needs in the use of SSA, and closing entry: call for the interview informants. The six
parts of the questionnaire were developed with items pertaining to all six of the key
constructs.

Part I: Background information

This five-item part was comprised of a mixture of open-ended questions,
closed-ended questions, and partially closed-ended questions. They were designed to
collect data on each respondent’s age, sex, educational background, year(s) of English
teaching experience, and courses that they were teaching at the time of the data

collection.
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This 10-item part was designed to explore current SSA practice, which was

defined by the levels of the nine RMUTSs’ EFL lecturers’ procedural knowledge and

skills to effectively perform a sound SSA practice. The construct of the questionnaire

items was adapted from the review of the previous studies. To sum up, it was found

that there were three focuses of their SSA practice: implementation of SSA,

avoidance of SSA, and past experience with SSA. The construct of the questionnaire’s

focuses, item formats and options are shown in Table 10.

Table 10. The questionnaire’s focuses, item formats, and options

Items and focuses

Types of question format

Implementation

2.1 Experience in using SSA Filter/ Dichotomous

2.2 Extent of using SSA Semantic differential scale

2.3 Purposes of using SSA activities Multiple choice — Multiple
answers with an open-ended
question

2.4 Kinds of SSA activities Multiple choice — Multiple
answers with an open-ended
question

2.5 Effectiveness of SSA in promoting Semantic differential scale

students’ learning
2.6 Level of reliability of the SSA results Semantic differential scale
2.7 Problems or challenges encountered Multiple choice — Multiple

when using SSA

answers with an open-ended

question
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(Continued)

Items and focuses Types of question format

Avoidance

2.8 Reasons for not using SSA Multiple choice — Multiple
answers with an open-ended
question

Past experience with SSA

2.9  Specific course(s) as part of their Dichotomous with an open-

degree program(s) in which they ended question

learned about the use of SSA

2.10 Training/Workshop/Conferences where ~ Dichotomous with an open-

they learned about the use of SSA ended question

Part I11: SSA literacy

This 25-item part was constructed in order to investigate the questionnaire
respondents’ SSA literacy, which was defined as the declarative knowledge and skills
required to effectively perform a sound SSA practice. This includes the ability to plan,
implement, interpret, report, and use SSA for different teaching purposes. To
formulate the questionnaire items for this part, the related literature and previous
studies related to five key domains of assessment literacy were reviewed and

combined. The items were grouped as follows:

Domains Items
Knowledge Iltemno. 1-10
Skills Item no. 11 — 16
Principles Item no. 17 — 20
Conceptions Item no. 22 — 24

Awareness of student’s language-specific competencies  Item no. 25

Regarding the question format, the questionnaire items were similarly
displayed in columns with levels of agreement assigned to five-point rating scales.
The respondents were asked to indicate their levels of agreement with the statements
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on the five domains of SSA literacy. The points on the five-point rating scale
represented the following levels of agreement:

Number 5 means Strongly agree

Number 4 means Agree

Number 3 means Neither agree nor disagree

Number 2 means Disagree

Number 1 means Strongly disagree

Part IV: SSA efficacy

This 13-item part was formulated using Chapman (2008) framework of
assessment efficacy. In this study, the use of SSA efficacy was defined as the
confidence in one’s capability to employ SSA in the classroom, including declarative
knowledge of SSA. There were seven aspects of SSA efficacy which were subdivided

into 13 items of SSA efficacy as follows:

SSA efficacy in... Items
knowledge of SSA Item no. 1
developing assessment methods Itemno. 2 -3
administering, scoring and interpreting test results Iltemno.4-9
using assessment results for decision making Item no. 10
using assessment in grading Item no. 11
communicating assessment results Item no. 12
recognizing unethical practice Item no. 13

Similar to the questions in Part 111: SSA literacy, the questions in this part
were presented as items in columns with levels of confidence assigned to five-point
rating scales. The respondents indicated their levels of confidence in the provided
columns. The points on the five-point rating scale represented the following levels of
confidence:
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Number 5 means A very high level of confidence

Number 4 means A high level of confidence

Number 3 means A moderate level of confidence

Number 2 means A low level of confidence

Number 1 means A very low level of confidence

Part V: Training needs in the use of SSA

This 21-item part was aimed at collecting data on the respondents’ training
needs in the use of SSA. According to Desimone (2009) and Fulcher (2012), such
training should be designed based on the participants’ needs and schemas, which
could be obtained using a needs assessment (\Wongwanich, 2005). Therefore, the fifth
key construct dealt with the respondents’ training needs in the use of SSA. The items
involved in this part were adapted from Part 111: SSA literacy knowledge (items no. 1
—10) and skills (items no. 11 — 16). Additionally, items no. 17 — 20 were adapted
from the professional development activities recommended by Richards and Farrell
(2005). Similar to the items in Part I11: SSA literacy and Part 1V: SSA efficacy, these
20 items were presented in columns with levels of needs assigned to five-point rating
scales. The questionnaire respondents were instructed to respond with their levels of
training needs according to the statements contained in each item. The points on the
five-point rating scale represented the following levels of needs:

Number 5 means A very high level of needs

Number 4 means A high level of needs

Number 3 means A moderate level of needs

Number 2 means A low level of needs

Number 1 means A very low level of needs

Item no. 21 was added as an open-ended question for the questionnaire
respondents to provide additional suggestions with regard to training that would help
them improve their knowledge, skills and efficacy in the use of SSA.

Part VI: Closing entry: Call for the interview informants

This last part was used to recruit the interview informants from the
questionnaire respondents, by using a voluntary-response sampling technique. The

researcher began the call for interview informants by giving a short description of the
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interview session. Anyone who was interested in volunteering as an interview
informant could leave his/her name, affiliation, contact address, phone number, and
email address to enable the researcher to make contact. The prospective interview
informants would later be interviewed using the other research instrument — the semi-
structured interview for Part I: Survey.

3.5.1.2 Validation of the questionnaire

The questionnaire was subjected to the validation process for content validity,
construct validity, and face validity.

Content validity

The content validity, structure, and bias of the questionnaire was determined
by three experts in the fields of language testing and EFL teacher professional
development. Copies of the questionnaire and copies of the research synopsis were
sent to the three experts so that they could make any recommendations for
improvement. To find the general degree of agreement among the three experts, on
both individual items and the overall questionnaire, the Index of Item-Objective
Congruence (I0C) was adopted based on a score ranging from -1 to +1. Detailed
information on the index of item-objective congruence (IOC) and the three experts’
recommendations for revision of each questionnaire item can be found in Appendix I.
The overall questionnaire, as validated by the experts, was approved with an
acceptable 10C value (0.952).

Taking into account the three experts’ suggestions for revisions, the
questionnaire was revised. Based on the three experts’ opinions, no major changes
were made to the questionnaire. A full description of the minor changes made to each
item in the questionnaire can be found in Appendix I. Meanwhile, the revisions made

to the questionnaire are briefly summarized in Table 11.
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Table 11: Summary of questionnaire revisions

Part Summary of revision
Part I: Background - Provide more writing space.
Information - Use specific terms for the educational qualifications.
Part 11: SSA practice - Change the jargon to more general terms.

- Specify the type of information needed.
- Clarify the unclear words.

Part I11: SSA literacy - Change some ambiguous words to more accurate

words.

Part 1VV: SSA efficacy - Rearrange the order of items to be like the order of
the items in Part I11: SSA practice.

- Eliminate item no. 13 due to ambiguity.

Part V: Training needs - Change the word ‘skills’ to ‘practice’ in all items.
in the use of SSA - Change the word ‘learning how to’ to ‘practice

making’.

Face validity

Regarding the face validity of the questionnaire, the questionnaire was
designed to be in a questionnaire format with clear descriptions and instructions. The
questionnaire was also designed in a respondent-friendly format to obtain accurate
answers and increase the response rate. Check boxes and scale formats were used
throughout the questionnaire so the questionnaire respondents could complete the
questionnaire with ease. The questionnaire was initially written in English and then
translated into Thai in order to facilitate the questionnaire respondents, whose L1 was
Thai (See Appendix H). Moreover, the three experts were in complete agreement that
the questionnaire format and the face validity could be accepted without revision
(10C value = 1). Once the questionnaire was refined and revised according to the

three experts’ comments, it was ready for trying out with a sample.
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3.5.1.3 Reliability estimation of the revised questionnaire

After the questionnaire was revised and refined according to the three experts’
comments, it was tried out with a sample and then employed in the main study in
order to assess its reliability and find any instrumental or methodological mistakes
that required correcting. In this step, the questionnaire was tried out with a group of
40 RMUT part-time EFL lecturers whose characteristics were similar to the
prospective questionnaire respondents in the main study. There were 18 part-time
EFL lecturers from RMUTP, one from RMUTI, 12 from RMUTTO, and nine from
RMUTR.

Estimation of reliability

The internal reliability of the revised questionnaire was determined by using
IBM Statistical Package for the Social Sciences (SPSS) Statistics version 22 to
compute Cronbach’s alpha. The internal consistency of the revised questionnaire was

interpreted as follows.

Cronbach’s alpha Internal consistency
a>0.9 Excellent
09>a>0.8 Good

0.8>a>0.7 Acceptable
0.7>a>0.6 Questionable
06>a>0.5 Poor

05>a Unacceptable

(George & Mallery, 2003)

It was found that the overall revised questionnaire had excellent internal
consistency (o = 0.94, n = 40). When considering each individual part, it was found
that they all had excellent internal consistency: Part III: SSA literacy (o= 0.95, n =
40), Part IV: SSA efficacy (o = 0.93, n = 40), and Part V: Training needs in the use of
SSA (0= 0.95, n=40)
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3.5.1.4 Final revision of the questionnaire

According to the feedback from the try-out participants and the results from
the data analysis, the revised questionnaire achieved its objectives in collecting data
on the RMUT EFL lecturers’ SSA practice, SSA literacy, SSA efficacy, and training
needs in the use of SSA. On average, the try-out participants spent 30 minutes on
completing the questionnaire. Overall, the items, question formats, and question
responses were understood by the try-out participants; however, the directions for
Part I: Background information needed additional clarification on the types of
information needed from the questionnaire respondents. In addition, the consent
statement and privacy policy were presented on the first page of the revised
questionnaire at the request of the try-out participants. The final English version of the
questionnaire is provided in Appendix G and the Thai version of the questionnaire is

presented in Appendix H.

3.5.2 Semi-structured Interview on Current SSA Practices, SSA Literacy, SSA
Efficacy, and RMUT EFL Lecturers’ Training Needs in the Use of SSA

The semi-structured interview for Part I: Survey was developed to elicit
information and get an in-depth understanding of the nine RMUTSs’ in-service EFL
lecturers’ SSA practice, SSA literacy, and SSA efficacy, and the contexts of the nine
RMUTSs’ English classrooms. This instrument supplemented the data obtained from
the questionnaire. All interview sessions were conducted in Thai and were audio-
recorded with the consent of the interview informants. The audio recordings were
then transcribed verbatim. Any non-verbal information and additional information
found to be relevant to this study’s objectives were recorded using field notes.

3.5.2.1 Developing the interview questions

Initially, the interview questions for the semi-structured interview for Part I:
Survey were based on five focuses: (1) interview informants’ demographic data, (2)
SSA practice, (3) SSA literacy, and (4) SSA efficacy. There were 13 interview

questions in total. They are described as follows:
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Part I: Interview informants’ demographic data

This three-question part emphasized the English course(s) the interview
informants had taught, their experiences related to the SSA when they were students,
and their experience in any formal SSA training. The interview questions were
designed using a mixture of direct questions and specifying interview questions. The
researcher was allowed to ask follow-up questions at any time necessary.

Part I1: SSA practice

This part elicited in-depth information on the SSA practice exercised by the
interview informants. The interview questions were developed from the same
framework as Part I1: SSA practice, in the questionnaire. The three questions
separately emphasized the interview informants’ current use of SSA, purpose of using
SSA, and preferences regarding SSA practice in their classrooms. The interview
questions were a mixture of direct questions, specifying questions, and indirect
questions. Follow-up questions were also allowed.

Part I11: SSA literacy

This part investigated the SSA literacy of the interview informants. The
questions were developed based on the framework of language assessment literacy by
Fulcher (2012) combined with aspects of SSA from the literature on SSA. There were
five interview questions: three direct questions in the knowledge domain, one direct
question on conceptions and principles, and one indirect question followed by a
probing question in the skills domain. During the interview, the researcher added
follow-up questions when necessary.

Part IV: SSA efficacy

The last question of the semi-structured interview for Part I: Survey was
aimed at finding out the SSA efficacy of the interview informants. It was a mixture of
a direct question and a specifying question developed from the framework of
assessment efficacy by Chapman (2008) and aspects of SSA from the literature on
SSA.

3.5.2.2 Validation of the interview questions

The content validity of the interview questions was assessed by the three
experts by using the Index of Item-Objective Congruence (I0C). The IOC value was

calculated and interpreted using the same formula and criteria as the questionnaire
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(for reference, see 3.5.1.2 Validation of the questionnaire). Based on the 10C value,
the interview questions were regarded as acceptable (IOC value = 0.974). In addition,
no further revision was needed according to the three experts’ comments.

3.5.2.3 Reliability estimation of the interview questions

After the validation, the interview questions were tried out with the four try-
out participants. The intra- and inter-rater reliabilities, based on Cohen’s Kappa
statistics, were adopted for estimating the consistency. The results from Cohen’s

Kappa, as computed by IBM SPSS Statistics 22, were interpreted using the following

criteria.
Kappa (k) Interpretation
<0 Poor agreement
0.00 -0.20 Slight agreement
0.21-0.40 Fair agreement
0.41-0.60 Moderate agreement
0.61-0.80 Substantial agreement
0.81-1.00 Almost perfect agreement

(Landis & Koch, 1977)

According to the try-out results, each interview lasted approximately 15
minutes. The audio recordings from the try-out interview were transcribed and coded
twice by the researcher in order to achieve a high level of intra-rater reliability. A
rater was trained to analyse the transcription and familiarise themselves with the
coding schemes. Cohen’s Kappa was run to determine whether there was a
consistency between the first- and second-time coding (intra-rater reliability), and
between the researcher and the trained rater (inter-rater reliability). Based on Cohen’s
Kappa, the first- and second-time coding (intra-rater reliability) were in almost perfect
agreement, Kk = .951 (95% CI, .910 to .992), p <.0005; and the researcher and the
trained rater (inter-rater reliability) were in almost perfect agreement, k = .863 (95%
Cl, .769 to .929), p < .0005.

Regarding the comments and feedback from the try-out participants, the
researcher had a discussion with them to find out if any ambiguity or confusion
existed in the interview questions. Based upon the information from the discussion,

some interview questions were revised as follows:
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Item Revision
2 Specify the course; i.e. change ‘courses’ to ‘English course’
4 Specify the university; e.g. the class at RMUTTO, RMUTL, etc.
7 Add the purpose of asking this question. State that ‘answers are
neither right nor wrong’.
3.5.2.4 Final version of the semi-structured interview for Part I: Survey
The final version of the semi-structured interview for Part 1: Survey consisted
of 12 questions. It was divided into four parts: Part I: Interview informants’
demographic data, Part 11: SSA practice, Part 111: SSA literacy, and Part IV: SSA

efficacy. The interview questions are provided in Appendix J.

3.5.3 Classroom Observation Form
The classroom observation form was employed in order to observe the four
participants’ practices of SSA in their classrooms. In this observation, it was the
researcher’s role to observe the participants. Therefore, the classroom observation
form was designed to meet the researcher’s need to note down the SSA activities
carried out in classrooms during this session.
3.5.3.1 Designing the classroom observation form
To facilitate the observation, the classroom observation form was designed to
include a table with time intervals and room for observation notes, so that the
researcher could note down the SSA activities carried out in classrooms and when
they occurred. The following activities were recorded on the classroom observation
form.
- introducing students to SSA
- using SSA materials in the classroom

- giving feedback on students’ use of self-assessment
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As a footnote, an open-ended comment box was provided for the researcher to
note any additional comments.
3.5.3.2 Validation of the classroom observation form
The face validity of the classroom observation form was assessed by the three
experts by using the Index of Item-Objective Congruence (I0C). Using the same
formula and criteria as the questionnaire (for reference, see 3.5.1.2 Validation of the
questionnaire), complete agreement among the three experts was found (10C value =
1). Also, the three experts agreed that the classroom observation was appropriately
used to observe each training participant’s use of SSA in their classroom. In addition,
the classroom observation form was revised according to the three experts’ comments,
as follows:
- provide more space for notes;
- each observation interval should be 10 minutes long; and
- add information about the aids used in classrooms.
3.5.3.3 Reliability of the classroom observation form
After the revision, the classroom observation form was tried out in the
classroom of one of the try-out participants. She allowed the researcher to observe her
class. After the try-out, the researcher revised the classroom observation form by
adding a remark column to record the researcher’s opinion or supplementary
information during the observation.
3.5.2.4 Final version of the classroom observation form
After revision, the classroom observation form was divided into three main
parts. First, there was a section for recording the information of the observation
sessions: observation no., name of the lecturer, course title, time/date, and aids used.
Second, there was a three-column table: the first column was for the 10-minute
interval, the second column was for observation notes, and the third column was for
remarks. The last part was for the researcher to write down any additional comments.

The final version of the classroom observation form is presented in Appendix K.
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3.5.4 Self-report Checklist

The self-report checklist was designed for the four participants to self-report
their practices in the use of SSA. Similar to the classroom observation form, the self-
report checklist was designed to focus on the use of SSA in classrooms. The
difference between the classroom observation form and the self-report checklist was
that the self-report checklist included the participants’ preparation and modification in
the use of SSA, while the classroom observation form focused solely on the
participants’ observable practices in the classrooms.

3.5.4.1 Designing the self-report checklist

The self-report checklist was divided into three main parts: information on the
classroom and the participant, the implementation of SSA in classroom, and
additional comments. The information on the classroom and the participant provided
the researcher with a record of the self-report session no., name of the lecturer, course
title, time/date, and aids used. The main focus of the self-report checklist was the
items in the second part, which were generated from the review of related literature on
the implementation of SSA. According to H. D. Brown and Abeywickrama (2010)
and Cram (1995), implementation involves three stages: planning, implementation,
and reflective appraisal. There were 17 items in a checklist response format for the
participants to check whether they had covered the following aspects of SSA:
planning, implementation, and reflective appraisal. The last part of the self-report
checklist was an open-ended comment box provided for the participants to note their
additional opinions or comments on their practice of SSA.

3.5.4.2 Validation of the self-report checklist

The three experts were asked to assess the content validity of the self-report
checklist by using the Index of Item-Objective Congruence (I0C). The I0OC value was
calculated and interpreted using the same formula and criteria as the questionnaire
(for reference, see 3.5.1.2 Validation of the questionnaire). According to the 10C
value below, the three experts were in complete agreement that the self-report

checklist could be accepted without revision (I10C value = 1).
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3.5.4.3 Reliability of the self-report checklist

After the self-report checklist was validated by the three experts, four try-out
participants were asked to check their implementation of SSA by using the self-report
checklist. In the opinion of the try-out participants, jargon should not be used in the
self-report checklist. Therefore, the researcher revised the self-report checklist by
adding more descriptions and avoiding jargon that was too specific.

3.5.4.4 Final version of the self-report checklist

The final version of the self-report checklist was the same as the version of the
self-report checklist described in 3.5.4.4 as no further revision was required according
to the three experts. It can be found in in Appendix L.

3.5.5 Lecturers’ Portfolios

Evidence of the participants’ practices of SSA in their classrooms was
compiled in the participants’ portfolios. The participants’ portfolios were assembled
from the SSA evidence, documents, assignments, activities, and/or tools used during
the full term. These items provided useful information about their progress in SSA
practices. Sample workshop worksheets completed by the training participants can be
found in Appendix N and sample SSA tools taken from the participants’ portfolios
can be found in Appendix O.

3.5.6 Stimulated Recall Interview

To obtain data giving a qualitative insight into the participants’ SSA practice,
SSA literacy, and SSA efficacy, the stimulated recall interview was employed. Also,
they were asked to interpret or explain their actions during the implementation of SSA
in their classrooms. All sessions were audio-recorded with permission from the
participants.

3.5.6.1 Preparation for the prompts

The participants were prompted by the video recordings of their actions during
the implementation of SSA in their classrooms, the classroom observation forms, their
portfolios, and the researcher’s field notes. After the participants’ classes, the
researcher created a stimulus by sorting and compiling the data from the mentioned

instruments under the following themes: their implementation of SSA in classrooms,
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their purposes of using SSA, their procedures of using SSA, their challenges or
problems, and their achievements in using SSA. Prompted by the prepared stimulus,
the participants were asked to retrospectively recall and reflect on their perspectives
of thought and insight, and then verbalise their concurrent thoughts during that time.
Verbal prompts were given by the researcher when she wanted to encourage the
participants to give deeper explanations. Audio recordings were made as part of the
stimulated recall interview.

3.5.6.2 Validity issue of the stimulated recall interview

To increase the validity of the data from the stimulated recall interview, the
participants were trained to verbalise their thoughts by using the videos taken from
their first classes. Also, every stimulated recall interview was conducted after the
class had been dismissed in order to maximise memory retrieval and minimise the
time delay between the stimulated recall interview and the events. In addition, every
session of the stimulated recall interview was conducted in Thai to accommodate the
participants’ thoughts in Thai.

3.5.6.3 Reliability of the coding

For the intra-rater reliability, the researcher coded the transcription twice using
the same set of codes. For the inter-rater reliability, the researcher and the trained rater
employed the same set of codes to code the same transcription. Cohen’s Kappa
statistics were used to calculate the reliability estimation, and the results from the
calculation were interpreted using the same criteria as for the Semi-structured
interview for Part I: Survey (for reference, see 3.5.2.3 Reliability estimation of the
interview questions). Based on Cohen’s Kappa, the two coded transcriptions of the
researcher (intra-rater reliability) were found to be in almost perfect agreement, k =
.887 (95% ClI, .830, .944), p < .0005.; and the two coded transcriptions of the
researcher and the trained rater (inter-rater reliability) were also in almost perfect
agreement, K = .871 (95% ClI, .810, .932), p <.0005.
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3.5.7 Field Notes

During the data collection, the researcher made field notes in order to record
extensive observable information on the contexts, participants, and situations. Two
types of data were included in the field notes. The first type of data was descriptive
information or any factual data on settings, actions, behaviours, and conversations that
the researcher had observed and/or had with the participants. The second type was
reflective information about the researcher’s own questions, ideas, thoughts, or
concerns while collecting the data. The data from the field notes supplemented and
contributed to the data from other research instruments to provide a comprehensive
range of data. Sample of field notes can be found in Appendix P.

3.5.8 The Semi-structured Interview for Part 111: Follow-up

The last research instrument was employed in Part I11: Follow-up in order to
obtain reflection on and retention of the participants’ use of SSA in their classrooms
in the subsequent semester. The interview was conducted at the end of the second
semester of the 2016 academic year. The interview sessions were audio-recorded and
later transcribed verbatim.

3.5.8.1 Developing the interview questions

Mostly, the construct of the interview questions for the semi-structured
interview for Part 111: Follow-up was similar to the semi-structured interview for Part
I: Survey. It involved five focuses: (1) interview on informants’ demographic data, (2)
SSA practice, (3) SSA literacy, (4) SSA efficacy, and (5) additional comments
regarding the training and the use of SSA. The interview questions were aimed at
investigating the consequences of the training and were focused more on the
participants’ opinions. There was a total of eight interview questions, which are as
follows:

Part I: Interview on the informants’ demographic data

Since the researcher was familiar with the participants, this part contained only
one direct question asking about the course(s) they were teaching in the second
semester of the 2016 academic year.
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Part I1: SSA practice

This two-question part was a follow-up on the participants’ practice of SSA
after receiving the training. The two questions were a mixture of a direct question and
a probing question. The first question focused on their current practice and another
question addressed their future preferences regarding SSA practice. Follow-up
questions were also allowed.

Part I11: SSA literacy

This two-question part provided the participants with opportunities to recall
and reflect on their experience in using SSA. The first question was a direct question
based on conceptions and principles of SSA. Also, they were asked to self-evaluate
their SSA knowledge and skills after the training.

Part IV: SSA efficacy

There were direct and probing questions in this part. It was employed to allow
the participants’ self-evaluation of their SSA efficacy after the training.

Part V: Additional comments regarding the training and the use of student

self-assessment

This two-question part dealt with the participants’ additional comments. The
first question was for the participants to recall all the training activities and reflect on
them, while the second question focused on their self-reflection on the use of SSA.

3.5.8.2 Validation of the interview questions

The interview questions were validated by the three experts by using the Index
of Item-Objective Congruence (I0C). The IOC value was calculated and interpreted
using the same formula and criteria as the questionnaire (for reference, see 3.5.1.2
Validation of the questionnaire). Use of this instrument resulted in complete
agreement among the three experts (I0OC value = 1).

3.5.8.3 Final version of the semi-structured interview for Part 111: Follow-

up

The final version of the semi-structured interview for Part I11: Follow-up
consisted of eight questions across five parts: Part I: Interview informants’
demographic data, Part 11: SSA practice, Part I11: SSA literacy, Part IV: SSA efficacy,
and Part V: Additional comments regarding the training and the use of SSA. The

interview guestions are presented in Appendix M.
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3.6 Data Collection

The data collection was conducted between July 2016 and April 2017. Part I1:
Training took place in the first semester of the 2016 academic year, which was from
August 2016 to December 2016. Consequently, Part I: Survey was conducted in the
second semester of the 2016 academic year, which was from January 2017 to mid-
March 2017. Finally, Part 111: Follow-up took place at the end of March 2017.
Across all four parts, the researcher was principally responsible for contacting the
participants, delivering the training, collecting the data and information, and

rechecking the received data and information.

3.6.1 Part I: Survey

Part 1: Survey was conducted between January 2017 and mid-March 2017.
To obtain sufficient data that reflected the population of the study, this part employed
two methods for data collection. The first method was the use of a self-administered
questionnaire, and the second was an interview.

3.6.2.1 Questionnaire

The questionnaire was administered in July 2017 (See Appendix H). Every
contact person received a package in which the questionnaires were enclosed. The
package consisted of a cover letter, copies of the questionnaires, and pre-paid self-
addressed envelopes for returning the completed questionnaires.

Methods of delivering the questionnaire

The questionnaire was administered to the questionnaire respondents by using
two methods of delivery: hand delivery and postal mail. With regard to the hand
delivery method, the researcher administered the questionnaire to the questionnaire
respondents at the 19 locations. With regard to the postal mail method, it was applied
at five campuses since those research sites were spread across Thailand, far from the
researcher. The researcher contacted the contact persons at each campus and asked for
appropriate addresses to send the packages to. Then, the packages with the
questionnaires were mailed to the given addresses at the beginning of January 2017.
They were given until the end of January 2017 to complete the questionnaires. To
improve the response rate, the researcher followed up with the contact persons during



104

the designated time. After the questionnaire respondents had completed the
questionnaires, each contact person collected and returned the completed
questionnaires to the researcher using the pre-paid self-addressed envelope in the
package.

3.6.2.2 Interview

The interview was conducted using the semi-structured interview for Part I:
Survey (See Appendix J) as guidance. The interview took place after the
questionnaires had been distributed and returned to the researcher. The interview
session started in February 2017, after the list of interview informants was made.
Since the interview informants were recruited using voluntary-response sampling and
snowball sampling, it took from January 2017 to mid-March 2017 to complete this
stage. This meant that Part I: Survey lasted almost four months. Representing all nine
RMUT campuses, the total number of interview informants was 56. They were
lecturers, heads of department, associate deans, and program chairpersons. Every
interview informant was individually interviewed in Thai. The interview sessions
lasted approximately 15 minutes. The researcher only interrupted to ask for
clarification or ask probing questions.

Methods of interview

Due to flexibility in time and place, two methods of interview — which were
face-to-face and telephone interviews — were adopted. A total of 31 interview
informants were interviewed in face-to-face interviews and 25 were interviewed in
telephone interviews.

Face-to-face interview. After the researcher made appointments with the
interview informants, the researcher visited them at the designated times and places.
The interview informants were informed of the objectives of the study, and the use
and confidentiality of the obtained data. Then, the interview informants were
interviewed and audio-recorded. At the end of the interview, they were asked if they
could recommend other potential interview informants as a part of the snowball
sampling technique.

Telephone interview. The process of the telephone interview was similar to the
face-to-face interview, except for the fact that the interview informants were

interviewed over the course of a telephone call. The telephone interview sessions
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were conducted with interview informants who were located in areas which were hard

to reach for the researcher.

3.6.3 Part Il: Training

Five research instruments were applied in this part to collect data on the
effects of the training on the participants’ SSA practice, SSA literacy, and SSA
efficacy. Part I1: Training consisted of two main phases: before the training and
during the training.

3.6.3.1 Before the training

This phase was for preparing the participants for the training and for the
researcher to profile them. Before the participants signed consent forms, they were
informed about the objectives of the study, training interventions and activities, and
their rights as participants. In addition, each participant was interviewed using the
interview questions from the semi-structured interview for Part I: Survey in order to
obtain their background, teaching schedule, SSA literacy, SSA efficacy, SSA practice,
and their preferences with regard to the training. After the interview, the researcher
made an agreement with each participant regarding the classroom observation and
access to their SSA tools implemented in classrooms. Results from the interview were
used as a baseline for delivering the training.

3.6.3.2 During the training

This part was to examine the effect of the training on the participants’ SSA
practices, SSA literacy, and SSA efficacy. Five research instruments were employed
in parallel with the training. Additionally, challenges and contexts surrounding the
participants were also recorded.

Each research instrument was implemented as follows:

Participants’ portfolios

The participants were asked to keep their workshop materials and SSA tools
that they had employed in their classrooms, in the portfolios. The period for
compiling the portfolios was from the first workshop in August 2017 to mid-
December 2017, when the training was completed. The researcher asked for the

participants’ permission to access to their portfolios and scan the documents in their
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portfolios to create PDF files. Sample workshop worksheets and sample SSA tools
taken from the participants’ portfolios can be found in Appendix N and Appendix O

Classroom observation forms

Every class where the participants planned to implement the SSA activities
was observed by the researcher, who used the classroom observation forms (see
Appendix K). The researcher made an observation schedule with each training
participant. The researcher’s role was to be neutral and sit silently in the corner. The
researcher’s presence was noted by the four participants and the students; however,
interaction between the researcher, the participants, and the classes was limited. In
the first classes of the observed classrooms, the researcher introduced herself to the
classes and informed the students of her purposes of observing activities that
emphasized the lecturer’s practices and asked for permission to video record the SSA
activities in classrooms. The positions of the researcher and the camera were chosen
by the participants due to the appropriateness of the chosen space and their teaching

activities (See Figure 4).

Researcher and camera positioning Actual video recordings
for classroom observation

.# i
Position 1 'q/ I-|T|'.-|-
Researcher/
video camera
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Y@ aaas

Researcher/
video camera

Figure 4 The positions of the researcher and the camera during classroom
observations (Note: “Photos taken and shown with permission from the

participants and the students”)
After the SSA activities in the classrooms were over, the researcher followed

the plan and conducted a post-observation self-reflection with the participants as a

part of self-reflection.
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Participants’ self-report checklist

As a part of the conferences, the participants were asked to self-report their
perceived SSA practices, SSA literacy, and SSA efficacy as well as any additional
self-reflections by using the participants’ self-report checklist (See Appendix L).
Therefore, the participants could look at their assessment practices from their own
perspectives as well as collect data on their unobservable practices in the use of SSA
in classrooms.

Stimulated recall interview

The video recordings of the SSA activities taken in the classrooms, portfolios,
and field notes derived from the classroom observation forms were analysed by the
researcher in order to prepare the stimuli for the subsequent stimulated recall
interview, where the segments of video recordings, portfolios, and information from
the field notes were used as prompts. The focuses of the prompts were on how they
introduced the SSA tools to the students, how they explained the SSA tools to the
students, how they monitored students and gave them advice, and how they explained
the results to the students. After that, the participants were invited to the stimulated
recall interview, in which they were asked to think retrospectively and verbalise the
thoughts they had had while implementing SSA. The interview was conducted in
Thai. All verbal reports were audio-recorded and transcribed verbatim.

Field notes

The field notes were used to record the researcher’s additional descriptions
and reflections on particular situations. Making the notes involved writing both brief
and detailed descriptions of what happened at the research sites. The field notes were
employed throughout the data collection period.
3.6.4 Part I11: Follow-up

At the end of March 2017, the researcher invited the four participants to take
part in the face-to-face interview sessions. There, the participants were interviewed
using the semi-structured interview for Part I11: Follow-up (See Appendix N). The

audio recordings were transcribed verbatim.
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The analyses of the data, arranged according to the type of data and the

relevant research question, are summarized in Table 12.

Table 12: Summary of the Research Questions, Phases of the Study, Participants,
Data Sources, Types of Data, and Data Analysis

Data collection

Research Research Research Types Data
guestions  Part participants instruments of data analysis
1 1 163 Questionnaire Quantitative  Mean,
respondents SD
Qualitative  Content
analysis
48 informants  Semi-structured  Qualitative Content
interview (for analysis
Phase I1)
Field notes Qualitative  Content
analysis
2 2+3 4training Classroom Quantitative  Frequency
participants observation Qualitative Content
form analysis
Self-reported  Quantitative  Frequency
checklist Qualitative Content
analysis
Stimulated Qualitative Content
recall analysis
interview
Lecturers Qualitative Content
portfolios analysis
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Data collection

Research Research Research Types Data
qguestions Part participants  instruments of data analysis
Semi- Qualitative Content
structured analysis
interview (for
Phase I11)
Field notes Qualitative Content
analysis
3 2+3 4training Classroom Quantitative  Frequency
participants observation Qualitative Content
form analysis
Self-reported  Quantitative  Frequency
checklist Qualitative Content
analysis
Stimulated Qualitative Content
recall analysis
interview
Lecturers Qualitative Content
portfolios analysis
Questionnaire  Quantitative ~ Mean, SD
Semi- Qualitative Content
structured analysis
interview (for
Phase I11)
Field notes Qualitative Content

analysis
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The data analysis is described in detail in this section.

Primarily, the raw quantitative and qualitative data from the research
instruments were manually keyed in and transferred onto separate coding sheets in
Microsoft Excel 2016. The quantitative data sets were pre-screened for mistakes,
errors and missing values. The database was then transferred to a piece of computer
software for data analyses. For the qualitative analyses, NVivo 11 for Windows was
employed. The results from NVivo 11 for Windows were rechecked using manual
coding. For the quantitative statistically analysis, IBM Statistical Package for the
Social Sciences (IBM SPSS) version 22.0 was solely employed. To enable data
analysis, the calculated mean scores (X) were classified according to a five-interval
scale [0.80 from (Max-Min/total level)]. Therefore, the means from the quantitative
analyses in this study were interpreted as follows:

X =4.21-5.00 means Very high degree
3.41-4.20 means High degree
2.61 — 3.40 means Moderate degree

X

X
X=1.81-2.61 means Low degree

X =1.00—-1.80 means Very low degree

3.7.1 Quantitative data

Two research instruments were used with the quantitative data. They were the
questionnaire, and participants’ self-report checklist. They were analysed differently
as follows:

The questionnaire

For Part I: Background information, the frequencies (f) of the questionnaire
respondents’ age, sex, educational background, year(s) of English teaching
experience, and courses that they were teaching were analysed. For Part 1I: SSA
practice, frequency (f) was analysed for the filter/dichotomous questions, multiple
choice questions with multiple answers, and dichotomous questions with open-ended
questions. Means (X) and standard deviations (SD) were calculated for the semantic
differential scale questions. For Part I11: SSA literacy, Part IV: SSA efficacy, and Part
V: Training needs in the use of SSA, the mean (X) and standard deviation (SD)

calculations were carried out for the five-point rating scale items to find out the levels
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of the questionnaire respondents’ SSA literacy, SSA efficacy, and training needs in
the use of SSA.

Participants’ self-report checklist

To investigate the extent of the SSA practices, as perceived by the
participants, the frequencies (f) of the checked items on the participants’ self-report
checklists were counted.

3.7.2 Qualitative data

Eight research instruments produced qualitative data. They were the
questionnaire, the semi-structured interview for Part I: Survey, classroom observation
forms, participants’ self-report checklists, participants’ portfolios, stimulated recall
interview, field notes, and the semi-structured interview for Part I11: Follow-up. The
qualitative data was prepared and analysed as follows:

Preparing for transcription

Written data. The written data obtained from the questionnaire, classroom
observation forms, participants’ portfolios, participants’ self-report checklist, and
field notes were computerised and rechecked for accuracy.

Audio-recorded data. The audio-recorded data from the semi-structured
interview in Part I: Survey, stimulated recall interviews, and the semi-structured
interview in Part I11: Follow-up were transcribed verbatim. Then, the transcriptions
were rechecked for accuracy.

By the end of the transcription process, there were 24 data sets in total,
classified according to month and participant (See Table 13). The participants were
assigned pseudonyms so that they could remain anonymous and keep their identities

confidential.
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Table 13: Qualitative data sets produced in the data analysis, and the underlying data
from the research instruments

Quialitative data set (classified according to time of

data collection, data source, and participant)

Training Aug. Sep. Oct. Nov. Dec. Mar.
participant 2016 2016 2016 2016 2016 2017
Lady SetL1 SetL2 SetL3 Set L4 Set L5 Set
L6
1234, 34567 34567 7 4,7 7,8

5,6,7
Madam Set M1 Set M2 Set M3 Set M4 Set M5 Set
M6
1,2,34, 3,4,5,6,7 7 3,4,5,6,7 4,7 7,8

5,6,7
Navi Set N1 Set N2 Set N3 Set N4 Set N5 Set
N6
1,2,3,4, 7 3,4,5,6,7 7 34567 7.8

5,6,7
Zia Set Z1 Set Z2 Set Z3 Set 74 Set Z5 Set
Z6
1234, 3456,7 34567 3456,7 7 7,8

5,6,7

Note:  The numbers in the table represent the transcriptions of each research
instrument, as follows:

= Questionnaire

= Semi-structured interview for Part I: Survey

= Classroom observation forms

= Self-report checklists

Lecturers’ portfolios

= Stimulated recall interview

= Field notes

© N o o b~ W N P
I

= Semi-structured interview for Part I11: Follow-up
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Content analysis

The recursive content analysis approach was employed across the qualitative
data sets. The aims of this analysis were (1) to insightfully examine the effect of the
training on the participants’ SSA practices, SSA literacy, and SSA efficacy; and (2) to
capture emerging themes that could describe the situations which occurred during the
training. Since the researcher was acquainted with the context, the analysis was
carried out according to the insiders’ views (Kottak, 2016) because it allowed the
researcher to analyse the data from the viewpoints and perspectives of the group of
training participants.

Five phases of content analysis comprised this data analysis (J. W. Creswell,
2009; Green, 1998). The details are provided under the following stage headings.

1. Read through the data sets. All transcripts from every data set were
holistically read to get an overview of the contexts, situations, activities, and contents.

2. Divide up the transcriptions in each data set into meaning units and
condensed meaning units. The transcriptions were then manually segmented into
small meaning units. Each meaning unit conveyed one single meaning. Based on the
recurrent patterns of the meaning found in each meaning unit, the meaning units were
condensed and sorted into categories. Each meaning unit was assigned sentence
numbers to facilitate the researcher’s data management.

3. Formulate codes, categories and themes. The list of codes was developed
for the coding process. The codes were constructed by refining the research questions
and the definitions of terms. After the refinement of the research questions, four areas
of behaviour were considered as relevant areas of interest in this study. The first area
of behaviour [When] related to the time, period, duration, or span of each event when
the interview informants and participants addressed or showed their SSA practices,
SSA literacy, and SSA efficacy, including any time they encountered problems or
challenges. The second area of behaviour [What] was related to the SSA-related
activities or actions that were employed by the interview informants and participants,
as well as their increased levels of SSA literacy and efficacy. The third area of
behaviour [How] related to the procedures, phases, and processes employed by the
interview informants and participants when they implemented SSA activities, gained

SSA literacy, and gained SSA efficacy. The last area of behaviour was [why], which
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related to the reasons behind their actions, decisions, solutions, ideas, and opinions on
SSA in their classrooms. After the four areas of code were determined, coding was
carried out at higher levels — categories and themes. The codes were compared and
contrasted with each other in order to determine whether they could be placed in the
same categories. Then, the process was repeated by grouping the relevant categories
into meaningful themes.

4. Classify the meaning units into categories/themes and detect possible
emerging themes. Three coding processes — namely open coding, axial coding and
selective coding (Neuman, 2011) — were retrospectively applied to this study.

- Open coding: This procedure was used to tentatively identify and label the

condensed meaning units based on the meanings emerging from the data set.

The open coding procedure emphasized words, phrases, contexts, consistency,

frequency, extensiveness, and specificity of the SSA practices, SSA literacy

and SSA efficacy found in the condensed meaning units. Any substantive
codes that emerged during the open coding procedure was included in the
codebook. The coded meaning units were then labelled and highlighted
descriptively.

- Axial coding: The coherence, relationships and connections found during the

open coding procedure were inductively observed and categorized.

- Selective coding: Regarding the research questions, the core findings from

the axial coding were identified and summarised as key ideas.

5. Validity and reliability check for the coding process: These three coding
processes were repeatedly performed across the data sets. A formative check of
validity and reliability was recommended when 50% of the data sets were completely
analysed (Kohlbacher, 2006). With regard to the validity, the construct validity was
examined by observing how well the coded data set represented the theories and
situations of SSA practices, SSA literacy, and SSA efficacy. To check the intra-rater
reliability, the researcher coded the interview transcription twice and compared the
results by using Cohen’s Kappa. Also, the inter-rater reliability was obtained by
having the researcher and the rater code the interview transcription independently, and
then compared the results of each rater by using Cohen’s Kappa. In addition, the

summative check of validity and reliability was performed again after the data
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analysis was completed. The findings were interpreted based on the coded meaning
units. Finally, the results of the coding process were combined with the frequency of
each code. In the findings reports, thematic descriptions were used to present the

descriptions and explanations of the situations and activities involved in this study.

3.8 Ethical Issues

In this study, the questionnaire respondents, interview informants, and
participants were informed of the data controllers’ identities, the purpose(s) of the
research instrument for which the data would be used, information on how the data
would be used, and the third parties to whom the researcher might pass on the data
and/or results of the study. The personal information, which could be used to identify
the questionnaire respondents, interview informants, and participants, was strictly
confidential. The findings of this study were reported using pseudonyms. In Part I:
Survey, the questionnaire respondents and interview informants’ names and their
affiliations were mentioned using abbreviations. For instance, RMUTSB-11B
(abbreviation for interview informant no. 1 from Rajamangala University of
Technology SB). Also, the participants in Part 1l: Training and Part I11: Follow-up
were asked by the researcher to sign the consent form before attending the training
and participating in the data collection. The participants were informed that their
personal information, which could be used to identify them, would be strictly
confidential and they would remain anonymous. They would be referred to using only
their pseudonyms. For example, Navi (pseudonym) was an EFL lecturer from RMUT

A (pseudonym for Navi’s affiliation).
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CHAPTER IV
RESULTS

This chapter is divided into four sections as follows:
4.1 Results for Research Question 1

4.2 Results for Research Question 2

4.3 Results for Research Question 3

4.4 Conclusion

4.1 Results for Research Question 1

The purpose of Research Question 1 was to explore the nine RMUTSs’” EFL
lecturers’ assessment literacy, assessment efficacy, and assessment practice on the use
of SSA in their classrooms. The questionnaire survey and interviews served as the

sources of data. The results of Research Question 1 are presented as follows:

4.1.1 Results from the questionnaire

The questionnaire covered the following parts: demographic information,
assessment practice, assessment literacy and assessment efficacy. The respective
results are presented as follows.

4.1.1.1 Demographic information of the questionnaire respondents

The 163 questionnaire respondents, who are hereafter referred as to ‘the
respondents’, were drawn from a population of 254 EFL lecturers from the nine
RMUTSs. As can be seen in Table 14, it was found that the majority of the respondents
were female (76.07%). Their ages ranged from 31 to 45 years old. In terms of
educational background, 142 respondents (87.12%) held a master’s degree. With
regard to the field of the study, 137 respondents had degrees in the liberal arts
(84.05%) and 26 had degrees in education (15.95%). Regarding their job
responsibilities, more than half of them had been working as EFL lecturers at the nine
RMUTSs for less than 10 years. In terms of the English courses under their

responsibility, 57 respondents taught one English course per semester (34.97%), 73 of
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them taught two courses per semester (44.79%), 31 of them taught three courses per

semester (19.02%), and two of them taught four courses per semester.

Table 14 : Demographic information of the respondents (n = 163)

Demographic

Demographic profile n % profile n %
Gender English teaching
Female 124 76.07 experience at the
Male 39 2393 9 RMUTs

0—5years 55 33.74
Age 6 — 10 years 48 29.45
25 — 30 years old 17 10.43 11 — 15 years 20 12.27
31 — 35 years old 41  25.15 16 — 20 years 10 6.13
36 — 40 years old 40 2454 21 — 25 years 14 8.59
41 — 45 years old 21 12.88 26 — 30 years 4 245
46 — 50 years old 13 7.98 31— 35 years 6 3.68
51 — 55 years old 16 9.82 36 years up 6 3.68
56 — 60 years old 15 9.20

Number of
course(s)

Highest level of taught per semester
education 4 2 123
Bachelor’s 4 2.45 3 31 19.02
Master’s 142 87.12 2 73 44.79
Doctoral 17 10.43 1 57 34.97
Fields of study
Linguistics, Literature, 137 84.05
ESP, or Language for
communication
TEFL or TESOL 26 15.95
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Part 2 of the questionnaire was designed to explore the assessment practice of
the respondents. A total of 99 respondents (55.97%) indicated that they used SSA in

their classrooms, while 69 respondents (42.33%) reported that they had no experience

in using SSA in their classrooms. Those who reported using SSA were further

investigated with regard to their assessment practice, according to the following

aspects: purposes of using SSA, SSA instruments employed in classrooms, perceived

levels of SSA in classrooms, and reasons for not using SSA instruments in

classrooms.
There are four parts related to assessment practice.
1. Purposes of using SSA

There were eight purposes for the implementation of SSA, as reported by the

respondents and presented in Table 15.

Table 15: Purposes of using SSA (n = 94)

Purposes of using SSA Frequency
e To encourage students to self-appraise their current 103
proficiency level and identify areas to improve for their
continual development
e To enable students to become owners of their learning 61
e To encourage students to self-appraise their current level 42
of learning achievement and identify areas to improve for
their continual development
e To add a self-assessment dimension to motivate students 42
to learn
e To encourage students to monitor their learning processes 38
e To make classroom assessment fair by also looking at 19

assessment results from students’ perspectives

e Others
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According to the results in Table 4.2, the most popular purpose of using SSA
was to encourage students to self-appraise their current proficiency level and identify
areas to improve for their continual development (f = 103), while the least popular one
was to make classroom assessment fair by also looking at assessment results from
students’ perspectives (f = 19). Four respondents reported their purposes of using SSA
as ‘others’ (f = 4). They elaborated by stating that they used SSA to explore the
students’ needs, which were later used as primary data for their action research.

2. SSA instruments employed in classrooms

As shown in Table 16, six SSA instruments were implemented in the nine
RMUTSs’ EFL classrooms. It was clearly seen that the most frequently used SSA
activity was using a checklist and questionnaire (f = 44) and the least frequently used
one was using a learning log/journal (f = 22).

Table 16 : SSA instruments employed in classrooms SSA (n = 94)

SSA instruments Frequency
1. Students used a checklist/questionnaire to assess their 44
performance.
2. Students developed materials, exercises, or tests for their 37
own learning.
3. Students wrote a reflection on their performance 36

immediately after finishing a particular task.
4. Students created a portfolio of their work. 28

Students kept a learning log/journal. 22

3. Perceived levels of SSA in classrooms
Table 17 presents the perceived levels of implementation of SSA, perceived
levels of SSA reliability, and perceived levels of SSA effectiveness in promoting

students’ learning.
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Table 17: The perceived levels of SSA in classrooms (n = 94)
Perceived levels

Very Very
Aspects high High  Moderate  Low low
Implementation of SSA in 6.38% 21.28% 45.74% 18.09% 8.51%
classrooms
SSA reliability 532% 31.91% 54.26%  7.45% 1.06%
SSA effectiveness in 6.38% 35.11% 57.45% 0% 1.06%

promoting students’ learning

It was found that the respondents reported a moderate level of SSA
implementation in their classrooms. With regard to the reliability of SSA, the
respondents perceived that they used SSA with a moderate level of reliability.
Regarding the effectiveness in promoting student learning, they thought that SSA
could promote student learning at a moderate level.

4. Reasons for not using SSA instruments in classrooms

The 69 respondents who reported not using SSA identified eight reasons
behind the absence of SSA practice in their classrooms, as presented in Table 18.

Table 18: Reasons for not using SSA instruments in classrooms (n = 69)

Reasons Frequency
The class size was too large. 28
Use of student self-assessment results was unreliable. 16
Use of student self-assessment increased a lecturer’s 15
workload.
Others 14

Students tended to underestimate their own performance. 13
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(Continued)

Reasons Frequency
Students did not cooperate. 8
The use of student self-assessment instruments in the class 8
was time-consuming.
Students tended to overestimate their own performance. 7

Class size was reported as the biggest reason for not using SSA in classrooms
(f = 28). The other reasons included the reliability of SSA (f = 16), teachers’
workloads (f = 15), students’ underestimation of their own performance
(f = 13), time consumption (f = 8), lack of student cooperation (f = 8), and students’
overestimation of their own performance (f = 7). In addition, 14 respondents indicated
their reasons as ‘Others’, which were later elaborated on in the open-ended section. In

this section, the respondents stated that they had inadequate knowledge of SSA.

4.1.1.3 Assessment literacy in the use of SSA

In Part 3 of the questionnaire, the respondents indicated their levels of
knowledge, skills, principles, conceptions, and awareness of students’ language-
specific competencies regarding SSA. The results are presented in Table 19 as
follows:

Table 19: Levels of assessment literacy in the use of SSA (n = 163)

Levels
No.  Assessment literacy in the use of SSA X SD  Interpretation
1.  Knowledge: I know...
1.1 the purposes of SSA. 3.29 1.004 Moderate
1.2 skills and factors that are focused 3.18 .968 Moderate
on in SSA.
1.3 the definition of SSA. 3.17 991 Moderate
1.4 the strengths and weaknesses of 3.13 1.057 Moderate
SSA.

Note: See page 99 for the score interpretation.
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Levels
No.  Assessment literacy in the use of SSA X SD  Interpretation
1.5 the challenges in using SSA. 3.07 .963 Moderate
1.6 the steps taken in using SSA tools.  2.94  .983 Moderate
1.7 the details of SSA tools. 291 932 Moderate
1.8 how to evaluate the implementation 2.87 1.007 Moderate
plan for SSA.
1.9 how to draft an implementation 2.79 919 Moderate
plan for SSA.
1.10 how to revise the implementation 2.79  .980 Moderate
plan for SSA.
Overall level of ‘Knowledge’ 3.01  .803 Moderate
2.  Skills: I am able to...
2.1 explain the steps taken in using 3.36 2.629 Moderate
SSA tools with my students.
2.2 analyse the context of my English 3.25 1.031 Moderate
course so that I can choose
appropriate SSA tools.
2.3 select the appropriate SSA tools for 3.20 1.001 Moderate
my classes.
2.4 demonstrate the steps taken in 3.12 1.080 Moderate
using SSA tools with students.
2.5 try out and revise the 3.07 1.037 Moderate
implementation plan for SSA in
each of my English classes.
2.6 draft the implementation plan for 3.06 1.044 Moderate
appropriate SSA in my own
classes/teaching contexts.
Overall level of “Skills” 3.17 1.007 Moderate

Note: See page 99 for the score interpretation.
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Levels
No.  Assessment literacy in the use of SSA X SD  Interpretation
3. Principles: I think that SSA ...
3.1 s sensitive and constructive. 3.69 .933 High
3.2 is an assessment for learning. 3.64 .980 High
3.3 can be used to promote students’ 3.64 .960 High
understanding of how they are
assessed or expected to perform,
regarding their language
performance.
3.4 can be practiced in the English 3.60 1.010 High
classroom.
3.5 can be used to foster motivationto  3.53 .912 High
learn English among the students.
Overall level of ‘Principles’ 3.62  .808 High
4. Conceptions: I believe that SSA ...
4.1 s applicable to my classes. 3.81 .920 High
4.2 can be used to improve teaching 3.78 .923 High
and learning.
4.3 can be included as part of the 3.72 871 High
learning standards of the
curriculum (e.g. The curriculum
should include student self-
assessment activities as part of
classroom activities).
Overall level of ‘Conceptions’ 3.77  .845 High

Note: See page 99 for the score interpretation.



(Continued)

124

Levels

»|

No.  Assessment literacy in the use of SSA

SD

Interpretation

5 Awareness of Students’ Language-

specific Competencies: | am aware that

5.1 my students use and study English ~ 3.56
as a foreign language, so they may
have some limitations in self-
assessing their own English

performance.

.982

High

Overall level of ‘Awareness of 3.56
students’ language-Specific

competencies’

.982

High

Overall level of SSA literacy 3.29

.697

Moderate

Note: See page 99 for the score interpretation.

According to Table 19, the overall level of assessment literacy in the use of

SSA was moderate (x = 3.29, SD = .697). It was found that the participants reported

having moderate levels of assessment literacy in the first two domains: knowledge
(x =3.01, SD = .803) and skills (x = 3.17, SD = 1.007). On the other hand, they

reported having high levels of assessment literacy in principles (x = 3.62, SD = .808),

conceptions (X = 3.77, SD = .845), and awareness of students’ language-specific

competencies (X = 3.56, SD =.982).
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4.1.1.4 Assessment efficacy in the use of SSA

The results regarding the levels of assessment efficacy in the use of SSA are
presented in Table 20.
Table 20: Assessment efficacy in the use of SSA (n = 163)

Levels

SD  Interpretation

ol

No.  Assessment efficacy in the use of SSA

I am confident that I have ...

adequate knowledge of SSA. 3.02 916 Moderate
I am confident that I ...

develop SSA tools that my students can 3.01 1.045 Moderate

use to self-assess their own performance.
develop SSA plans that my students can 294 970 Moderate
use to self-assess their own performance.

Overall level of ‘development’ 3.10 917 Moderate

I am confident that I am able to...

explain the concept of SSA to my 3.23 1.014 Moderate
students.

explain the procedures of SSA to my 3.21 3.279 Moderate
colleagues.

explain the procedures of SSA to my 3.18 1.018 Moderate
students.

explain the concept of SSA to my 3.17 1.022 Moderate
colleagues.

explain to the students what the results 3.07  .969 Moderate
from SSA mean for their learning.
explain the results of SSA to my 3.02 916 Moderate

colleagues.
Overall level of ‘explanation’ 3.05 1.044 Moderate

I am confident that I am able to monitor ...

students’ progress using SSA. 3.18 1.012 Moderate

Note: See page 99 for the score interpretation.
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Levels
No.  Assessment efficacy in the use of SSA X SD  Interpretation
I am confident that I am able to make use...
of the results from SSA to evaluate 3.18 .968 Moderate
students’ performance.
of the results from SSA as a part of 3.01 .994 Moderate
grading.
Overall level of ‘usage’ 3.18  .927 Moderate
Overall level of assessment efficacy 3.09 .914 Moderate

Note: See page 99 for the score interpretation.

According to Table 4.7, the overall level of assessment literacy in the use of
SSA was moderate (x = 3.09, SD = .914). The respondents reported a moderate level
of confidence that they had adequate knowledge of student self-assessment (x = 2.91,
SD =.952). They also felt moderately confident in their abilities to develop student
self-assessment activities (x = 3.10, SD = .917). When asked about the procedures in
implementing student self-assessment, the respondents reported being moderately
confident in their abilities to explain student self-assessment (x = 3.05, SD = 1.044) as
well as monitor their students’ progress (X = 3.18, SD = 1.012). Finally, they reported
that they felt moderately confident in making use of the SSA results (x = 3.18, SD =
.927).

4.1.1.5 Training needs in the use of SSA

In general, the respondents reported having a high level of needs regarding
training on the use of SSA (X = 3.68, SD =.798). Their needs were divided into four
categories: need for knowledge in the use of SSA, need for skills in the use of SSA,
need for training activities, and additional needs. Meanwhile, challenges regarding

training on the use of SSA were also addressed.
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1. Needs for knowledge in the use of SSA

The results indicated that the respondents were mostly concerned about their
knowledge regarding the implementation of SSA in their classrooms (See Table 21).
The following pieces of knowledge were given a high priority: how to write the
implementation plan for SSA (x = 3.75, SD = .977), how to revise the implementation
plan for SSA (x = 3.80, SD = .963), details of SSA tools (x =3.72, SD =1.014), and
steps taken in using SSA tools (X =3.71, SD = .955). The factors affecting failure in
using SSA also came into focus as they reported a high level of need to learn about
challenges in using SSA (x = 3.68, SD = .960). In addition, they needed to know
about the skills and factors focused on in using SSA (X =3.97, SD = .950), and the
purposes (X = 3.61, SD = .933), strengths and weaknesses (X =3.61, SD = 1.014), and
definitions (x = 3.55, SD =.931) of SSA.
Table 21: Needs of knowledge in the use of SSA (n = 163)

Levels
No. Knowledge X SD Interpretation
1.  How to revise the implementation plan 3.80  .963 High
for SSA
2. How to write the implementation plan 3.75 977 High
for SSA
3. Details of SSA tools 3.72 1.014 High
4.  Steps taken in using SSA tools 3.71 .955 High
5. Challenges in using SSA 3.68  .960 High
6.  Skills and factors that I can focus on in 3.67  .950 High
using SSA
7. Purposes of SSA 3.61  .933 High
8.  Strengths and weaknesses of SSA 361 1014 High
9.  Definitions of SSA 3.55 931 High
Overall level of need for ‘Knowledge’ 3.68 .861 High

Note: See page 99 for the score interpretation.
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According to the respondents’ opinions from the open-ended responses,
knowledge in the use of SSA was considered as a key factor affecting their practice of
SSA in their classrooms. One participant mentioned:

“Teachers should know the student self-assessment very well in order to
explain it to the students. As a result, the students will be able to self-assess
themselves. [RMUTL-Q191]”

2. Needs for skills in the use of SSA

When the respondents were asked to identify their needs for skills in the use of
SSA, they reported having a high level of overall need (X =3.74, SD = .916) (see
Table 22). It was shown they put importance on the context of their English classes (X
= 3.81, SD =.978) and the appropriateness of the SSA tools (x = 3.81, SD = 1.003) as
they rated skills in these aspects as highly needed. Also, they said they would prefer
to learn how to demonstrate (x = 3.75, SD = 1.019) and explain (x = 3.72, SD =
1.003) the steps taken in performing SSA with their students. Unlike knowledge,
skills in drafting (x = 3.71, SD = 1.000) and revising the implementation plan (X =
3.60, SD = 1.016) were not prioritised, though they still rated these skills as highly

needed.
Table 22: Needs of skills in the use of SSA (n = 163)
Levels
No. Skills X SD Interpretation
1  Analysing the context of their English class 3.81 .978 High
2  Selecting appropriate SSA tools 3.81 1.003 High
3 Evaluating the implementation plan for 3.76  .961 High
SSA
4 Demonstrating the steps taken in 3.75 1.019 High
performing SSA with the students
5  Explaining the steps taken in performing 3.72 1.003 High

SSA with the students

Note: See page 99 for the score interpretation.
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Levels
No. Skills X SD Interpretation
6  Drafting the implementation plan for SSA  3.71 1.004 High
in their English course(s)
7 Revising the implementation plan for SSA  3.60 1.016 High
in their English course(s)
Overall need for ‘Skills’ 3.74 916 High

Note: See page 99 for the score interpretation.

3. Needs for training activities employed in training on the use of SSA

According to Table 23, the respondents had a high level of preference for four
training activities in particular (x = 3.60, SD = .855). Participating in a workshop was
most reported (X = 3.78, SD = 1.025). The respondents also had a high level of
preference for participating in teacher conferences (x = 3.57, SD = 1.018), making
portfolios on their implementations of SSA in their classrooms (X = 3.56, SD = .982),
and having individual conferences with trainers (x = 3.47, SD = 1.032).

Table 23: Needs of training activities in the use of SSA (n = 163)
Level of needs

No. Training activities X SD Interpretation

1.  Participation in a workshop 3.78 1.025 High

2. Participation in a teachers’ conference 3.57 1.018 High

3. Practice making my own portfolio 3.56 .982 High

4.  Participation in an individual conference  3.47  1.032 High
Overall need for ‘Training activities’ 3.60  .855 High

Note: See page 99 for the score interpretation.
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4. Additional training needs

The open-ended responses from the questionnaire indicated other needs in
addition to those for knowledge, skills, and training activities (See Table 4.11). ‘Other
needs’ can be divided into two categories: formal training activities and support.
These two additional needs, according to the respondents, were considered as key to
the success of training on the use of SSA.

According to Table 24, the respondents wanted to learn about practical
activities and see a model of the use of SSA in the formal training. More specifically,
they called for the practice of skills to develop SSA and a context-specific model of
the use of SSA. In addition, it seems that the respondents believed that support was
another important factor affecting the success of training. At least two forms of
support, which were group support and departmental support, were mentioned in the
open-ended responses. Also, it was found that they did not want training to interrupt
their working routines, so they said they would prefer to arrange an appropriate time
to receive the training.

Table 24: A summary of open-ended responses from the questionnaires on training
needs in the use of SSA (n = 163)

Sub- Sample excerpts from
Category category Preferences the open-ended responses
Formal Content of Promote “There should be training in
training training knowledge to  order to promote the lecturers’
activities develop SSA efficiency in developing SSA

tools...[RMUTTO-Q13B)”

Practice skills  “Lecturers should be trained

to develop in SSA in order to create

SSA standard SSA rubrics and
boost lecturers’ self-
confidence in using SSA
tools.[RMUTL-Q3077 "
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Sub- Sample excerpts from
Category category Preferences the open-ended responses
Demonstrate a  “There should be a prototype
concrete for SSA that could be applied
model to RMUT students. [RMUTT-
QI3K]”
“I want to learn about or see a
model of SSA in English
courses. [RMUTI-Q16K]”
“I would like to attend a
seminar which shows concrete
examples of SSA. [RMUTT-
QI14K]”
Support Group Provide “Lecturers should have an
support lecturers with  opportunity to exchange their
group support  experiences in using SSA, so
they can revise or develop
their use of SSA. [RMUTTO-
Q13B]”
Departmental Promote “There should be a seminar
support mutual about SSA to promote mutual
understanding  understanding among the
lecturers. [RMUTTO-Q18C]”
Others Timing Deliver “An appropriate time means

training at an
appropriate

time

training should not be
arranged during teaching
periods. [RMUTTO-Q13B] "
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5. Perceived challenges regarding the training on the use of SSA

In the open-ended responses, the respondents also revealed possible challenges
regarding the training on the use of SSA. The results were grouped into three
categories: students’ characteristics, students’ prior knowledge, and lecturers’
working conditions (see Table 25). These challenges were a concern as they were
considered threats to the effectiveness and plausibility of the training, as one
respondent mentioned:

“Even though teachers already have sufficient knowledge and skills in the use
of SSA in classrooms, they may not be able to implement the SSA in the actual
classrooms due to many factors. [RMUTT-Q7K]”

Table 25: Perceived challenges that the lecturers might encounter during the use of
SSA (n = 163)

Challenges Sample excerpts from
Category Sub-category  Asthreatsto  the open-ended responses
Students’ Honesty Validity of SSA  “...It could hardly be used
characteristics as a tool for grading

because its accuracy was

influenced by the students’
honesty. [RMUTK-Q3B]”

Responsibility  Effectiveness of  “Those who are able to use

SSA SSA instruments must have
responsibility. [RMUTK-
Q1B]”
Maturity Process of SSA  “The students might lack

maturity or have
insufficient maturity to self-
evaluate their own
performance. [RMUTT-

Q6K]"”
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Challenges

Category Sub-category

As threats to

Sample excerpts from

the open-ended responses

Students’ prior  Linguistic

Effectiveness of

“I thought that the students

knowledge knowledge SSA might lack adequate
linguistic knowledge to self-
assess themselves.
[RMUTT-Q17K]”
Lecturers’ Distinct Implementation  “We had such a different
working context of SSA background from the other
conditions universities, so we could
not use the same SSA as
others do. [RMUTTO-
018C]”
Lecturers’ “SSA was a good practice,
workloads but it was hard to

implement it in classrooms
because we carried
teaching loads of more than
24 hours/week. [RMUTI-
QI4K]”

With regard to the first two categories — students’ characteristics and students’

prior knowledge — the respondents were concerned that the students’ characteristics

would affect the validity, effectiveness and process of SSA. They considered SSA to

be highly reliant on the students. They believed that students were the ones who

controlled their evaluations and assessments. Therefore, they thought that the

students’ honesty, responsibility, and maturity were threats to the trustworthiness of

SSA in classrooms. One participant wrote:

“By nature, it is hard for the students to be honest [in their own assessment].
Therefore, SSA in our contexts may be ineffective. [RMUTK-Q3B]”
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Also, some were concerned about whether students with limited knowledge of
English would be able to self-assess their own work. These opinions might be rooted in
their beliefs that SSA was a student-controlled activity.

Finally, the lecturers’ working conditions were regarded as a crucial challenge
to the success of training on the use of SSA. With regard to the specific context of
RMUT, one respondent considered the nine RMUTS as a unique context in which the
lecturers needed to tailor SSA to their own classrooms. The workloads were also
considered as a threat to the success of the training and the assessment practice in the
use of SSA.

4.1.2 Results from the interview

The interview of 48 informants provided in-depth information related to the
assessment practice, assessment literacy, assessment efficacy, and training needs in
the use of SSA.

4.1.2.1 Demographic information of the interview informants

A total of 49 interview informants, who are hereafter referred to as ‘the
informants, participated in the interview. Table 26 presents the demographic
information of the informants, namely gender, affiliations, position(s), highest levels
of education, SSA experience when the informants were students, and SSA
experience after the informants became lecturers. It was found that the informants
were comprised of 36 females (76.60%) and 11 males (23.40%). The majority of the
informants were from RMUTL (42.55%). Most of them worked as lecturers
(83.33%), while six of them worked as lecturers and heads of department (12.50%)
and two of them worked as lecturers and associate deans (4.17%). With regard to their
educational background, most of the informants held master’s degrees (85.42%).
When asked about their experiences in SSA, 34 informants said they had experienced
SSA when they were students (70.83%) and 39 of them said they had implemented
SSA with their students since they began working as EFL lecturers at the nine
RMUTSs (81.25%).



Table 26: Demographic information of the informants (n = 48)
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Demographic

Demographic profile n % profile n %
Gender Highest level of
Female 36 76.60 education
Male 11  23.40 Bachelor’s 2 4.17
Master’s 41 85.42
Affiliation Doctoral 5 10.42
RMUTI 1 213
RMUTK 3 6.38 Field of study
RMUTL 20 42.55 Linguistics, 38 79.17
RMUTP 1 2.13 Literature, ESP, or
RMUTR 2 4.26 Language for
communication
RMUTSB 3 6.38 TEFL or TESOL 10 20.83
RMUTSV 5 851
RMUTT 4 851 Use of SSA as a
RMUTTO 9 19.15 postgraduate
Use 34 70.83
Position(s) Never use 14 28.17
Lecturer 40 83.33
Lecturer and Head of 6 12.50 Use of SSA as a
Department lecturer
Lecturer and Associate 2 417 Use 39 81.25
Dean Never use 9 18.75

4.1.2.2 Interview data and prevalent themes

The interview data were grouped into three coding themes: (1) assessment

practice in the use of SSA, (2) assessment literacy in the use of SSA, and (3)

assessment efficacy in the use of SSA. The data analysis and coding of the interview
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data revealed the prevalent coding categories and sub-categories, as presented in

Table 27.
Table 27: Coding results for interview data (n = 48)
Number
Coding themes Number of of
Category Sub-category informants excerpts
Assessment SSA instruments 42 220
practice inthe  Purposes of using SSA 15 38
use of SSA Effectiveness of SSA
- Accuracy of SSA 12 22
- Students’ underestimation 12 28
- Students’ overestimation 10 26
- Reliability of SSA 2 3
Problems in the use of SSA
- Lecturers’ workloads 14 35
- Time consumption 14 19
- Students’ cooperation 17 37
- Students’ honesty 5 11
Assessment Knowledge
literacy inthe - Definition of SSA 19 34
use of SSA - Concepts of SSA 6 9
Skills 0 0
Principles 15 36
Conceptions
- Student characteristics 23 52
- SSA asan irrelevance 3 6
Awareness of students’ language- 21 43
specific competencies
Assessment Not being confident in the use of SSA 20 60
efficacy inthe  Being confident in the use of SSA 16 23
use of SSA Factors affecting assessment efficacy 5 9
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As presented in Table 4.14, the analysis of the interview data revealed that the
informants spoke in-depth about their assessment practice, assessment literacy,
assessment efficacy, and training needs in the use of SSA. The results from the
interview are discussed in detail in the following section.

4.1.2.3 Results regarding assessment practice in the use of SSA

The three results that emerged in the analysis are as follows:

SSA instruments were used as supplementary activities in EFL classrooms.

SSA instruments were employed to supplement instructional activities and/or
other classroom-assessment instruments. To supplement the instructional activities,
the informants used SSA instruments to help the students accomplish the assignments.
For example, one of the informants from RMUTL employed SSA instruments as part
of the instructional activities. She explained that she took her students to a hotel as a
part of her English course, for training in table manners. Then, she asked her students
to write reflective journals because she wanted her students to reflect on what they
had learned about table manners and to be aware of what they had learned. Similarly,
one of the informants from RMUTSB gave the students a writing checklist for them to
recheck their writing assignments before submission. By giving the students the
writing checklist, he believed that his students could better cover the requirement of

the assignment. He described his writing checklist as follows:

“[After I taught the students about the components of essay writing] 1
assigned the students a writing assignment, which was accompanied by a
checklist. The checklist provided the students with the components of the
essay. Each student could self-check if the writing assignment was complete;
if the essay contained a main idea, body, support, and claim; and if their
essay was good. [RMUTSB-12H]”

In addition to using SSA instruments to supplement instructional activities, the
informants also reported using SSA instruments to supplement peer assessment and
lecturer assessment. One informant claimed that SSA could be used to recheck the

lecturer assessment. In addition, SSA was found to supplement peer assessment
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because the lecturer wanted her students to learn about themselves by comparing their
performance to their friends’ performances. However, the use of SSA was still
considered as supplementary. This is evident in the following excerpt, where one
informant from RMUTL stated:

“Their [the students] friends helped by commenting on their performances.
Then, they self-evaluated their own performances. Finally, it was time for the
lecturer assessment. SSA instruments, in my classroom, were treated as
supplementary. [RMUTL-//2P]”

However, the use of SSA to supplement the instructional activities backfired
on the lecturers. Many informants claimed that the students did not cooperate in SSA
activities because the students did not receive a score for them which went towards
their grade. The informants believed that the students’ cooperation in SSA activities
was so important that this factor played a role in the success and failure of SSA
implementation in the nine RMUTs’ classrooms. The students’ cooperation in SSA
activities worried the informants since it could demotivate the lecturers to use SSA.
One informant from RMUTSB recalled that her students did not cooperate in her SSA
activities when she gave them a questionnaire as a tool to self-assess their work. The
students seemed to perform carelessly in the use of SSA instruments because SSA, to
the students, was not part of grading. She ended up doubting the obtained SSA results,

as she said:

“...The students just glanced over the instruments. They were not active
learners by nature. If the questionnaire included too many items, they would
not answer properly. When | gave them a test, they just glanced over the test
and carelessly did it, or even worse, left the test blank. They knew there was
no score. That was why | did not believe that I could get accurate and
trustworthy results from SSA instruments. [RMUTSB-/1H] "
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To solve this problem, one informant offered the students extra marks for
cooperation in his SSA activities. He reported:

“The students just read through the SSA task roughly and quickly finished it.
SSA instruments were successful if I gave them an extra mark. If I did not,
they would never cooperate in SSA activities. Period! Frankly speaking, the
students would definitely not cooperate in the SSA activities unless the
lecturer offered the extra marks. [RMUTTO-12B/”

Effectiveness of SSA was judged by the lecturers’ perceived validity and

reliability of SSA results.

Some informants indicated that they made judgements on the effectiveness of
SSA in their classrooms from their perceived validity and reliability of SSA results.
The informants claimed that they knew their students’ actual levels of performance
and proficiency, and they could estimate the levels of their students’ performances
accurately. When their students presented them with the SSA results, the lecturers
quickly compared the SSA results with their own estimations. They sometimes found
that the students underestimated or overestimated their performance. Once the
lecturers perceived that the students did not accurately self-assess their performances
and what the students wrote was discrepant from their actual performances, they
doubted the effectiveness of SSA. One informant from RMUTTO justified that
opinion when they stated: “The SSA results were not consistent with what I had seen
in classrooms. Therefore, | did not believe in SSA. [RMUTTO-12C]”

Furthermore, it was believed that the participants attributed the validity of
SSA to the students’ honesty. One informant explicitly noted, “the effectiveness of
SSA was influenced by the students’ honesty.”. Hence, one of the informants from
RMUTL believed that the use of SSA at the nine RMUTs would not be successful, as
shown when she said, “the use of SSA with the nine RMUTs’ students would not be
effective because some students did not reflect on their own true performance abilities

[RMUTL-I5L]”. To support her claim, she recalled her experience:
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“I was not sure if the students honestly reported their thoughts. They might
not have reported their genuine feelings. They might hate my course but still
have given compliments. [RMUTL-I5L]”

Similar to the informant from RMUTK, he reported doubts regarding the
validity of the SSA results. He even argued that the SSA results were not trustworthy:

“The students would try to please you. If you wanted the truth, you needed to
look at the students’ Facebook profiles. If you searched for the ones that did
not have you in their Facebook friend lists, you would then know what they
really thought about you and your courses. Pieces of information that the
students reported in your classroom could not be trusted as fact. [RMUTK-
I1B]”

This issue was so crucial that some informants thought that SSA was useless
because it could not deliver accurate and reliable results. As a result, some informants
did not implement SSA in their classrooms. One informant described how the
inconsistency between SSA results and her observations led to her decision not to
implement SSA in her classroom:

“In fact, I thought the students did not behave as they claimed that they did in
the SSA. I knew they did not do it honestly. There was no point letting the
students self-assess their performances anymore. The students tended to be
biased towards themselves. In my own experience, | felt like there were always
two groups of students: those who underestimated themselves and those who
overestimated themselves. They always either praised their performance
excessively or needlessly criticised it. [RMUTTO-13C]”
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Lecturers’ workloads affected the underrepresentation of SSA in the nine

RMUTs’ EFL classrooms.

Many lecturers did not use SSA because they had overwhelming workloads to
deal with, so they could not implement the ‘time-consuming’ SSA activities in their
classrooms. These workloads and issues of time consumption forbid them from using

SSA in their classrooms, as one informant from RMUTL explained:

“When I asked my students to write a reflective journal, it meant that the 50
students would submit 50 reflective journals to me. It would have been a
burden if I had asked them to write weekly reflective journals because | would
have needed to provide them with feedback. | was at this time teaching
English writing and translation courses. | would not have been able to assess
a massive pile of reflective journals in time. [RMUTL-72C]”

It was interesting that those who encountered the workload issue tended to
avoid, decrease, or stop their implementations of SSA because they thought that the
implementation of SSA required more time and effort. For example, one informant

described why she never used SSA in her classroom as follows:

“I never used SSA in my classroom because I had a ton of work to do. I was

always engaged in meetings, and | taught many classes. [RMUTL-/6C]”

She continued by adding that she perceived that SSA was time-consuming
with regard to preparation and implementation. Her situation is depicted by conditions

where workload issues have led to a perception that SSA is time-consuming.

“Due to my limited time, I did not use SSA in my classrooms. I needed more
time because | might have needed to explain the SSA instruments to the
students. | also needed to prepare myself to use the SSA instruments. | only
had time to prepare the content and stuff for my daily lessons. | could not add
more activities like SSA. [RMUTL-/6C]
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4.1.2.3 Results on assessment literacy in the use of SSA

The results that emerged in the analysis of assessment literacy in the use of
SSA are presented within the frameworks of assessment literacy, which involve
knowledge, skills, principles, conceptions, and awareness of students’ language-

specific competencies.

Knowledge and skills

Most of the informants had limited knowledge and skills. This can be seen
from the following statements in the interview. When asked what SSA was, most of
the informants adhered to the literal meaning of SSA rather than displaying peripheral
knowledge. For example, one informant from RMUTSB explained that SSA was
assessment of one’s self, as stated in the question. Also, one informant from RMUTT
added, “Assessment means evaluation, doesn’t it? Therefore, self-assessment is an
evaluation of one’s self. [RMUTT-13K]” When asked to elaborate on SSA, the
informants were able to explain the purposes and steps of SSA. Most of them were
experienced lecturers; therefore, they could associate their prior teaching experience
with SSA. With regard to the purposes of SSA, it was found that the informants used
SSA to predetermine the students’ background knowledge. One informant reported, “I
wanted to know if the students had the prerequisite vocabulary size before taking my
course. [RMUTTO-/4B]”

Principles

According to the informants, SSA is an assessment for learning.
Some informants required the students to examine their strengths and weaknesses so
the students could plan for their own learning. One informant from RMUTSV
reported, “The students self-evaluated their performances to identify their strengths
and weaknesses, and consequently improve their performances [RMUTSV-12N]”.
Also, SSA was found to be a good tool for promoting students’ understanding of how
they are assessed or expected to perform, regarding their language performance. One
informant from RMUTK explained, “I wanted my students to monitor their
performances and make judgements on whether they could accomplish the learning

objectives of my course. [RMUTK-13B]” Many informants found that SSA was



143

effective in promoting the students’ understanding of scoring criteria, as one
informant from RMUTL described:

“I gave my students some scoring criteria when they gave presentations in my
course. By doing so, my students were able to check if they had met the
scoring criteria, which included aspects such as eye contact, body language,
voice, etc. [RMUTL-/1P]”

Conceptions

The results indicated that the informants were certain that SSA was applicable
to the nine RMUTS’ EFL classrooms. One informant from RMUTTO stated, “SSA
could be applied in our classrooms. Our students could perform SSA [RMUTTO-
11B] . One informant from RMUTL felt that SSA should be included in the
curriculum as part of its learning standards; as she said, “If possible, SSA should be
added into TQF.2 as a part of curriculum standards. We should systematically plan
for SSA in each course. [RMUTL-13P]”

Awareness of students’ language-specific competency

Those who indicated that they had been teaching the nine RMUTSs’ students
for many years were more aware of the students’ language-specific competency than
those who were novice lecturers. It was found that the students, according to the
informants, had limited English proficiency. For example, one informant from
RMUTR mentioned, “the students’ levels of language proficiency were somewhere
between beginner and lower intermediate level. [RMUTR-/7S] ”. Due to the students’
limited language-specific competencies, many informants were worried that the
students could not perform SSA effectively. One informant from RMUTTO
explained:

“My students’ English grammar competencies were limited. How could they
self-evaluate their own performances? They still needed the lecturers to check
and correct their ungrammatical sentences. Only a few students could do SSA
on their own. [RMUTTO-/3C]”
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4.1.2.4 Results on assessment efficacy in the use of SSA

The analysis revealed that assessment efficacy was determined by knowledge
in the use of SSA. The informants with knowledge in the use of SSA expressed their
confidence in the use of SSA. One informant from RMUTT reported, “l was confident
because | knew many SSA instruments which | could apply to my students. [RMUTT-
I13K]”. Similarly, the informant from RMUTSV mentioned, “I knew the procedure of
SSA, which was not too complicated. Therefore, | had a certain level of confidence in
the use of SSA. [RMUTSV-I6N]” Vice versa, most of the informants who did not have
assessment efficacy in the use of SSA expressed their concerns over their limited
knowledge in the use of SSA. One informant explicitly stated, “I was not confident in
the use of SSA because I did not have any knowledge in the use of SSA. [RMUTL-
11C]” Another informant even confidently concluded, “No knowledge, no confidence.
[RMUTTO-11U]”

In addition, the informants also identified the two areas of knowledge in the
use of SSA which could help them improve their assessment efficacy. The first area
was knowledge about SSA theory and process. One informant from RMUTK said, “I
was not confident because | was afraid that | might incorrectly apply SSA theory and
implement an unsound SSA. [RMUTK-12B]” The second area that was identified was
knowledge on suitable SSA instruments. The informants who had no assessment
efficacy were uncertain about the appropriateness of their SSA instruments. One
informant said:

“I could not say that I was confident in my use of SSA. I was just partially

confident; I was not sure if | had created a sound and effective SSA

questionnaire. [RMUTTO-/1C]

4.1.3 Conclusion of Research Question 1

In summary, it was found that some lecturers practiced SSA in their
classrooms. The respondents reported having moderate levels of assessment literacy
and assessment efficacy in the use of SSA. In addition, the factors affecting
assessment practice, assessment literacy, and assessment efficacy in the use of SSA

consisted of students’ characteristics, students’ prior knowledge, and lecturers’
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working conditions. To promote the use of SSA among the nine RMUTs’ EFL

lecturers, training was recommended.

4.2 Results for Research Question 2

This section presents results from the field notes, questionnaire, self-reported
checklist, stimulated recall interview, and semi-structured interview for Part 111. The
results are divided into the following parts.

4.2.1 Assessment literacy of the participants in the use of SSA

4.2.2 Assessment efficacy of the participants in the use of SSA

4.2.3 Contributions of the training to the participants’ assessment

literacy and efficacy in the use of SSA
4.2.1 Assessment literacy of the participants in the use of SSA

This part is divided into two parts: (1) the results from the questionnaire, and
(2) results from the field notes, stimulated recall interview and the semi-structured
interview for Part I11.

4.2.1.1 Results from the questionnaire

At the end of the semester, which was also the end of the training, the
participants were asked to rate their assessment literacy in the use of SSA, in Part 3 of
the questionnaire. The levels of assessment literacy among the participants are
summarised in Table 28. The details of assessment literacy in each aspect are given in
Appendix Q.
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Table 28: Summary of the four participants’ assessment literacy in the use of SSA (n
= 4)

Level of assessment literacy

Individual Overall
Aspect of assessment
literacy in the use of % _
S 3 = ©
SSA « S AN X SD  Level
1. Knowledge 390 430 390 450 4.15 .300 High
2. Skills 467 4.67 4.00 500 458 419 Very
high
3. Principles 500 440 400 4.00 435 472 Very
high
4. Conceptions 500 400 4.00 500 4.50 577 Very
high
5. Awareness of 1.00 4.00 3.00 3.00 275 1.258 Mode
students’ language- rate

specific competencies
Total 3.91 427 378 430 391 .260 High
Overall level of High Very High Very High
SSA literacy high high

Note: See page 99 for the score interpretation.

According to Table 4.15, the overall assessment literacy of the participants
was at a high level (x = 3.91, SD = .260). The participants also reported a high level
of knowledge (x = 4.15, SD = .300), very high level of skills (x = 4.58, SD = .419),
very high level of principles (X = 4.35, SD = .472), very high level of conceptions (X =
4.50, SD = .577), and moderate level of awareness of students’ language-specific
competencies (X = 2.75, SD = 1.258). In addition, Zia was found to have the highest
overall level of assessment literacy (X = 4.30) and Navi was found to have the lowest
(x=3.78).
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4.2.1.2 Results from the field notes, stimulated recall interview and semi-

structured interview for Part 111

The participants shared their assessment literacy in the use of SSA, regarding

the five central themes of assessment literacy in the use of SSA. As presented in Table

29, the five central themes, 15 sub-themes, and 21 coordinating themes arose around

knowledge in the use of SSA, skills in the use of SSA, principles in the use of SSA,

conceptions in the use of SSA, and awareness of students’ language-specific

competencies.

Table 29: Coding themes for assessment literacy

Central theme

Sub-themes

Coordinating sub-themes

Knowledge in
the use of SSA

Knowledge of the definition
of SSA*

Definition of SSA

Knowledge of how to select
SSA instruments/other

instruments

Variety of SSA

Knowledge of the skills and
factors that can be focused on
in SSA

Direct assessment of specific

performance

Socio-affective assessment

Knowledge of prospective
challenges in the use of SSA

Students’ underestimation
and overestimation of their

proficiency

Students’ limited level of
English proficiency

Knowledge of how to
evaluate and revise the

implementation plan of SSA

Criteria
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Central themes

Sub-themes

Coordinating sub-themes

Skills in the use
of SSA

Development

Ability to analyse contexts in
the use of SSA

Ability to select SSA

instruments

Performance

Ability to explain the steps of
using SSA to the students

Evaluation

Ability to try out and revise
the SSA

Principles in the
use of SSA

Codes of practice

Inclusive and equitable SSA

Impact of SSA

SSA as means to promote
students’ understanding of
how they are assessed or
expected to perform,
regarding their language

performance

SSA as a motivation booster

in learning English

Conceptions in
the use of SSA

Student accountability

Identify student progress

Identify student achievement

Improvement of teaching and

learning

Enhance students’ learning

Enhance lecturers’ teaching

quality

Enhance assessment for

learning
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(Continued)

Central themes Sub-themes Coordinating sub-themes
Awareness of Awareness of students’ Students’ limited level of
students’ general English proficiency English proficiency
language- Awareness of students’ Students use of English as a
specific specific English proficiency  foreign language

competencies in  required to perform specific
the use of SSA  language tasks

1. Knowledge in the use of SSA

Prior to the training, the participants claimed that they had heard about SSA
before, and some had experienced using SSA when they were students. Even with the
prior experience that they had, knowledge in the use of SSA was a major problem in
the use of SSA. The participants mutually understood that SSA was the students
evaluating themselves. For example, Lady defined SSA when she stated, “/¢ is an
activity in which the students evaluate themselves.” When asked to elaborate on their
understanding of SSA, the participants explained SSA according to different aspects.
For Lady and Navi, SSA was an activity in which the students evaluated their current
proficiency, as Lady mentioned, “The students have to evaluate to what extent they
understand the topic”, and Navi added, “The students know their own current level of
language proficiency.” Furthermore, Zia and Madam perceived SSA as a tool for the
students’ future self-improvement. Madam said, “SSA is for self-development. Did the
Students get something from the instruction or make any improvement?” Similar to
Madam’s opinion, Zia stated, “SSA is self-learning. It promotes the students’ abilities
to identify a problem, figure out the solution, and seek help.”. However, the
participants admitted that they were not so sure if they correctly understood SSA.
Madam summed up, “I think | used SSA when | was a student; but, | am actually not
sure if it was SSA. If | was asked what SSA was, | could not answer accurately.”

During the training, the participants described their knowledge in the use of
SSA according to four areas: (1) knowledge of how to select the SSA instruments/
other instruments, (2) knowledge of the skills and factors that can be focused on in

SSA, (3) knowledge of prospective challenges in the use of SSA, and (4) knowledge
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of how to evaluate and revise the implementation plan of SSA. With regards to
knowledge of how to select the SSA instruments/ other instruments, the participants
discussed the variety of SSA instruments and other instruments that they could pick
from for their classrooms. Lady noted, “At least | know SSA now. | know what SSA is.
I know that there is a variety of SSA instruments.” Agreeing with Madam, Navi
responded, “Yes, there are many SSA instruments for us to choose from.” With regard
to the knowledge of skills and factors that can be focused on in the use of SSA, the
participants were able to identify the areas of those skills and factors. For example,
Lady’s knowledge of the skills and factors that can be focused on in SSA was
reflected when she explained her plan for using SSA. She decided that her SSA would
emphasise socio-affective assessment. She noted, “I want to know if they are too
excited, if they are too nervous.” Similarly, Zia mentioned that she would focus on
the direct assessment of students’ specific performance. In the group conference she

said:

“There are five groups of things I could focus in SSA, right? In my classroom,
it should be the first one — the direct assessment of specific performance. Because my

students need to check the aspects of their sound production. [ZIA]”

The third area of knowledge in the use of SSA was the knowledge of
prospective challenges in the use of SSA. The participants showed their extensive
knowledge in this area. Two challenges were mentioned. The first challenge was the
students’ underestimation and overestimation of their proficiency. The participants
clearly stated that they knew about this challenge and had observed it in their
classrooms. Madam said, “The students tend to underestimate their performance.” Zia
also noted, “If the students are not confident, they tend to underestimate. If they are
confident, they tend to overestimate, and vice versa.” Mostly, the participants
believed that their students would overestimate their performance in the SSA, as the

participants discussed in the following conversation:

Madam: “If I asked my students to rate their performance, out of 10...”

Lady: “They would probably give themselves 10 out of 10.”
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Navi: “A kind of self-bias as you know.”
Madam: “No matter what they could do or could not do, they would

give themselves 10 out of 10.”

Zia: “If it was their own scores...”
Madam: “Yes, if it was their own scores...”
Zia: “The students would overestimate to get higher scores.”

The second challenge was the students’ limited level of English proficiency.
The participants were concerned that the students might not be able to self-evaluate
their assignments, especially the assignments that required a certain level of English
proficiency. Madam summed up her concern when she stated, “I asked my students to
self-assess their writing. | thought they would only be able to check if they had
completed the task requirements. With regard to the discourse markers, grammar, or
word choices, I was not sure if my students could do it themselves.” Also, Navi stated
that his students might not be able to accurately self-evaluate their translation
assignments due to their limited level of translation ability. When asked how the
students’ limited English proficiency played a role in their use of SSA, the
participants explained that it affected their decisions to use SSA, as noted in the

following conversation.

Madam: “I cannot use the student-generated test for SSA.”
Zia: “I know what you mean. The students could not even pass my

test, let alone the student-generated test for SS4.”

Lady: “Let’s not use it for now. Their proficiency is too limited.”

Madam: “Because of their limited proficiency or their limited level of
responsibility?”

Lady: “Both”

Navi: “Both combined. Their limited proficiency is as big a
problem.”

The last area of knowledge in the use of SSA that was mentioned by the

participants was the knowledge of how to evaluate and revise the implementation plan
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of SSA. The participants obtained the criteria for evaluating and revising their
implementation plan of SSA from the workshop. They then reflected on their
knowledge in this area when they gave comments on their use of SSA. For example,
Lady recalled:
“I did tell my students why they needed to use SSA. How important SSA could
be for them. I also explained to them what they were supposed to do. |
observed that the students had some difficulties in reading the English
version of the questionnaire. The next time, | needed to translate the items into
Thai. | thought this influenced the effectiveness of my SSA. [LADY]”

2. Skills in the use of SSA

According to the analysed data from the field notes, classroom observation
and stimulated recall interview, the participants demonstrated skills in developing,
using, and evaluating the use of SSA instruments in their courses. They are described

as follows:

- The skill of developing SSA instruments

The participants developed SSA instruments by analysing the contexts of their
English courses in order to select appropriate SSA instruments. According to Zia and
Madam, it was the lecturers’ responsibility to develop appropriate SSA instruments
for their students. Thus, they needed to carefully analyse the contexts of their
classrooms and develop ‘usable’ and ‘practical’ SSA instruments. They discussed
this point in the following conversation.

Madam: “Without any clues, the students could not use SSA instruments
on their own.”

Zia: “It was impossible, of course!”

Madam: “The students could not use SSA instruments. They had no idea
what they were. It is up to us, the lecturers, to adopt and adapt
the SSA instruments for our students. Some students did not
know how to use a checklist. We needed to simplify the
checklist so that it was easy to understand and had a student-

friendly format.
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Then, it was observed that Madam simplified her checklists by reducing
number of items in the checklists and using simplified language. It can be observed
that Madam modified her checklist to reduce the cognitive workload and make it
more user friendly. Figure 5 presents the simplified checklist employed by Madam.
To the left is the model checklist presented to the participants in the workshop and to

the right is the simplified version employed in Madam’s classroom.

& clearly your ‘employability skills'?
profile reflect the skills required by the employer?

Model checklist Checklist modified by Madam
presented in the workshop

Figure 5: Sample of the simplified checklist employed by Madam
Besides the students’ background, the number of students in the classroom,

course content, and test contents were brought into consideration when the
participants designed the SSA instruments. When asked to give reflections on their
SSA instruments, Zia reported:
“We had to learn about our students’ background. By doing so, we could
design suitable SSA instruments. The effectiveness of the SSA instruments

depended on the lecturers’ creativity. How well did you understand the
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students’ background? How well did you know the students’ abilities? What
about the number of students in your class? What about the course content?
What did you put in the midterm examination? Good instruments were never
granted from an ivory tower. Without recognising the students’ background,

SSA instruments would never be effective. [ZIA]”

- The Skill of using SSA instruments

The participants demonstrated their skill of using SSA instruments in their
classrooms. It was observed that they reassured the students that the SSA results had
no effect on the students’ grades. They did that because they did not want the
students’ anxiety to influence the SSA results. Then, the participants followed the
same steps as each other. They explained how to use SSA tools to the students. In
some cases, they elaborated on the use of SSA instruments by answering questions or
giving examples.

It was interesting that the four participants never mentioned the term ‘student
self-assessment’ or ‘self-assessment’ to the students, even though they carefully
explained the step-by-step usage of SSA. The participants believed that the terms
‘student self-assessment’ or ‘self-assessment’ would make the students more alarmed.
Therefore, avoiding technical terms was considered a technique which allowed the
smooth and natural use of SSA in their classrooms. The participants confirmed this

belief in the following conversation.

Madam: “Do not mention ‘student self-assessment’ or ‘self-

’

assessment’ because you will get instant chaos.’

Zia: “Yes, do not act like it is formal.”

Navi: “Simplify your explanation.”

Zia: “Simplify your explanation. Here is RMUTTO.”

Madam: “The students will be able to follow our explanation easily.”
Lady: “It was how I adapted to my students.”

Madam: “Not complicated, please.”

’

Zia: “No technical terms.’
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Lady: “I agree with you. I never used any technical terms. If I did, the
students would start asking questions, instead of focusing
on the instruments.”

Zia: “This is a good technique. Avoiding technical terms. Back to

basic and simple explanations.”

They also believed that the alarmed or nervous students were the crucial factor
in the failure of SSA in their classrooms. When asked if they explicitly used the terms
‘student self-assessment’ or ‘self-assessment’ to explain the steps of SSA to students,
the participants claimed that the students would no longer cooperate when they did.
The following comments elaborate on this issue.

Madam: “(Don’t use those terms) unless you want the students to be

confused. Once they get confused, they will just complete the

instruments randomly. We would never get any trustworthy

results.”
Navi: “Such a careless act!”
Madam: “The students would no longer cooperate with you.”
Zia: “Yes, no more cooperation.”
Lady: “Just create a relaxed atmosphere. You will be able to

’

control the class.’

- The skill of evaluating SSA instruments

After implementing SSA in their classrooms, the participants put emphasis on
the students’ reactions when they revised their plan of using SSA. For example, Zia
tried out the questionnaire in her class and found that her students were confused. She
reported, “The questionnaire was not adaptable to my class. Actually. I should change
to using a pre-test next time.” Similarly, Navi observed the students’ reaction to the
scoring rubrics and made a decision on whether to revise his plan of using SSA based

on those reactions. He said:

“l experimented by using a number of SSA instruments. Even though I had
already considered the students’ background before choosing the scoring

rubrics as my SSA instrument, 1 still needed to observe how the students
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interacted with the scoring rubrics. If the feedback was good, I continued

using the scoring rubrics. If not, I changed to other instruments. That is it.

[NAVI]”

3. Principles in the use of SSA

The participants perceived that the use of SSA should be underpinned by two
principles. The first principle dealt with the codes of practice. The participants viewed
SSA as an inclusive assessment that did not leave any students behind. Madam
mentioned, “Sometimes, | randomly picked some students to answer my questions.
Just to check that they understood the directions for the assignment. Using scoring
rubrics helped every student to self-check their own assignment.” Also, Zia felt that

she could get feedback from every student in her class. She said:

“I knew some students’ opinions because they talked to me. What about the
silent ones in the corner? Each student had their own individual problem. If
the students finished taking the test and left the room without saying anything,
| would probably not know their thoughts. /ZIA]

The second principle was the impact of SSA, which became a motivation
booster for the students. According to the participants, SSA became an instrument
which promoted students’ understanding of how they were assessed or expected to
perform, regarding their language performance. Therefore, the students were
motivated to learn English. Madam, for example, employed scoring rubrics to

“inform” the students about the advantages of effective business writing. She said:

“My students did not have any background knowledge on this topic. Even
though they were from the department of Business Administration, they had no
idea why they needed to write CVs or cover letters. They also did not know
about the language used in business writing. So, | indirectly informed them by
using the checklists. They could rate their own CVs and cover letters against
the criteria in the checklists. [MADAM]”

Madam later claimed that her students were motivated because they could

track their own achievement. She said:
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“They could observe how well they had done the assignment in order to meet
my requirements. The checklist helped polish up my students’ assignments.
Without the checklist, their writing assignments would not be completed. The
students worked with their own goals in mind. They knew that they would get
full marks if they covered all eight topics. | provided them with a framework
in the form of a checklist so they could work with direction. [MADAM]
Lady also reported the positive impact of SSA on the students’ achievement.
Lady asked her students to keep records of their SSA results. Then, the students
observed that their scores had increased over the semester, so they were motivated to
get higher and higher scores in the following tests. Lady stated:
“When the students got higher and higher scores over the semester, they were
motivated to learn more and more. They felt like it was a case of the more the
merrier. At the beginning of the semester, the students tended to give
themselves low scores on their performance. Then, they found that they could
actually perform better than expected in the tests. They knew that they had
actually underestimated their own performance, and that they were not that
bad. These feelings fuelled their motivation to develop their own learning.
[LADY] "
4. Conceptions in the use of SSA
The participants expressed similar beliefs regarding the use of SSA. None of
them believed that SSA was irrelevant to the students’ learning and English
instruction. The participants believed that SSA was for student accountability and
improvement of teaching and learning. With regard to the conception of student
accountability, the participants agreed that SSA was an assessment for learning that
was effectively used to identify the students’ progress and achievement. Navi said:
“I observed that the students were getting better because they knew how their
translation assignments were evaluated. This time they got a ton of comments

from me. They learned that they had to avoid these mistakes. [NAVI]”

Zia shared similar belief related to the students’ progress and achievement.

She stated:
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“They were getting better. This time, they even suggested themselves how they
should improve their sound production. One of my students told me that she
was confident that she could produce the -ed ending sound. She reported that
she could achieve the -ed ending sound that was attached to the voiceless final
consonant. Then, she was able to report her achievement in producing -es
ending sound. | thought that they reported what they were really able to do.

[ZIA] "

Lady also shared her similar conception of student accountability, as she
reported:

“I was satisfied with the students’ progress. After they took the midterm

examination, they self-evaluated their scores. They needed to identify which

criteria they got their scores from. They needed to report whether they studied
for the test. The students gave me honest answers. It turned out that some
students did not prepare at all. They knew why they got low scores this time.

They were then aware that they needed to study for the final examination.

When I checked their final examination scores, | found that they had got

higher scores compared to their midterm examination. [LADY]”

Moreover, the participants believed that SSA did not only enhance their
students’ learning, but also the lecturers’ teaching quality. This was emphasised by
the use of SSA to make the students responsible for their own learning and inform
lecturers what they thought about their instruction. With regard to the students’
learning, the participants reported, “The students could help themselves. They did not
only rely on the lecturers. [MADAM]” During the SSA process, Navi claimed, “The
students knew their weaknesses and figured out how to improve their weaknesses.
Once the students knew their mistakes and their current level of performance, they
could set their own direction.” In addition, Zia observed, “my students had thinking
processes and self-awareness that made them become more effective learners.” She
reasoned:

“They learned from their own mistakes. They were the ones who pointed out

their own mistakes. Then, they might have been able to solve the problem

themselves or consult their friends or lecturers. Normally, the students could
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revisit their solution and improve their learning. After all, they would not

repeat their own mistake. [ZIA]

Furthermore, the participants agreed that SSA informed them about their
instruction. They used the student feedback obtained from SSA to improve their
instruction. For example, Zia and Madam used the SSA results to plan their
instruction. Madam reported, “I could deliver proper and accurate instruction in my
classroom.” Madam elaborated on this point by sharing her experience:

“If the students could not perform in the speaking tests, they would self-

evaluate their performances as “no achievement” or “low achievement”.

Then, it was my duty to use the students’ SSA results to reflect on my own

lessons and activities. | needed to find out how to help them to speak English

effectively. So, | gave them an additional activity to prepare them for the next
speaking lesson. [MADAM].

Similarly, Zia found out from the student reflective journals that her students
had problems with ‘parts of speech’ in English. Therefore, she included English ‘parts
of speech’ as a part of her next lesson. Zia reported, “I could plan my next lesson as
well as write the test specifications for the next test. The results helped me plan
appropriate instruction.” She shared her story:

“l usually recorded my teaching. For example, I noted that most of my

students could not produce correct word stress. At first, | thought that

they had problem with stress on three-syllable words. When | read the

reflective journals, | found that the students, in fact, could not differentiate

different parts of speech. They could not identify whether the words were
verbs, nouns, or adjectives. That’s why they could not produce correct word
stress. Right now, I no longer aim my lessons at understanding stress. | target
parts of speech. [ZIA]”

5. Awareness of Students’ Language-specific Competencies in the use of

SSA

Two sub-themes on the awareness of students’ language-specific
competencies emerged. The first theme was the students’ limited English proficiency,

which might have been inadequate for comprehending English SSA instruments. The
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participants did not expect their students to understand the English versions of the
SSA instruments. Zia said, “They can read the Thai version of the SSA questionnaire,
but I am not sure if they can understand the English one.” As a result, the participants
simultaneously translated the English SSA instruments into Thai while the students
were completing them. Madam recalled, “I orally translated the questionnaire items
for them during the use of the SSA instruments. | translated them item-by-item. The
participants did this simultaneous oral translation for the students because they were
afraid that the students would get confused and end up giving random answers. When
asked why they did not use the Thai versions of the SSA instruments, they replied that
they wanted their students to be in the atmosphere of English classroom. Lady
mentioned, “The students registered that they were sitting in an English classroom, at
least.”

Secondly, the participants were aware that the students used English as a
foreign language. Thus, the participants were flexible with regard to the assessment
criteria. They did not expect the students to have native-like proficiency. For example,
Madam did not assess English accent as part of her criteria. She said, “Speaking of
accent, I did not include native-like accent in the criteria. | did not take this matter
that seriously because they were Thai students who were not English majors.” She

only emphasised effective English communication, as she reported:

“I did not expect my students to use perfect grammar or have an English

accent. As we already knew, they were not able to use perfect English. I just

wanted them to communicate effectively or explain the topics. If they could not

do it, it was fine. [MADAM] "~

Therefore, it could be concluded that the participants knew the definition of
SSA, varieties of SSA, direct assessment of specific performance, socio-affective
assessment, students’ underestimation and overestimation of their proficiency,
students’ limited level of English proficiency, and criteria for assessing the students.
They also perceived that they had the skills to develop, perform, and evaluate the use
of SSA. Also, it was found that the participants knew the codes of practice, and
impact of SSA on student accountability and improvement of teaching and learning.

Finally, the participants showed their awareness of general English proficiency and
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the specific English proficiency required to perform specific language tasks, in that
they recognised their students were EFL students who had limited levels of English

proficiency.

4.2.2 Assessment efficacy of the participants in the use of SSA

This part is divided into two parts: (1) the results from the questionnaire, and
(2) the results from the field notes, stimulated recall interview and the semi-structured
interview for Part 111. They are as follows:

4.2.2.1 Results from the questionnaire

The participants indicated their level of assessment efficacy in the use of SSA
in Part 4 of the questionnaire. Table 30 summarises the levels of assessment efficacy
of the participants, while the details of assessment efficacy according to each aspect

are given in Appendix R.

Table 30.: Summary of the four participants’ assessment efficacy in the use of SSA (n
= 4)

Level of assessment efficacy

Assessment
) Individual Overall
efficacy
in the use of = © —
S S >
SSA S S £ =z
4. 3

",\E, X SD Level
5

Having adequate 5.00 00 425 957 Very high

knowledge of SSA
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Level of assessment efficacy

Assessment
: Individual Overall
efficacy
in the use of - ccs _
S 3 = o
SSA S S 3 N X SD Level
Developing SSA 500 4.00 3.00 500 425 957 Very high
instruments
Explaining about 500 267 333 433 383 1.036 High
SSA
Monitoring theuse 5.00 200 3.00 3.00 325 1.258 Moderate
of SSA instruments
Using the results 400 200 300 3.00 300 .816 Moderate
from SSA
Total 483 283 317 417 375 918 High
Overall level of
< z 2
SSAefficacy .2 S ©
= @ @ - -
g S 3 > o
> = = T T

Note: See page 99 for the score interpretation.

The overall mean score indicated a high level of assessment efficacy (X = 3.75,

SD =.918). The participants reported they had a very high level of confidence with

regard to having adequate knowledge of SSA (x = 4.25, SD = .957), and developing

SSA instruments (X = 4.25, SD = .957). Confidence in explaining about SSA was at a

high level (x = 3.83, SD = 1.036), while confidence in monitoring SSA instruments (X
= 3.25, SD = 1.258) and using the results from SSA (x = 3.00, SD = .816) was at a
moderate level. Moreover, it was found that Madam had the highest level of

assessment efficacy (X = 4.83) while Lady had the lowest (x = 2.83).
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4.2.2.2 Results from the field notes, stimulated recall interview and semi-
structured interview for Part 111

The data from the field notes, stimulated recall interview and semi-structured
interview for Part 111 were analysed. One central theme, two sub-themes, and seven
coordinating sub-themes regarding the participants’ assessment efficacy emerged
from the analysis. Table 31 presents the set of coding themes for assessment efficacy
employed in the analysis.

Table 31: Coding themes for assessment efficacy

Central theme Sub-themes Coordinating sub-themes
Confidence inthe  Confidence in implementation of SSA
use of SSA in developing SSA instruments

in explaining SSA

in monitoring SSA

in having adequate knowledge of SSA

No confidence in implementation of SSA

in explaining SSA

The results indicated that all participants voiced an increase in their
assessment efficacy over time. At the beginning of the training, the participants
expressed their inefficacious feelings with regard to the implementation of SSA in
their classrooms. None of them felt confident enough to use SSA in their classrooms.
This lack of confidence was shown when one said, “I was not sure if I could explain

SSA to my students. It was, in fact, quite complicated. [LADY] ” Navi added:

“I was worried about the students’ background. They had never used SSA
before, as far as | knew. | was not so sure if | could guide them to self-evaluate

their translation skills against the criteria in the scoring rubrics. [NAVI]”

When asked how confident they felt in using SSA in their classrooms, the
participants showed signs of reluctance to use SSA, as shown in the following

conversation.



164

Lady: “Out of 10? I gave myself4.”

Madam: “Just a few points. I could not estimate a score.”

Navi: “Soutof 10.”

Zia: “For me? Just 7-8. I did not think I could give myself 10.”

As the training progressed, the participants expressed their higher assessment
efficacy in developing SSA instruments, explaining about SSA to their students, and
monitoring SSA in their classrooms. They reported that they could explain the SSA to
students with confidence. Lady said, “I found that SSA was not that difficult. If
planned beforehand, SSA was not that hard for the students.”. Similarly, it was
observed that Navi had become more confident. Navi observed his students when they
were using SSA in his classroom. He found that his students could perform SSA well

and the SSA results corresponded to his purpose of using SSA. He reflected:

“In fact, SSA was nothing more than giving students a chance to self-evaluate
their own performance. My students could perform SSA well. | gave them the
scoring rubrics, and then the students checked their translation performance.
They presented their translation assignment to me with the scoring rubrics. It
went fine. There was no need to feel worried when | used SSA with my
students. [NAVI]”

In addition, the participants confidently showed that they had adequate
knowledge of SSA. In the group conference, the participants exchanged ideas
confidently as well as giving feedback on each other’s use of SSA. Madam explicitly
stated, “I was no longer nervous because | knew what SSA looked like.” Zia supported
Madam’s opinion by adding, “We had backgrounds in SSA. We knew what was right
and wrong about SSA. If we were asked about our confidence, we could say that we
were confident”.

At the end of the training, the participants were asked if their assessment
efficacy in the use of SSA had increased. They compared their levels of assessment

efficacy before receiving the training and after the training. They claimed that they
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had higher levels of assessment efficacy. Also, they rated the magnitude of their post-
training assessment efficacy, as presented in the following conversation.

Zia: “Still 7-8. If | wanted to reach 10, | might need more time and
fewer students.”

Lady: “Given the magnitude of a 10, not yet 10. | gave myself 7
out of 10.”

Navi: “Soutof 10.”

Madam: “More than 7.”

Thus, they perceived that they were confident in using SSA and able to
estimate their own level of confidence in using SSA in their classrooms.
4.2.3 Contributions of the training to the participants’ assessment literacy and
efficacy in the use of SSA

In response to the third research question, results from the field notes,
stimulated recall interview and the field notes suggested the training contributed to the
participants’ assessment literacy and assessment efficacy in the use of SSA. The
analysed data revealed two themes, four sub-themes, and 18 coordinating sub-themes.
Table 32 presents the results arranged in the order that the themes emerged during the
interview.

Table 32: Coding themes for the contribution of the training to the participants’
assessment literacy and assessment efficacy

Central theme Sub-themes Coordinating sub-themes
Hands-on Observation opportunities Eliciting the results of SSA
experiences in SSA Students’ interaction
Reinforcement Knowledge
Skills

Principles
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Central theme Sub-themes Coordinating sub-themes
Conceptions
Confidence

Collaboration in a Sharing goals Feeling of unity

learning community

Trust

Revisiting and reinforcing

Providing feedback

Providing feedforward

Providing encouragement

Exchanging knowledge

Observing others’ skills

Principles

Conceptions

Awareness of students’
language-specific

competencies

Confidence

4.2.3.1 Hands-on experiences in SSA

The participants reported that they elicited their levels of assessment literacy

and assessment efficacy during their use of SSA in their classrooms. When asked to

provide further explanation, they said that they were unsure about their use of SSA at

the time of the workshop. Then, they got hands-on experience from the opportunities

to put SSA theory into practice in their classrooms. The increase in assessment

literacy and assessment efficacy came from the several occasions when SSA was

practised. Lady confirmed this when she stated, “Practice makes perfect. And we

practiced SSA repeatedly, actually. We saw a transition from theory to practice.” She

continued, “I observed how the students reacted to the scoring rubrics and | knew that

it had worked!”

Observing their own uses of SSA in their classrooms promoted their

knowledge in the use of SSA. Zia mentioned, “Prior to this training, | had no idea

about SSA. | tried SSA in my classroom, saw what my students did, and got the
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results. I quickly understood what SSA was from a real-world perspective.” Their
skills in the use of SSA were also improved as they had chances to use SSA in forms

of trial and error. They said:

Navi: “The students should deepen their understanding in the use of
SSA.”

Madam: “Yes.”

Zia: “That’s right.”

Navi: “When I tried explaining SSA to them in classroom, they

sometimes looked confused. So, | just tried another way.”

Madam: “Me too.”

Navi: “I kept changing my methods of explanation until the students
understood. If my method was good, | used it. If not, |
stopped.”

Their principles, conceptions, and awareness of students’ language-specific

competencies were also reinforced. Madam mentioned:

“When I studied in the workshop, I found that there were many principles and

conceptions to take into consideration. | confessed that | did not fully

understand. It sounded like a dry theory to me. Then, | used SSA in my
classroom. Then, I had a discussion with you and I realised that |
unconsciously understood. [MADAM] "~

When asked to elaborate, Madam gave an example of her learning:

“For example, I heard the term ‘assessment for learning’ many times and |

felt it was such a complicated concept. Then, | saw my students using

checklists to recheck their writing assignments. They could identify what they
had missed and fulfil the requirements. So, I got the idea of ‘assessment for
learning. [MADAM]”

Finally, the hands-on experience in the use of SSA boosted the participants’
confidence. As one said, “we can do it, for real.” Their experience in the use of SSA
helped them develop their assessment efficacy. Madam summarised:

“We had sufficient success and made enough mistakes. We could solve the

problems on our own. At the end of the day, we looked at the bigger picture of

what the students needed to do and what we needed to do for SSA. At first, we
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had confidence as lecturers that we could control the classrooms. Then, we

gained more confidence because we witnessed with our own eyes that we

could control new activities in the classroom. [MADAM]”

When asked if they would continue using SSA without support from the
trainer, Madam and Zia answered, “We could do it on our own. There is nothing
difficult actually.”

4.2.3.2 Collaboration in a learning community

The collaborations in the learning community contributed to the participants’
assessment literacy and assessment efficacy in the use of SSA. The collaborations,
which went on over the course of the training, were either between the trainer and
participants, or between the participants. It was found that the collaborations had
taken place in both formal and informal learning community settings. The
collaborations in a formal learning community were in the form of monthly group
conference meetings, which were scheduled in advance. The topics under discussion
in each meeting were organised and facilitated by the trainer. In contrast, the
collaborations in an informal learning community were natural, informal, and
unplanned. They spontaneously occurred at three times: during lunchtime, (in the
hallways) after the class had been dismissed, and during phone calls. Some
participants referred to this kind of meeting as a ‘built-in and instant meeting’. The
analysed data revealed that the collaborations involved sharing goals, and revisiting

and reinforcing their own assessment literacy and assessment efficacy.

They are discussed in details as follows:

Sharing goals

All collaborations had a single purpose — “to encourage the use of proper
SSA”. With their desire to use proper SSA, the participants felt free to take part in
meaningful conversations with each other because they felt that they were united with
people who shared the same goals. They claimed that the support from the other
participants was meaningful to them because it was from those who had the same
target. Sharing goals catalysed the participants’ sense of active participation. Zia

expressed, “We knew what we were doing. We also knew that there were three other
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people doing the same. We were the only four people who were performing SSA.” As
such, they needed to help each other if they wanted to continue using SSA until the
end of the semester. With this sense of active participation, the participants reported
that they felt free to share ideas or exchange their feelings in a safe atmosphere. As a
result, the participants got a sense of accountability from the others. For example,
Lady complained to Madam that some of her students did not understand the scoring
rubrics. Then, Lady and Madam started a conversation. They eventually concluded
that Lady should continue using scoring rubrics. Lady described her feeling after
talking with Madam: “At least I felt that I had not done it alone. That made me feel
that | had to keep going, and at the same time, feel certain in what | was doing.
[LADY]” When asked why she chose to complain to Madam, Lady replied, “I did not
think that | could complain about SSA to other lecturers in our department. They were
not using SSA like we were. If | had complained, I might have got a dry response.
[LADY]”

Revisiting and reinforcing

It was found that the learning community was the most significant element
contributing to the effectiveness of the training. Formal and informal collaboration
among the participants was highlighted as the most effective training activity that
provided the participants with a supportive learning community. It was observed that
the participants exchanged ideas and assessment practices with each other in the
formal conferences and on some informal occasions like lunch breaks or small talk.
As the participants discussed things with their fellow participants, they exchanged the
challenges they faced and emphasised best practices with their fellows. Some
participants even borrowed instruments from the others. As a result of the discussions,
the participants showed improvement in their assessment literacy and a gain in their
assessment efficacy. With these changes, it can be said they changed or revised their
assessment practice on the use of SSA as a consequence of the discussions.

In addition, the learning community enhanced the participants’ self-
assessment (referred to as ‘lecturer self-assessment’) on their use of SSA. Lecturer
self-assessment was at the centre of the mechanism required to develop assessment
literacy, assessment efficacy, and assessment practice. The participants self-assessed

their use of SSA using two sources of data: the student feedback and their fellow
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participants’ comments. With regard to the student feedback, the participants’
assessment literacy and assessment efficacy were reinforced when they received good
student cooperation and positive feedback on their SSA activities. For instance,
Madam perceived that her students could perform well in using her checklist and she
felt that the checklist helped her students’ learning. She felt more confident in using
SSA. With regard to fellow participants’ comments, the participants were implicitly
prompted to self-assess their own SSA practices when they joined the discussions
about their use of SSA. In these discussions, they shared stories of their successes or
challenges. For example, Lady and Madam self-evaluated how well they had
employed scoring rubrics against their desired levels when they compared their
expected and actual usage of scoring rubrics in their classrooms.

The participants found that the assessment literacy and assessment efficacy of
the other participants were helpful to them in revisiting and reinforcing their own
assessment literacy and assessment efficacy. They perceived that they could deepen
their knowledge of their own assessment literacy and assessment efficacy through the
learning community. They were able to share best practices among their fellows. For
example, Lady explained, “I compared my understanding of SSA to the other’s and |
found that mine was somewhat wrong. So, | improved my own understanding of SSA.”
The participants also reported that the learning community provided useful
recommendations that they could implement right away in their classrooms, as

Madam mentioned:

“The recommendation you received from the discussion was useful because it
was a kind of tailor-made solution. It was exactly the kind of thing you could

directly apply in your classroom. [MADAM]”

She gave an example of her experience:

“l understood that Zia emphasised native-like accents in her class because she
needed her students to produce accurate English sounds. In my classroom,
however, the students did not need to speak with a native-like accent. So, |
compared her SSA results with mine. I found that mine were fine. [MADAM]”
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Additionally, the participants exchanged their thoughts with the other
participants. According to the participants, the learning community provided them
with positive reinforcement on their own knowledge, skills, principles, conceptions,
awareness of students’ language-specific competencies, and confidence.

Madam expressed her trust of those who were using SSA that she got a good support.

She reported:

“Results from SSA were sometimes very sensitive. The students sometimes
used hashtags to discuss the SSA. I even doubted myself sometimes.
Consulting those who were engaged in using the same classroom instruments
was the best idea. They knew whether you were on the right path or not. They
might have been able to offer good ideas, suggestions or even encouragement

from the perspective of someone who was in the same shoes. [MADAM] "~

The participants also found the learning community effective for reinforcing

their confidence in the use of SSA. Lady mentioned:

“If it was only me who used SSA, I might not have wanted to carry on. To me,
SSA was a bit complicated. It was good that | could ask others for help. |
sometimes needed to consult the trainer and recheck with my colleagues. |
compared my SSA with others’. Knowing that I was on the right path gave me
a feeling of confidence. [LADY]”

Thus, the training was effective for promoting the participants’ assessment
literacy and assessment efficacy because they could exchange aspects of knowledge,
skills, principles, conceptions, and awareness of students’ language-specific

competencies with their fellows.

4.2.3 Summary of Research Question 2
It could be concluded that the training effectively influenced the participants’

assessment literacy and assessment efficacy in the use of SSA. The participants had
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high levels of assessment literacy and assessment efficacy in the use of SSA after
attending the training. They also reported gaining knowledge, skills, principles,
conceptions, awareness of students’ language-specific competencies, and confidence
in the use of SSA through the opportunities to obtain hands-on experience in SSA and
the collaborations in a learning community. In addition, it was observed that the
participants had reinforced and boosted their assessment literacy and assessment
efficacy in the use of SSA among one another by providing feedback, feedforward,

encouragement, and support throughout the training.

4.3 Results for Research Question 3

To answer research question 3, the data derived from the field notes,
classroom observation, self-report checklist, stimulated recall interview, and lecturers’
portfolios were analysed. The results are presented in the following order:

4.3.1 The participants’ assessment practice in the use of SSA as a result of the

training

4.3.2 Contributions of the training to the participants’ assessment practice in

the use of SSA
4.3.1 Participants’ assessment practice in the use of SSA as a result of the
training

It was found that all participants used SSA instruments in their classrooms
during training. One of the factors relating to assessment practice in the use of SSA is
the type of course taught. The table below shows the different courses chosen by the
four participants. The four participants mentioned a number of factors which affected
their choice of course, including the number of students in the class, course content,
teaching methods, class environment, and the students’ language proficiency. The
English courses selected by the participants for implementing SSA instruments are

presented in Table 33.
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Table 33: Selected English courses for the implementation of SSA instruments

Participant Selected course Reason(s)

Lady 0802371 English for Business Students’ English
Communication competencies

Madam 0401305 English for Business Course content
Communication

Navi 0802342 Translation: English Students’ English
into Thai competencies

Course content
Zia 0032002 English Phonetics Course content
Teaching method

Class environment

The analysis of the data from field notes, classroom observation, lecturers’
portfolios, self-report checklist, and stimulated recall interview revealed four themes
of assessment practice in the use of SSA among the four participants, which were (a)
purposes underlying the use of SSA, (b) skills and factors focused on in SSA
instruments, (c) SSA instruments and activities, and (d) the continued use of SSA

after the training.

4.3.1.1 Purposes underlying the use of SSA

The participants put an emphasis on SSA for assessment of learning. With this
in mind, the participants proposed that there were two purposes underlying the use of
SSA when they planned for SSA in their English courses. They were as follows:

1. To encourage students to self-appraise their current proficiency level and

identify areas to improve for their continual development

The participants encouraged the students to examine their current proficiency
levels and identify areas which required improvement. For example, Lady wanted her
students to be aware of their current English proficiency; she mentioned, “l wanted
them to self-reflect on their current levels of English proficiency, meaning their
perceived levels of English proficiency.” Similarly, Navi’s students self-evaluated

their translation skills by rechecking the scoring rubrics. Navi explained that he
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wanted his students to know their levels regarding accuracy, equivalency, grammar,
sentences, word choice, and pace so that they could improve their translation skills
and translation speeds.

The participants emphasised this purpose because they believed that the
students learned from their mistakes and then improved on their mistakes. Zia
mentioned that she had asked her students to analyse their mistakes by writing
reflective journals to reflect on their productions of -ed and -es ending sounds. The
students did it right after they had finished taking the sound production test in Zia’s

English phonetics course. Zia reported:

“One of my students reported that she knew she could produce the -ed ending
sound. She said she had acquired the -ed ending sound. She also claimed that

she knew how the -ed ending was used. [ZIA]”

Zia’s students also employed SSA checklists to identify the sounds that they
had unsuccessfully produced. Zia believed that once they were able to self-reflect on
their performances, they could plan how to improve their pronunciation. According
to Zia, each student had an individual SSA checklist. She said:

“I gave them a sound production checklist. After they took the sound
production tests with me, they checked which sounds they had successfully
produced and marked the sounds which they had not. For example, they had
unsuccessfully produced -th, -a, and -o sounds. They marked those sounds on
their checklists and wrote comments. Therefore, each student had individual

and unique checklists. [ZIA]”

2. To promote students’ understanding of how they are assessed or expected

to perform, regarding their language performance

For this purpose, the participants conducted SSA wherein all students were
required to self-assess all aspects of the tests. By doing so, the students understood
how they were expected to perform in order to achieve a good score on the test. For

instance, Madam employed SSA instruments to promote the students’
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accomplishment of the writing tasks. Her students were assigned to write a curriculum
vitae and cover letter. Madam gave her students checklists because she wanted them
to “check whether they had correctly completed the elements of CVs and cover
letters”. Madam said, “ hoped that the checklist could help my students to know what
exactly 1 would like to see in their CVs and cover letters.” Also, Lady asked her
students to rate their test preparation. She said, “l wanted them to know that | was
testing them on what | had taught in the classroom. | asked them to recheck their own

test preparation so they would not complain about the test.” She also added:

“I also wanted them to be fully aware of my grading criteria, which were
actually already specified in the course syllabus. There were eight grading
criteria. Each criterion had its own sub-criteria. For example, the sixth
criterion had eight sub-criteria. When the students rechecked these criteria,
they gained more understanding on how | rated their performance.

[MADAM]”

Furthermore, the participants promoted their students’ understanding of
grading criteria by using SSA instruments. The students were asked to check their
given scores and performance assessments against the grading criteria. Lady reported,
“l used scoring rubrics to promote the students’ understanding of the course
objectives and scoring criteria.” As the students understood the scoring criteria and
course objectives, they could make decisions on their learning. For example, it was
found that the students used SSA instruments to make decisions about whether they

should drop out of the courses. Lady reported:

“The students should be able to make decisions about their own studies. They
should be the ones who make decisions — either continue to the end of the
course or drop out of the course. After | announced the midterm exam results,
the students with low scores always used to ask me whether they should drop
out of the course. Using SSA instruments was a solution to this issue. They
learnt about the expected content of the final examination. They could assess

their obtained scores, estimate their future performances, and make decisions.
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They were able to estimate what score they needed if they wanted to get a D.
[LADY]”

4.3.1.2 Skills and factors focused on in SSA activities

The participants reported two categories of skills and factors that were focused
on in SSA activities as follows:

Direct assessment of specific performance

The students were asked to monitor and evaluate their performances using
SSA instruments. The students were asked to focus on the specific requirements and
then self-assess their performances, proficiency, or assignments against the criteria. It
was found that all four participants employed different SSA instruments for direct
assessment of specific performance. Madam used SSA instruments for her students to
self-assess writing assignments and speaking performances. Navi employed SSA
instruments for his students to self-check their translation assignments. Also, Zia
asked her students to write reflective journals to self-reflect on their sound production
tests. Finally, Lady used scoring rubrics for her students to self-assess their speaking
performances. In Lady’s case, her students received scoring rubrics which contained
five criteria for speaking tests. The students used Lady’s scoring rubrics to self-assess
their speaking performance. Lady explained her use of scoring rubrics for direct

assessment of students’ speaking performance in detail, as follows:

“This was a scoring rubric for the speaking test. There were five criteria in
four-point scale format. The first criterion was the completion of the speaking
task, which emphasised the students’ completion of the task requirement. The
students self-checked if they had covered enough things, or if they had
provided enough information. If self-assessment showed that they had met all
requirements, they ticked the fourth column, which meant a score of 4. The
second criterion was grammatical accuracy of spoken discourses.....The final
criterion was effort to speak English. This criterion focused on their attention
to the assignment; i.e. did they prepare themselves for their speaking tests?
[LADY] "
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Socio-affective assessment

The participants employed SSA instruments to examine the factors affecting
the students’ performances, such as anxiety and lack of confidence. The students were
encouraged to express their feelings. For example, Zia wanted to learn about the
students’ feelings after taking the test, so she asked the students to write reflective
journals after they took a test. The theme of the reflective journals was their feelings
when they took the test. As a result, the participants reported they reaped benefits
from SSA instruments. In Zia’s case, she was able to provide accurate feedback to her
students. Zia knew from the reflective journals that the students were so frightened by
her personality that they were anxious when they took the tests. To solve this issue,
Zia discussed this issue with her students and helped the students cope with their

anxiety. She described:

“They said they were frightened. To solve this issue, I helped them to identify
the source of their ‘horror’. Eventually, we found out that the students were
afraid of me because they were not well-prepared for their tests. When they
could not perform well in the test, they were worried about my disapproval or
even worried that | would scold them for their poor performances. So, |
suggested they should be better prepared next time. | promised them that they
would not feel fearful of me if they were well-prepared for the test. | later
found out that they followed my suggestions. They came back with confidence.
[ZIA]”

Furthermore, there were no reports on the use of SSA for the indirect
assessment of general competence, metacognitive assessment for setting goals, or
student-generated tests. When asked why they did not employ SSA for the three
mentioned skills and focuses, the participants replied that they only wanted to use
SSA for examining the students’ specific performances and characteristics. In
addition, they thought that the students would be unable to complete the student-
generated test due to their limited English proficiency, as detailed in the following

exchange.
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Madam: “The students would not be able to generate the their own
tests!”

Zia: “Yes, they should start by comprehending the lesson and
passing my test first.”

Lady: “Not yet.”

Madam: “Is that because they have limited knowledge or limited levels
of responsibility?”

Lady: “Both”

Navi: “Both combined!”

4.3.1.3 SSA instruments and activities

Before the semester began, the participants presented their proposed
implementation plan for the use of SSA in the workshop. The four plans for the use of
SSA proposed by the participants are summarised in Table 34.

Table 34: Proposed implementation plans for the use of SSA
Proposed implementation plan

Focused SSA
Participant Week  skills/factor Instrument instrument
Lady 1 Speaking Evaluation of general ~ Scale

and listening  speaking and listening

proficiency levels

3,5  Speaking Evaluation of the Scoring rubrics

speaking test

10 Midterm test  Evaluation of midterm  Questionnaire

test performance

Madam 1 Listening Evaluation of general ~ Questionnaire
and reading listening and reading

proficiency levels

2 Vocabulary  Evaluation of Oral question
background
knowledge on

vocabulary
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(Continued)

Proposed implementation plan

Focused SSA
Participant Week skills/factor Instrument instrument
4 Speaking Evaluation of Scoring
and listening  speaking test rubrics
6 Reading and  Recheck the Checklist
writing components in the CV

and cover letter

9 Midterm test ~ Evaluation of midterm  Questionnaire

test performance

Navi 1 Translation  Evaluation of general ~ Questionnaire
skills translation skills
2-5 Translation Evaluation of Scoring
9-15 skills translation rubrics

assignments

Zia 1 Language Evaluation of general ~ Questionnaire
skill language

competencies

3 Vowel sound Reflecting on vowel Reflective

sound production journal
4 Consonant Reflecting on Reflective
sound consonant sound journal
production
10 Word stress  Reflecting on word Reflective
stress production journal
11 Sentence Reflecting on sentence Reflective

stress stress production journal
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(Continued)

Proposed implementation plan

Focused SSA
Participant Week skills/factor Instrument instrument
12 Sound Reflecting on sound Reflective
acceptance production journal
13 Intonation Reflecting on Reflective

intonation production  journal

Then, the participants’ uses of SSA throughout the semester were observed. It
was found that there were five SSA instruments employed by the participants:
questionnaire, description and reflection, self-rated rating scales, checklists, and
scoring rubrics (see Table 35). Sample SSA instruments taken from the four

participants’ portfolios are presented in Appendix O.
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Student self-assessment instrument

Week Lady Madam

Navi

Zia

1-3

4 Self-rated
rating scales

Questionnaire

Questionnaire

6  Scoring rubrics Scoring rubrics

Scoring rubrics

Description and

reflection

7 Scoring rubrics Scoring rubrics

8 Checklists

9  Scoring rubrics

10 Checklists Description and
reflection

11 Midterm examination

12 Questionnaire

Scoring rubrics

13-20

20 Final examination

Throughout the semester, four different SSA instruments were employed. The

first SSA instrument was a questionnaire with scales, to indicate those areas in which

the students felt they could perform or they had proficiency. The questionnaire also

included open-ended questions for the students to give short answers. The second

SSA instrument was self-rated rating scales, which allowed the students to

introspectively or retrospectively self-report on their performances or assignments.

The students rated each of their designated abilities as ‘excellent’, ‘good’, ‘fair’, or

‘needs improvement’. The third SSA instrument was checklists, which allowed the

students to check their assignments against the criteria or checkpoints. The last SSA

instrument was scoring rubrics, which represented the performance expectations and

descriptions for course assignments or tests. The students rated their various levels of

work or performance.
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The details about the implementation of SSA instruments of each training
participant were as follows:

Lady

Three SSA instruments were employed by Lady. They were self-rated rating
scales, scoring rubrics, and questionnaire (See in Appendix O). With regard to the
self-rated rating scales, Lady intended to obtain the students’ levels of proficiency and
factors affecting the students’ performances. She mentioned, “I taught this group of
students when they were freshmen. At that time, their English background knowledge
was quite limited. Now, they are third year students and this course was far more
advanced than that course.” Therefore, Lady employed SSA instruments to
investigate the overall and specific levels of students’ English proficiency. She

reported:

“The scales were for examining the students’ current levels of English
proficiency. Had they improved their English proficiency? | wanted to know
about their overall proficiency levels and their levels in the four skills:
reading, writing, speaking, and listening. Which skill was their worst and
which one was their best? [LADY]”

The results from the self-rated rating scales informed Lady that ier students’
levels of English proficiency were still limited and they rated writing as their worst
skill and speaking as their best skill. Based on the results from the self-rated rating
scales, Lady planned out-of-class assignments that helped students prepare for her in-
class lessons and modified her course instruction to meet the students’ needs. She

explained:

“My course was actually English for Business, I assigned the students to study
pieces of business jargon before my class. | had also found out that my
students disliked writing as they rated this skill as their worst skill. So, |
emphasised the writing process in my course. | also observed from the self-

rated rating scales that my students favoured speaking. I allocated more
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points to the speaking test; therefore, the students felt motivated to study.
[LADY]”

In the sixth, seventh and ninth weeks, Lady used scoring rubrics to assist her
students in speaking tests (see the scoring rubrics in Appendix O) because she wanted
her students to acknowledge the scoring criteria. The third SSA instrument was a
questionnaire, which was distributed to the students in the 12" week. Lady wanted her
students to reflect on their performances on the midterm examination. Lady reported
that she got informed about the students’ points of view by using the questionnaire.
She said, “Actually, he was one of the good students in the classroom. | was a bit
shocked when | saw his low midterm scores. | was shocked, but he was not. | learnt
from the questionnaire that he did not study for the midterm exam.”

Madam

Two SSA instruments were used by Madam (See Appendix O). They were
scoring rubrics, and checklists. In the sixth and seventh weeks, Madam gave her
students the scoring rubrics, which included fluency, pronunciation, and accuracy
criteria for her students to self-evaluate their speaking performances. While other
participants gave their students scoring rubrics immediately after they finished the
tests, Madam gave her students the scoring rubrics prior to the speaking tests because
she wanted them to self-evaluate what they had prepared or rehearsed. The students
would also get informed about her expectations regarding their speaking performance.

The second SSA instrument was checklists, which were employed in the
eighth and 10" weeks. In the eighth week, Madam helped her students to accomplish
the writing tasks when she gave her students the checklists. They could check if they
had already covered elements of CVs and cover letters. Then, Madam gave her
students two weeks to complete the writing assignments. In the 10" week, the
students submitted their writing assignments together with the checklists.

Navi

Navi employed two SSA instruments (See Appendix O). In the first week,
Navi distributed the questionnaire to examine the students’ background knowledge of
translation. His questionnaire examined the students’ grades in the prerequisite

course, dictionaries used by the students, translation skills, problems in translation,
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expectations regarding the current course, and preferred grading criteria. Navi claimed
that based on the results from the questionnaire, he could plan for his translation
lessons. He wanted to know their background knowledge in translation.

In addition, it was observed that Navi applied scoring rubrics with his
translation instruments. His translation instruments lasted for three weeks. For
example, in the sixth week, Navi gave his students translation assignments with
scoring rubrics which included criteria of correctness and register. The students then
worked on their translation assignments and presented the first drafts of them to Navi
in the seventh week. Navi and the students then discussed the first drafts of the
translation assignments by using the criteria in the scoring rubrics. Then, the students
revised their translation assignments according to Navi’s feedback and submitted their
final drafts of the translation assignments in the eighth week. Navi mentioned that he
felt satisfied with the scoring rubrics because the students could share responsibilities
with him. In fact, the students could check if they had missed any points. They could
check if their translation drafts met the criteria in the scoring rubrics.

Zia

Zia employed two SSA instruments (See Appendix O). In the first week, Zia
used a questionnaire to examine her students’ learning goals. She said, “I believed
that the students should have their own learning goals. | used a questionnaire to
examine their learning goals. | wanted to know if their learning goals were consistent
with my course objectives.” Then, Zia’s students used reflective journals to reflect on
their English sound production tests in the sixth and 10" weeks. After the students
finished taking the tests, Zia asked her students to write what they perceived as their
weaknesses and how they improved their English sound production.

In conclusion, all participants implemented SSA in their classrooms during the
training. However, it can be seen that Navi was the least frequent user of SSA in the
classroom. According to Navi, he only wanted his students to check their translation

ability against the criteria, so he only employed scoring rubrics.
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4.3.1.4 Continued use of SSA after the training

The analysed data from the semi-structured interview for Part I11 revealed that
the participants had continued to use SSA after the training. The training was
conducted in the first semester of the 2016 academic year. The participants were
asked about their use of SSA in the second semester of the 2016 academic year. It was
found that Madam, Navi, and Zia used SSA in their classrooms in the semester
following the training, while Lady did not. With regard to Madam, she reported that
she could easily apply SSA in the following semester because the course and the
students were similar to the ones she had in the previous semester. She reported:

“I have used SSA this semester because the course and the students are

similar to the ones I had in the previous semester. Not much different. The

students are non-English major students. The course is English for Business

Communication. | can easily use the SSA instruments with my students this

semester with regards to explaining SSA and the steps of using SSA.

[MADAM]”

In Navi’s case, he taught the course which followed on from Translation into
Thai in the following semester. He applied the scoring rubrics from the previous
semester. He reported feeling comfortable using the scoring rubrics because he was
teaching the same group of the students from the previous semester. Therefore, the
students were already familiar with the steps of using scoring rubrics to self-evaluate
their translation assignments. He said:

“I am teaching the same group of students. They are the students who took

English into Thai translation last semester. They are familiar with the scoring

rubrics. | do not need to explain much. The scoring rubrics are in the same

format. The criteria are also the same. The translation instruments are also

almost the same. They know what to do. It is fine. [NAVI] "

Zia’s case was different from Madam’s and Navi’s. Zia neither taught the
same course nor the same group of students. Despite teaching different courses and
groups of students, Zia was able to apply the same SSA instruments to a new course

and new group of students. She reported:
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“I asked the students to write reflective journals about their writing

assignments. | wanted them to reflect on their mistakes and their writing

progress. I also wanted them to identify their areas of confusion. [ZIA]”

In contrast, Lady did not use SSA in the following semester due to the mixed
abilities of the students in her class and the nature of the classes. She mentioned:

“I am not using SSA this semester. My students are of mixed ability and

most of the classes are lectures. Due to these facts, it would be quite

difficult to use SSA this semester. [LADY]”

In summary, all of the participants, except Lady, continued using SSA in the
semester following the training. The possible factors contributing to the decision to
continue using SSA were the characteristics of the students, course content, and

classroom context.

4.3.2 Contributions of the training to the participants’ assessment practice in the
use of SSA

Analysed data which were extracted from the self-report checklists and
stimulated recalled interview revealed four central themes, seven sub-themes, and 19
coordinating sub-themes which explained the contributions of the training to the
participants’ assessment practice in the use of SSA. Table 36 presents a summary of

the results organised in order of reference made during the stimulated recall interview.
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Table 36: Coding themes for the contribution of the training to the participants’

assessment practice

Central theme

Sub-themes

Coordinating sub-themes

Shared goals
regarding
assessment practice
in the use of SSA

Assessment for learning

Providing purposes of using
SSA

Practice of SSA

Trying out new classroom

assessment

Overcoming the challenges

Providing
resources and

support

Resources and support

Knowledge of SSA

Samples of SSA tools

Learning space

Workshops

Implementation of

SSA in classrooms

Hands-on experiences in SSA

Trying out SSA tools

Observing students’

reactions

Linking theory to practice

Planning

Monitoring

Evaluating

Reflecting

Revising

Collaboration in
the learning

community

Active participation

Debriefing

Discussions

Feedback

Feedforward

Reinforcement

Encouragement
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The results corresponding to the second research question are discussed as
follows:

4.3.2.1 Shared goals regarding assessment practice in the use of SSA

The participants described how they shared a goal regarding assessment
practice in the use of SSA — using SSA for the students’ learning. After the
participants learnt the five purposes of SSA in Workshop 1, the participants stated that
they wanted to use SSA for students’ learning. Zia and Navi wanted their students to
be self-conscious of what they had performed or acquired. For example, Navi wanted
to use SSA to promote their translation ability. Navi claimed that he planned to use
SSA to activate the students’ awareness of grammar and accuracy in translation. He
said, “The students always wait for me to identify their mistakes. Using SSA, | might
be able to make them self-informed about their grammatical levels, accuracy,
sentences, and word choices.” In addition, Lady and Madam wanted to use SSA so
their students could plan for their continual development. As Lady stated, “So, they
would know what they need to do in this course.”

Since all four participants aimed to improve the students’ learning, they agreed
that they wanted to try SSA in their classrooms. Zia said, “l use other classroom
assessment instruments, but I never use SSA to improve students’ learning. I want to
try SSA to see if it is effective for my students’ self~improvement.” It was found that
the participants voiced an increase in positive feeling toward using SSA after they
finished planning for the use of SSA. During the workshop, the participants were
exposed to a new plan for classroom assessment application, had opportunities to
share ideas, and engaged with others who taught in the same department to reinforce a
sense of community. This sense of community among members who shared the same

goal was echoed in the group interview, as shown in the conversation below.

Navi: “We want the students to improve their English.”
Madam and Lady: “Yes.”

Zia: “That’s right.”
Navi: “Let’s see if SSA could help.”
Zia: “I mean we should use SSA for students’ self-

improvement.”



189

Madam: “The most important thing is...”

Zia: “The students themselves.”

Madam: “They must be satisfied with what they improve.”
Lady and Zia: “Yes.”

From the above conversation, it can be observed that the participants took
turns to provide support to each other. By the end of the conversation, they had
reached a mutual understanding as well as promoted the sense of community.

4.3.2.2 Providing knowledge, resources and material support

Sharing knowledge, resources, and material support in the use of SSA
contributed to the use of SSA in the participants’ classroom. The data gathered from
the stimulated recall interview and field notes revealed that the participants gained
knowledge in the use of SSA from the workshop. Prior to the training, they had heard
of SSA, but had no idea what it was. Zia noted, “Up until | worked with you (the
researcher), I had no idea how SSA worked in classrooms. Then, | found out how SSA
worked in classrooms.” Then, the participants joined the workshop that provided them
with the knowledge, resources, and material support in the use of SSA. They learnt
how to select appropriate SSA instruments and instruments for their courses. They
recalled these forms of support in the following conversation.

Navi: “l used an effective SSA instrument.”

Madam: “I myself just knew that there were many SSA instruments”
Zia: “You just pick one that you think it suits your courses.”
Madam: “I just also knew that there were many SSA instruments.”
Zia: “That’s right! Remarkably, we still managed to use SSA.”
Lady: “At least, we knew SSA. I knew what SSA was, and how it

could be used in my course.

Navi: “Yes, there were many SSA instruments to choose from.”
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4.3.2.3 Providing opportunities for implementation of SSA in classrooms

One of the purposes of the job-embedded training was to promote the
implementation of SSA in classrooms. This training offered opportunities to turn the
knowledge, resources, and material support obtained from the workshop into hands-
on experience in SSA. In this study, the participants were found to have linked the
theory to practice by planning for the use of SSA, practicing and monitoring the use
of SSA in their classrooms, reflecting on and evaluating the effectiveness of SSA, and
revising their future use of SSA.

Opportunities to plan for the use of SSA

The participants had some challenges to overcome as they taught different
courses, had different numbers of students, and used different course content and
instruments. Thus, they agreed to use different SSA instruments. While participating
in the workshop, they collaboratively planned for the use of SSA in their classrooms
based on the following aspects: the SSA implementation schedule, focused
skills/factors, instruments, and SSA instruments. The proposed plan is presented in
Table 4.17.

Opportunities for practicing and monitoring the use of SSA in their

classrooms

After the planning, the participants implemented the SSA instruments and
other instruments throughout the semester. Lady felt that her practice of SSA in her
course was ‘an experiment’ that allowed her to try SSA with her students. Lady noted,
“it was not just a dry run of SSA, but a chance to try SSA with the students for real”.
The details of the SSA instruments and other instruments employed by each training
participant are discussed in 4.2.1.3 SSA instruments and other instruments. While
implementing the SSA in their classrooms, the participants experienced the transition
from theory of SSA to practice of SSA. They recorded their use of SSA in their
teacher’s notes. Zia shared, “I usually recorded my teaching in the teacher’s notes.
SSA was a part of those records.

In the individual conferences and group conferences, the participants had
opportunities to recall their practices of SSA in their classrooms. It was found that the
participants used the monitoring aspects they had learned in the workshop as their

monitoring checkpoints. Madam, for example, monitored herself: “If I could make the
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students know how to use the checklists.” When asked to self-report their monitoring
of the use of SSA in their classrooms, the four of them reported that they had told the
students the purposes of SSA, defined the SSA instruments, and encouraged the
students to perform SSA in their classrooms. The self-reported aspects of monitoring
the use of SSA in the participants’ classrooms are presented in Table 37. The
participants indicated that they had practiced planning, implementing, and performing

reflective appraisals over the semester.

Table 37: Perceived assessment practices

Self-report checklist

Assessment practices in Lady Madam Navi Zia

student self-assessment 5 3 2 1 2 3 2 1 2 3 4 1 2 3 a

Planning: | have planned
for the following:

purposes of student self-

assessment Y e Y e N Y

types of achievement to be
assessed in student self-

assessment

student characteristics

constraints of the learning

environment

role of self-assessmentin ¥ ¥ ¥ ¥ v v v Y ¥V ¥V x ¥V x x VY

the English course

training procedures
required for the students to

self-assess
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Assessment practices in

student self-assessment

Self-report checklist

Lady

Madam

Navi

Zia

2

3

1 2

3

2

3

Implementation:
Implementation of student
self-assessment provided a
supportive environment in
the following manners:
students are encouraged to
debate the advantages and
disadvantages of student

self-assessment.

students are encouraged to
propose strategies for
becoming more involved

in student self-assessment.

| offer regular guidance
and encouragement to
students to accept greater
responsibility for

assessment decisions.

AN

I non-judgmentally accept

students’ opinions.

my feedback highlights the
usefulness of student self-
assessment in English

language learning.
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(Continued)

Self-report checklist

Assessment practices in Lady Madam Navi Zia

student self-assessment  — > 3 1 12 3 2

2 4 1 2 3 4 1
v v v v v v v v v v x vV x x Vv YV

student self-assessment is
introduced gradually,
beginning with less
complex tasks.

training is provided before ¥ ¥ ¥ ¥ Y * Y v v Y vV v VY

students start to practice

self-assessment.

Reflective appraisal: After
finishing my class, |
reflected on the
followings:

the strengths of the self- Y o AN A A A A A A
assessment instruments

used.

the weaknesses of the self- ¥ ¥ v v v v v v v v v vV VvV VY

assessment instruments

used.

the challenges encountered
and ways to deal with

them.

Ability to analyse the
strengths, weaknesses, and
the challenges of the self-
assessment instruments in

the next time.

Note: Number 1 represents the time between August to September, 2016.
Number 2 represents the time between September to October, 2016.
Number 3 represents the time between October to November, 2016.
Number 4 represents the time between November to December, 2016.
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Opportunities for reflecting on and evaluating the effectiveness of SSA, and

revising their future use of SSA

After the participants implemented and monitored the use of SSA in their
classrooms, they were provided with the opportunities to reflect on and evaluate the
effectiveness of SSA in the individual and group conferences. It was found that the
discussion was centred around the effectiveness of the SSA instruments. For example,
Zia reflected on the effectiveness when she stated, “l observed my students doing the
questionnaire and asked myself if the questionnaire was suitable for my students.” Zia
then came to the conclusion that the questionnaire was appropriate for her classroom
because the students had no idea about the content. The questionnaire was appropriate
for her students because it provided the students with the guiding questions which
stimulated their ideas. Similarly, Madam reflected on the effectiveness of SSA
instruments in her classrooms. She discussed this in terms of advantages and

disadvantages. She reported:

“To me, scoring rubrics had no disadvantages. The scoring rubrics helped
students complete their assignments. The students learnt how to use scoring
rubrics and used the rubrics as a framework for their assignments. Without a
proper understanding of the scoring rubrics, the students would have worked
without direction. [MADAM]”

Madam finally concluded, “Considering the students’ use of the scoring
rubrics, | was certain that this instrument was suitable for my students.”

After the participants reflected on and evaluated the effectiveness of the use of
SSA in their classrooms, they revised their plans for future use of SSA. Navi
reasoned, “If the SSA instruments were effective, we continued using them. If not, we
changed to other SSA instruments. Just keep trying. That’s it.” To revise plans for the
future use of SSA, the participants started by identifying the challenges to the
effectiveness of the use of SSA in their classrooms, which were related to class size

and time constraints. In Lady’s case, she reported:
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“There were too many students in my classroom. I thought that I could have
finished using the SSA instruments within 15 minutes. Actually, it took me
almost 10 minutes to explain the SSA instruments to my students and another
20 minutes for the students to complete the SSA tasks. So, it took almost 30
minutes in total. [LADY]”

Then, the participants figured out the solution to the challenges they
encountered while using SSA in their classrooms. Referring to the aforementioned
challenge, Lady reported how she decided to change her plans in implementing SSA.
She said, “l would ask them to show up earlier to do the questionnaire. Or | would

distribute the questionnaire after finishing that day’s lesson.”

4.3.2.4 Collaboration in the learning community

Being an active participant in a collaborative learning community with the
other participants promoted assessment practice in the use of SSA. All participants
were observed engaging in both formal and informal learning communities. The
formal learning community refers to the monthly group conferences arranged by the
trainer. The informal learning community refers to the participants’ random
conversations on the topic of SSA, which took place (a) during lunch time and (b)
after the class had been dismissed. The participants agreed that the learning
community was meaningful to their assessment practice in the use of SSA. It was
underpinned by participants having the same interests with regard to learning-
community culture. Therefore, exchanging ideas was advantageous for them. Lady
stated, “We are in the same department, teaching English courses. And we are now
using the same SSA. What could apply to Madam'’s students might be applicable to my
students too. I saw what they were doing. I got their recommendations.”

It was found that each participant debriefed their fellow participants on their
use of SSA in their classroom. The other participants then suggested solutions to their
problems. For example, Lady raised the point that her students seemed not to
understand the questionnaire items. Zia and Madam advised Lady to elaborate and
give examples to help her students understand the questionnaire, as evidenced in the

following conversation.
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Lady: “In my case, some students showed their confusion.”

Zia: “The students were confused about the ambiguous
questions.”

Madam: “Elaborate on the questions for them.”

Zia: “If they don’t understand, elaborate on the questions then.”

Madam: “Or give examples.”

This kind of support in the learning community extended to a meaningful
source of feedback or feedforward for the participants. With the sense of shared goals
and interests, the participants could bring up issues regarding their use of SSA and
receive feedback and/or feedforward from the others. Sometimes, the participants
helped each other reinforce knowledge or encouraged each other. For example, Navi
discussed one of his issues and got recommendations from his friends. Navi told the
group that his students were nervous when he asked them to self-evaluate their
performance. The other three participants quickly responded and stepped in, which

can be observed from the following conversation.

Lady: “At first, my students were a bit nervous.
They always questioned why they needed to self-assess
their own performance. | needed to reassure them
that it was nothing to do with their grades. It was

just a classroom assessment.”

Zia: “That’s right. Tell them that this assessment...”
Navi: “...was for them to know which level they were in?”
Zia: “Yes. Let them know that there will be no negative

consequences from this.”

Madam: “Put a remark on, ‘Nothing to do with your scores.’”

Zia: “No effect on their scores, their performance scores, or their
final grades.”

Lady: “...Reassure them that there will be ‘No effect at all.””

Madam: “Yes.”
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Furthermore, it was observed that after the participants shared their
perspectives, they went back to using SSA in their classrooms and used the results of
their discussion. This collaboration helped the participants to get through the
transition process with confidence. For instance, there was an issue about whether
they should explicitly tell the students about the technical terms of SSA. The group
provided each other with feedback and then agreed that they did not want to make the
students alarmed or excited. Therefore, they concluded that they should not tell the
students the technical terms of SSA, in order to make the implementation smooth and

natural. Their feedback and feedforward were reflected in one particular conversation,

as follows:

Navi: “Just explain the steps of SSA. Tell them how to do SSA.”

Zia: “Do not explicitly tell them it is SSA. I did not do that.”

Lady: “I did and the students were just like...confused.”

Zia: “See? That’s right. If you explicitly tell them, like ‘class, this is
SSA. It is a method for blah blah blah’, the whole class will
be alarmed and they will ask you a lot of questions. So why
do we need to inform them that it was called SSA?”

Lady: “If I mention that it is called SSA, the students will be so
curious?”

Zia: “Next time, make sure you do not use any technical terms at
all. No jargon! We need to integrate SSA into our courses
naturally. If we explain it to the students by using a lot
of technical terms or some quotes from the theory, the students
will focus on our academic explanation and it will end up
confusing!”

Madam: “Naturally. Period!”

As observed from the data, the four participants showed that they employed
the learning community as a means to exchange their best practices in the use of SSA
so that they could apply such practices in their classrooms. In addition, they observed
each other’s SSA instruments as well as sharing their problems and providing

solutions.
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4.3.3 Summary of Research Question 3

To sum up, it can be said that the training contributed to the participants’
assessment practice in the use of SSA as it was observed that they could plan,
implement, and evaluate their use of SSA in their classrooms with a variety of SSA
instruments. They could implement SSA in their classrooms effectively because of the
training, which provided them with shared goals regarding assessment practice in the
use of SSA, resources and support, opportunity to implement SSA in classrooms, and

collaboration in a learning community.

4.4 Conclusion

It was found that SSA was practiced in the nine RMUTSs’ EFL classrooms.
The nine RMUTSs’ EFL lecturers had moderate levels of assessment literacy and
assessment efficacy in the use of SSA. In addition, the training had a positive
influence on the participants’ assessment practice, assessment literacy, and
assessment efficacy in the use of SSA, as summarised in Table 38.

Table 38: Summary of the four participants’ assessment practice, assessment literacy,
and assessment efficacy in the use of SSA

Assessment

Assessment practice literacy

During After Assessment
No Participant training training efficacy
1. Lady Used SSA Does not High Very High

use SSA
2.  Madam Used SSA Uses SSA  Very high Moderate
3. Navi Used SSA Uses SSA High Moderate
4. Zia Used SSA Uses SSA  Very high High
Total High High

The results indicated that the training contributed to the participants’
assessment practice in the use of SSA because it provided opportunities for the
participants to share goals with regard to assessment practice in the use of SSA,
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provided resources and support, and allowed the participants to implement SSA in
classrooms. Furthermore, the participants’ assessment literacy and assessment
efficacy in the use of SSA were promoted through the hands-on experience in SSA

and collaboration in a learning community.
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CHAPTER V
CONCLUSIONS AND DISCUSSIONS

This chapter presents a summary of the results of the study, followed by a
discussion of the results. The chapter also discusses implications for practice and

research, limitations of the study, and suggestions for future research.

5.1 Conclusions

5.1.1 Research Question 1: What are the levels of assessment practice, assessment
literacy, and assessment efficacy among EFL lecturers at Rajamangala Universities
of Technology, with particular reference to the use of student self-assessment in their
classrooms?

In total, 55.67% of the 163 questionnaire respondents reported that they were
users of SSA. The respondents reported having a moderate level of assessment
literacy and assessment efficacy in the use of SSA. In addition, five major findings
emerged from the analysis of the qualitative data drawn from the interviews with 48
interview informants.

- SSA as a tool to promote student learning — The participants believed that if
they practised SSA in their classrooms, their students would be able to identify their
strengths and weaknesses, plan for their future progress, and eventually, be
responsible for their learning.

- Validity and reliability of SSA — The participants perceived that the students’
underestimation and overestimation of their performances could be a threat to the
validity of SSA results. The participants also noted that they suspected inconsistency
between the lecturer assessments and SSA.

- Assessment literacy affecting assessment efficacy and assessment practice
in the use SSA - The participants felt interested in using SSA in their classrooms, but
they lacked assessment literacy in the use of SSA. Also, they believed that their

limited assessment efficacy was a result of their limited assessment literacy.
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- Challenges to successful assessment practice in the use of SSA — Four
major challenges were identified. They were (a) the different classroom contexts, (b)
the overwhelming workloads, (c) the students’ limited knowledge, and (d) the
students’ characteristics.

- Solutions to the challenges — The questionnaire respondents and the
interview informants suggested that ongoing and job-embedded training was the
solution to the four aforementioned challenges to the successful use of SSA. Effective
training should provide participants with assessment literacy and it should be aligned
with the lecturers’ individual needs and classroom contexts. The respondents and the
informants also suggested that the training could be in the form of training activities
such as workshops, individual and group conferences, and compiling portfolios.
Besides assessment literacy in the use of SSA, possible forms of support would also
be appreciated by the participants. The first form of support could be a lecturer
support group, which is a community of professionals in which two or more teachers
collaborate in meetings and work on a shared goal. The participants could observe and
exchange each other’s conceptions and principles of SSA. As a result, their principles
and conceptions of SSA should be enhanced by the promotion of understanding
among the teachers. In addition, a flexible training schedule and appropriate timing
were also mentioned as factors affecting participation in training. Good timing could
have a cumulative effect when the trainer promotes the training among the teachers.
5.1.2 Research Question 2: How does assessment literacy training on the use of
student self-assessment contribute to the assessment literacy and assessment efficacy
of EFL lecturers at Rajamangala University of Technology Tawan-ok?

The analysed data from the field notes, questionnaire, self-reported checklist,
stimulated recall interview, and semi-structured interview for Part 111 highlighted the
positive impact of the training on the assessment literacy and assessment efficacy of
the four participants. The participants found that hands-on experience in SSA and
collaboration in a learning community contributed to their development of assessment
literacy and assessment efficacy in the use of SSA. After the training, the participants

reported having high levels of assessment literacy and assessment efficacy in the use
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of SSA. Also, the participants reported developing the five domains of assessment
literacy, which are detailed as follows:

- Knowledge: The participants demonstrated essential knowledge and
understanding of SSA characteristics throughout the training. They were able to
indicate sound and unsound SSA and use an interpretation of SSA outcomes in
making instructional decisions.

- Skills: The participants were able to administer SSA in the context of
meaningful classroom activities. They could explain the steps of conducting SSA to
their students and describe their implementations to their colleagues.

- Principles: The findings revealed that the participants’ principle use of SSA
was as an assessment for learning. The participants constantly reported that SSA was
used to promote students’ understanding of how they were assessed or expected to
perform the tasks. The participants also claimed that their students’ motivation to
study English was promoted after performing SSA.

- Conceptions: The participants perceived that SSA was applicable to their
classrooms. It was found that they used the results from SSA to inform students of
their instructions.

- Awareness of students’ language-specific competencies: There was a
discrepancy between the awareness of students’ language-specific competencies and
the participants’ assessment practice. The participants were aware that their students
used English as a foreign language; however, their assessment criteria reflected the
fact that they expected their students to use native-like English.

With regard to assessment efficacy, the participants reported increasing levels
of assessment efficacy as the semester progressed. They reported that they were
confident in having adequate knowledge of SSA, developing SSA instruments,
explaining about SSA to their students and colleagues, monitoring their
implementations of SSA in their classrooms, and using and interpreting results from
SSA.
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5.1.3 Research Question 3: How does assessment literacy training on the use of
student self-assessment contribute to the assessment practice implemented by EFL
lecturers at Rajamangala University of Technology Tawan-ok?

In response to Research Question 3, the participants reported that their
assessment practice in the use of SSA could be promoted by such training. The results
indicated four aspects of training that contributed to assessment practice in the use of
SSA. They were the sharing of goals with regard to assessment practice in the use of
SSA, provision of resources and support, implementation of SSA in classrooms, and
collaboration in a learning community. As a result of the mentioned training aspects,
the participants used SSA in their classrooms throughout the semester. The
participants employed SSA to examine the students’ direct assessment of specific
performance and socio-affective assessment. The SSA instruments employed by the
participants were self-rated rating scales, scoring rubrics, questionnaires, checklists,
and description and reflection.

In addition, it was found that the participants employed what they had learned
from the workshop to plan for using their SSA instruments. Before designing the SSA
instruments, they examined the students’ characteristics, course contents, and time
allocations. Then, they adapted the SSA instruments to their classrooms. While the
students performed SSA, the participants observed the students’ reactions and
collected feedback from the students. In the conferences, the participants reflected on
and evaluated their use of SSA in terms of student learning, effectiveness of SSA
instruments, and challenges encountered in the classrooms. The participants also
exchanged comments, feedback, and feedforward in the learning community. Based
on the hands-on experience in the use of SSA and the discussions in the learning
community, the participants were able to continue implementing the SSA in their

classrooms.
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5.2 Discussions

With reference to the survey and the training, several issues are discussed as

follows:

5.2.1 SSA employed by the nine RMUTSs’ EFL lecturers

5.2.1.1 SSA model in the context of the nine RMUTS’ classrooms

The SSA model employed by the participants was a median model of self-
assessment (the standard model). None of them employed weaker models of SSA
(self-marking or sound standards), stronger models of self-assessment, or the
strongest models of self-assessment. Throughout the training, the participants
customised SSA to their classroom contexts. All of them established criteria for the
students to self-evaluate their performance and assignments before submitting the
results to the lecturers. Some training participants used SSA with peer assessment. In
this context, the four participants played the role of ‘final station’ in SSA activities.
They assessed the SSA results and provided feedback on the students’ performances
and the students’ use of SSA instruments. In this study, the respondents, informants,
and participants similarly considered SSA as a low stake classroom assessment, so
they only employed SSA to obtain the students’ viewpoints and learning progress.
There was no evidence that other models of SSA were used during Part 11 and Part 111
since the participants only used the median model of SSA. Therefore, the context of
the classroom should be strongly emphasised in the implementation of SSA. Also, the
training should focus on the lecturers’ viewpoints towards SSA and the level of its
stake.

This finding corresponded to the previous findings from the literature. Taras
(2010) reported that the median model of self-assessment (the standard model) was
the most popular model in Asian university classrooms. Similar to the findings of
Taras (2010), the findings in this study indicated that this model was popular because
it assisted the students in becoming aware of their genuine strengths and weaknesses.
In addition, the integration of SSA with peer assessment and teacher assessment has
been found in Matsuno (2009), Murakami et al. (2012) and Taras (2010). The findings
in this study included the observation of some consistency between the results from
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SSA, peer-assessment and teacher-assessment, which is similar to the findings of
Matsuno (2009), Murakami et al. (2012) , and Pope (2005). However, the findings did
not support the low correlation between self-assessment and teacher assessment found
by Patri (2002) and Saito and Fujita (2004).

5.2.1.2 SSA as a teacher-centred paradigm

It is interesting that the use of SSA was, in fact, a teacher-centred paradigm
rather than a student-centred paradigm. In this study, the teacher-centred paradigm
was observed throughout in that the students worked on their SSA instruments alone
and the lecturers were the ones who took control of the classrooms. The lecturers also
directed all SSA activities. The participants seemed to design the SSA instruments to
serve their needs, not the students’ needs. Throughout the training, it could be
observed that the participants planned, implemented, reflected on, revised, and
evaluated their use of SSA without the students’ contribution. They thought that they
had implemented SSA correctly and properly because they had observed that their
students could use the SSA instruments. The participants transmitted their knowledge
of SSA to the students while the students just passively followed the lecturer’s orders.
Many accounts provided by the participants evidenced the fact that the participants
were the evaluators of the SSA’s effectiveness. They made judgements on the
students’ use of SSA instruments based on their observations. For example, Madam
reported, “l observed that my students were getting better at writing CVs. They
checked their writing assignments against the checklist given to them.” Similarly, Zia
claimed that her students were unable to generate their own test due to their
insufficient proficiency. This was evidenced by the fact that they could not even pass
her test. They also believed that the student-centred paradigm of SSA would not be
successful because the students still needed guidance from the lecturers. When they
were asked if they would continue using SSA, all four participants replied that they
would use SSA because it conveniently fit their teaching contexts.

Therefore, it can be concluded that the lecturers, who controlled the
classrooms, were most responsible for the implementation of SSA. These results
supported the results produced by Borko (2004), Chapman (2008), and Garet, Porter,

Andrew, and Desimone (2001) in that the teachers were the organisers of classroom
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assessment. This study also found that SSA, which was regarded as an alternative
kind of assessment, was also organised by the teacher. In contrast, this study did not
support Kissling. E.M. and O'Donnell (2015), Mok et al. (2006), and Wolffensperger
and Patkin (2013), who found that the power to make decisions should be shifted
from teachers to students. One possible explanation is the Asian classroom culture.
According to Biggs and Watkins (2001), the teacher is well respected as a mentor and
a figure who imparts wisdom to novice students. Ultimately, the participants’
assessment practice in the use of SSA still followed the teacher-centred paradigm of
SSA, which echoed the many previous studies on the use of SSA (Alderson, 2005;
Birjandi & Tamjid, 2012; Brantmeier, 2005, 2006; Huang, 2015; Little, 2009; Suzuki,
2015; Wan-a-rom, 2010).

5.2.1.3 Factors affecting the students’ underestimation and overestimation

in SSA

It is not surprising that the respondents, informants, and participants
mentioned the students’ underestimation and overestimation of their performance and
proficiency. Some informants even claimed that SSA could not succeed in the
contexts of the nine RMUTs’ EFL classrooms because it could not yield valid and
reliable results. In an attempt to explain why the students underestimated or
overestimated their performance and proficiency, some informants blamed the
students’ ‘honesty’, ‘irresponsibility’, and ‘lack of linguistic knowledge’. However,
the literature pointed out that students tend to overestimate or underestimate their own
proficiency due to psycholinguistic factors, such as anxiety (Maclntyre et al., 1997),
experiences in language learning (Suzuki, 2015), and perceived competence
(Malabonga et al., 2005; Matsuno, 2009). For example, one informant from
RMUTTO recalled that there was some discrepancy between the students’ self-rated
scores and the teacher-rated scores. As such, she did not believe in the reliability of
SSA and she would prefer not to use SSA in her classroom again. What the informant
from RMUTTO experienced was similar to Matsuno (2009) , who compared self-
assessed, peer-assessed, and teacher-assessed scores from writing tests. According to
Matsuno (2009), self-assessors underestimated and underrated their own writing tests

but gave higher scores to their friends. Matsuno (2009) also found that the self-
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assessed test scores were not consistent with the teacher-rated ones. Therefore, the
students’ socio-affective factors and perceived competence could well be responsible
for the underestimation and overestimation when evaluating their performance and

proficiency.

5.2.2 The participants’ development of assessment practice, assessment literacy,
and assessment efficacy in the use of SSA

5.2.2.1 A learning community to promote assessment literacy, assessment

efficacy, and assessment practice in the use of SSA

Formal and informal collaboration among the participants was found as the
most effective training activity that provided the participants with a supportive
learning community. It was observed that the participants exchanged ideas and
assessment practices with other participants in the formal conferences and on some
informal occasions like lunch breaks or small talk. As a result of the discussions, the
participants showed that they had improved their assessment literacy and gained more
assessment efficacy. With these changes, it can be said they changed or revised their
assessment practice on the use of SSA as a consequence of the discussions. This
naturally occurring form of collaborative discussion, among participants who shared
the same common goal in the use of SSA, could be identified as what Bransford et al.
(2000) defined as ‘a learning community’.

In this study, the learning community seemed to enhance the participants’ self-
assessment (referred to as ‘lecturer self-assessment’) in their use of SSA. Lecturer
self-assessment was at the centre of the mechanism required to develop assessment
literacy, assessment efficacy, and assessment practice. The participants self-assessed
their use of SSA by using two sources of data: the students’ feedback and their fellow
participants’ comments. With regard to the students’ feedback, the participants’
assessment literacy and assessment efficacy were reinforced when they received good
student cooperation and positive feedback on their SSA activities. For instance,
Madam perceived that her students could perform well in using her checklist and she
felt that the checklist helped her students’ learning. Therefore, she felt more confident

in using SSA. With regard to fellow participants’ comments, the participants were
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implicitly prompted to self-assess their own SSA practices when they joined the
discussions about their use of SSA. In these discussions, they shared stories of their
successes or challenges. For example, Lady and Madam self-evaluated how well they
had employed scoring rubrics against their desired levels when they compared their

expected and actual usage of scoring rubrics in their classrooms.

5.2.2.2 Effects of the training on assessment practice in use of SSA

It can be said that the training was effective in promoting assessment practice
in the use of SSA, according to three aspects.

Firstly, the researcher aligned the content of the SSA training with the
participants’ needs. The unique needs of individual lecturers have been confirmed as a
crucial factor affecting the effectiveness of the training. In this study, the respondents,
informants, and participants expressed their unique needs regarding the use of SSA.
Focused content and duration of the training, sufficient resources, student
characteristics, and lecturers’ workloads were identified as factors affecting need
throughout the questionnaire and interview process. Also, the participants believed
that a ‘one-size-fits-all’ training approach could not contribute to their assessment
practice because they perceived that they delivered different courses, had dissimilar
departmental policies, and taught diverse groups of students.

Secondly, the training was effective because its various activities were found
to promote active participation with hands-on experience. The training was designed
to include activities that were ongoing, job-embedded, instructionally focused, and
coherent with regard to their courses. This effective training design echoes the
previous training designs by T. R. Guskey (1995) and
Garet et al. (2001). The mentioned previous studies pointed out that these elements
provided teachers with professional development opportunities to meet their needs.
Similarly, in this study, the participants’ needs were met through the training
activities. For example, they learned about SSA from the workshop. Then, they
actively participated in the training when they compiled their hands-on work in their
portfolios and later reflected on their implementations in the conferences. The
evidence suggested that multiple-activity training was better than single-activity

training. This finding was in line with Gulamhussein (2013), who found that the
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traditional professional development method of using a sole workshop was not useful.
Also, the use of multiple training activities was in good agreement with Yoon,
Duncan, Scarloss, Shiplay, and Lee (2007) in that it promoted the teachers’ practice.
Thirdly, the training contributed to the participants’ assessment practice in the
use of SSA by encouraging them to contextualise their SSA practice. By doing so, the
participants were urged to make assessment decisions on their own. The training,
which was intentionally designed to serve the unique needs of individual participants,
served them well as each participant could now administer SSA independently. It
could be observed that the participants had evaluated their assessment practice in the
use of SSA and made decisions on it throughout the training — from planning to
revision. Throughout the training period, the participants were encouraged to make
decisions regarding assessment by considering what SSA actions they would take in
their courses. It was remarkable to observe that each participant made different
decisions in their use of SSA depending on the purpose. Some SSA decisions were
made in the workshops, while designing SSA instruments, or after making
judgements on the students’ performance. After the training, the participants explicitly
stated that they knew what a fully formed and perfect SSA practice should look like;
however, they only practised the aspects of SSA that served their needs and contexts.
This finding supported Davies (2008) and Eley (2006)), in that effective decision-
making in assessment should be influenced by the particular context, rather than

abstract theories or principles.

5.2.2.3 Effects of the training on assessment practice, assessment

literacy, and assessment efficacy in the use of SSA: knowledge for

practice, knowledge of practice, and knowledge in practice

The results from this study pointed towards the idea that the participants had
gained assessment literacy and assessment efficacy through the training, the hands-on
experience in using SSA in their classrooms, and the engagement in the learning
community. This could be observed from the fact that the participants perceived that
they had gained assessment literacy in the use of SSA and then implemented SSA in
their classrooms. Once they perceived that they could successfully practise SSA, their

assessment literacy and assessment efficacy was reinforced. As Zia said, “We had
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learned from our use of SSA in the previous classes that we could do it”. With their
reinforced assessment literacy and assessment efficacy in the use of SSA, the
participants were urged to go one step further by continuing to use SSA in their future
classrooms, which would eventually contribute to their assessment practice in the use
of SSA. This dynamic process could be observed throughout the training.

This dynamic process could possibly be explained by using Cochran-Smith
and Lytle (1999) three stages of acquiring knowledge from professional development.
According to Cochran-Smith and Lytle (1999), a teacher can gain knowledge from
professional development in three stages: knowledge for practice, knowledge of
practice, and knowledge in practice. The first stage, knowledge for practice, began
with the sharing of knowledge which was disseminated in the workshop. In the
workshop, the trainer took the role of an expert in SSA who disseminated knowledge
of SSA among the participants. The participants, who took the role of SSA novices,
learned about SSA theory, models of SSA, SSA instruments, etc. The participants
received knowledge in the use of SSA with the awareness that they must put the
received knowledge into practice in their classrooms. As they were in the stage of
knowledge for practice, they still lacked their own constructed knowledge in the use
of SSA. Therefore, they designed all of the possible implementations of SSA
according to their own classrooms. This was reflected in their fully detailed
implementation plans, which were impossible to implement in other authentic
classrooms.

Then, the participants entered the knowledge-in-practice stage, which was
based on the practical knowledge of using SSA. This knowledge stage was catalysed
through experience and reflection. The participants were urged to utilise what they
had learned and planned in the workshop during spontaneous and authentic classroom
moments. They made decisions, interacted with their students, and solved problems
spontaneously. In this stage, the participants were said to have acquired knowledge in
practice when their knowledge, skills, principles, conceptions, and awareness of
students’ language-specific competencies were embedded in real-world use of SSA.
The discussions in the formal and informal learning community also enhanced the
participants’ assessment practice, assessment literacy, and assessment efficacy in the

use of SSA. As the participants discussed things with their fellow participants, they
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emphasised their challenges and exchanged their best practices. Some participants
even borrowed instruments from others. For example, Lady borrowed the scoring
rubrics format from Madam and modified it to her own requirements. As a result of
the hands-on experience and the learning community, the participants gradually
modified their implementation plans to fit the contexts. This phenomenon was
consistent with Cochran-Smith and Lytle (1999)in that the teachers observed and
imitated the classroom strategies and best practices of their more competent fellows.
As a consequence of the acquired knowledge-in-practice, they also improved their
assessment literacy and gained more assessment efficacy throughout the training.
Finally, the participants gradually developed their own knowledge of practice
when they used their own courses to gain an in-depth understanding of SSA.
According to Cochran-Smith and Lytle (1999), the teacher obtains knowledge-of-
practice when they take a central role in generating knowledge by using their own
classroom as a site for inquiry. In this study, the training participants’ hands-on
experience was used to help them better understand the nature and authentic use of
SSA. Their newly constructed knowledge was a result of the training and their prior
knowledge about their courses. They were able to observe the transformation from the
theory of SSA to practice in their own classrooms. As a result, the participants could
construct an individual meaning of SSA that went well with their own classroom
contexts and personal preferences. With these contributions, their assessment efficacy
may have improved as a result of the increasing assessment literacy. This is supported
by Chapman (2008), who indicated the positive relationship between assessment
literacy and assessment efficacy. This study also found that assessment literacy and

assessment efficacy in the use of SSA were interrelated.

5.2.3 Effective assessment literacy training in the use of SSA

5.2.3.1 Preferred effective professional development

These results of this study reveal positive signs for Thai EFL university
lecturers’ development in the use of SSA in their classrooms. They also indicate
useful practices which training program developers could use to create more context-
specific training to meet the needs and expectations of training participants. The

results of this current study suggest that prospective training program developers
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should consider the context of the trainees as a basis for development. With the
increasing number of contextual factors — such as lecturers’ working conditions,
students’ backgrounds, and departmental policies — the designer of the training on the
use of SSA should not only emphasise how the course content could educate the
lecturers, but also how the lecturers could prolong their practices of SSA in their own
contexts. To achieve this goal, the training should equip the lecturers with assessment
literacy in the use of SSA. As reported in the results, the training should cover the five
major areas of SSA: the knowledge, skills, principles, and conceptions of SSA; and
awareness of students’ language-specific competencies. With regard to the knowledge
and skills, the participants perceived that they did need training in these areas as a
basis of their SSA implementation in their classroom. The third area, principles, was
also identified as a crucial factor. The participants were well aware of their conditions
and situation as well as the need to find a way to integrate SSA in relation to their
institutional conditions. With regard to the fourth major area, conceptions, the results
showed that the participants’ conceptions were regarded as key to the success or
failure of the training on the use of SSA. This finding was consistent with what
scholars in the field have claimed with reference to the notion of assessment literacy,
in that effective assessment practice requires assessment-related knowledge and skills
with the proper principles and conceptions (Davies, 2008; Fulcher, 2012; O. Inbar-
Lourie, 2008). These findings thus confirm that assessment literacy requires other
domains besides knowledge and skills. They are principles (Davies, 2008),
conceptions (G. T. L. Brown, 2004), and awareness of students’ language-specific

competencies (O. Inbar-Lourie, 2013).

5.2.3.2 Suggested key elements of effective training to promote the use of

SSA in the nine RMUTSs EFL classrooms

The results in this study suggest that the use of SSA could be promoted by
effective training. In this study, the participants received knowledge and skills input
from the workshops, which were conducted by the researcher in the role of facilitator.
The participants mentioned that they had received knowledge in the use of SSA from
the workshops, which were designed to serve their needs in the use of SSA. These

results supported the concepts of effective training by Borko (2004) and Richards and
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Farrell (2005) in that the teacher’s knowledge could be promoted through four
elements: context, training, the facilitator, and the teacher.

Furthermore, the importance of the learning community was addressed as the
most effective element that allowed the participants to collaboratively construct their
assessment literacy and assessment efficacy in the use of SSA. The participants, who
collaborated with one another, were able to develop their assessment literacy,
assessment efficacy, and assessment practice in the use of SSA. The participants also
exchanged their knowledge, skills, principles, and conceptions with other participants
and the researcher-facilitator when they joined formal and informal learning
communities in the workshops and conference sessions. These naturally occurring
forms of collaborative discussion among the participants, who shared the same
common goal in the use of SSA, could be identified as what Bransford et al. (2000)
defined as ‘a learning community’. The results in this study substantiate previous
results in the literature, which found that professional practice could be accomplished
by a group of teachers working with a shared common purpose. This study also has a
number of similarities to those of Darling-Hammond and McLaughlin (2011) Meister
(2010) and Richards and Farrell (2005), who found that the participants in a learning
community could act as mentors and coaches to their fellows. Finally, this study
confirms the finding of Desimone (2011) in that effective training should involve a
collaborative community rather than isolationist practices. Therefore, ‘learning
community’ should be added to the key components of effective training.

Hence, this study strongly supports such incorporations among the training
participants, the facilitators, the training activities, and learning communities within
specific contexts, as reflected by Fullan (2007, p. 35), who proposed:

“Training as a term and as a strategy had run its course. The future of

improvement, indeed of the profession itself, depends on a radical shift in how

we conceive learning and the conditions in which teachers and students
work.”

Thus, the results from this study suggest the following research-based training
elements that promote assessment literacy, assessment efficacy, and assessment

practice in the use of SSA, as presented in Figure 6.
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Context

Figure 6: Suggested key elements of effective training in the use of SSA
The five key elements for promoting lecturers’ assessment literacy, assessment

efficacy, and assessment practice in the use of SSA could be described as:

- The context: This is the context in which the training occurs. It involves the
lecturers’ principles and conceptions with regard to the university policy, course
objectives and content, lecturers’ workload and time allocation, and lecturers’ group
culture.

- The training activities: These are the ongoing activities which are aligned
with the target lecturers’ needs and contexts. The activities should be so meaningful
that the lecturers are empowered with the knowledge, skills, and awareness of
students’ language-specific competencies. The activities should be wide-ranging and
involve hands-on experience, workshops, conferences, etc.

- The participants: The lecturers become those who take roles as learners,
experimenters, mentors, observers, and evaluators during the training.

- The facilitator: The trainer(s) who facilitate the professional development
activities and provide necessary resources for the lecturers when they construct the
new assessment literacy and implement the new assessment practice.

- The learning communities: Spaces which are created by the facilitator and
the lecturers. They could involve formal and/or informal discussions that serve as
stages for exchanging ideas, discussing the practice, reinforcing assessment literacy

and assessment efficacy, and enhancing the training experience.
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With these five key elements, the training which was aimed at promoting the
use of SSA in Thai university EFL classrooms could be accomplished.

5.3 Implications

5.3.1 Pedagogical Implications

This study sheds light on some useful pedagogical implications as follows. To
promote SSA in Thai tertiary EFL classrooms, the lecturers must be the key persons
who execute the implementation plan and carry out the practices in their classrooms.
To convince the lecturers to practise the SSA in their classrooms, the lecturers’
assessment literacy and assessment efficacy need to be supported with effective
ongoing training. Based on the results of this study, the designer of the effective
ongoing training should do the following:

Include the lecturers in the in-service training decisions, design, delivery, and
evaluation process. By empowering the lecturers in this process, the training could be
more meaningful and effective.

Create alignment between the lecturers’ needs and the theory. Rather than
offering the lecturers one-size-fits-all training, the trainer should examine the
lecturers’ individual needs. Examining the lecturers’ needs before designing the
training, therefore, could prevent inadequate or excess preparation with regard to
significant aspects of the training. Then, the lecturers themselves would also be
motivated to attend the training and then precisely transfer what they learn in the
training to their actual practice (Fulcher, 2012).

Improve the lecturers’ knowledge and skills in SSA through hands-on
experience.

Provide sufficient time for training and adequate resources for the lecturers to
consult or research.

Promote collaboration and support among the lecturers. This could be in the
form of a learning community or a lecturers’ support group. The lecturers should be
encouraged to support each other during the ongoing training, in which they put the

received knowledge from the training into practice in their actual classrooms.
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Follow-up on what the lectures have practised in their classrooms. By doing
so, the trainer could reflect and provide feedback or feedforward to those who need
them.

Therefore, the needs of the lecturers should be examined before designing the
training in order to promote assessment literacy, assessment efficacy, and assessment
practice in the use of SSA. In addition, the training should be flexible according to the

departmental context and actual organisational context.

5.3.2 Assessment literacy, assessment efficacy, and assessment practice in the use
of SSA

Three implications emerged from this study, as follows:

(a) Assessment literacy is considered to be the factor which kick-starts
assessment practice and assessment efficacy. To promote assessment practice and
assessment efficacy in SSA, the lecturers should be primarily equipped with adequate
background knowledge of SSA by using context-specific workshops.

(b) The lecturers’ knowledge and skills in the use of SSA could be
strengthened by evidence-based practice in their own classrooms. Therefore,
encouraging the lecturers to apply what they have learned in the workshop to their
classroom could promote their assessment literacy and assessment efficacy in the use
of SSA

(c) A combination of evidence-based practice and a support group could result
in the development of the lecturers’ knowledge, skills, principles, conceptions, and
awareness of students’ language-specific competencies. The training should offer
adequate time for the lecturers to engage in a learning community in which they could
collaboratively discuss and reflect on their practice and learning. Support and
mentoring with an emphasis on SSA could reinforce the lecturers’ assessment literacy
and assessment efficacy in the use of SSA. The trainer or facilitator should create a
supportive culture that allows the lecturers to feel comfortable and confident enough
to revisit, monitor, and evaluate their assessment literacy, assessment practice, and
assessment efficacy in the use of SSA.

5.3.3 Methodological Implications
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In addition to the pedagogical implications mentioned in the preceding
section, some methodological implications also emerged from the study, for those
interested in researching the issues surrounding the use of SSA.

There were sometimes discrepancies between what the participants self-
reported that they do and what they actually did in classroom. This study found that
the participants often mentioned their conceptions, principles, and awareness of
students’ language-specific competencies; however, the classroom observations of
their actions sometimes did not support their claims. For example, Zia reported that
she was fully aware that her students were EFL students and she intended to use more
lenient SSA scoring rubrics. Yet, her scoring rubrics required her students to produce
native-like English sounds. It was possible that when the participants verbalised their
thoughts, they reported what they perceived would occur, but their actions were not
yet fixed in place.

In addition, the use of field notes could provide deviant data that led to salient
data. In this study, field notes were used to record additional observations and the
researcher’s reflections on the events, and information regarding the training and the
participants. Initially, field notes were supposed to be used for additional information.
However, the field notes actually conveyed the repeated patterns of informal learning
among the participants. The researcher, then, extended the focus of attention to the
informal learning community. After that, the excerpts from the stimulated recall
confirmed the importance of the informal learning community to the development of
the participants’ assessment literacy, assessment efficacy, and assessment practice in
the use of SSA.

Therefore, using multiple types and/or multiple sources of data could enable
the validity of the results and data, especially complicated personal-like data (Pajares,
1992). In this study, the multiple types and sources of data allowed the researcher to
cross-check, analyse, and recognise the repeated patterns of the participants’
assessment practice, assessment literacy, and assessment efficacy. The use of multiple
data sources also helped the researcher to validate the data. In the aforementioned
case, the researcher employed data from the portfolio to ask Zia to clarify the

discrepancy between her self-report and her actual practice observed in the classroom.
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Therefore, the researcher was able to develop the interpretation and explanation of the
results by triangulating the data ((J.W. Creswell, 2013).

5.4 Limitations

The limitations of this study are as follows:

First, the informants had been chosen for this study by using voluntary and
snowballing sampling techniques. They may have had an interest in using SSA and a
strong tendency to join training programmes. Therefore, the data obtained from the
interview might have been skewed towards lecturers with an existing interest in the
use of SSA, and training. Second, due to distance and location constraints, the
researcher partially distributed the questionnaire by using the postal method, while
some informants were interviewed via telephone. When using the postal method, the
researcher asked the contact persons to distribute the questionnaires for her. As some
contact persons did not check for completion before returning the packages to the
researcher, it was found that some returned questionnaires were not complete and
needed to be excluded from the data analysis. In addition, the interview via telephone
did not allow the researcher to observe the body language of the informants. She
might have failed to observe the reactions or catch the feelings of the informants
while giving information.

Two limitations are addressed with regard to Part Il: Training and Part I11:
Follow-up. The first limitation is the issue of generalisability. This study was highly
contextualised with a small group of voluntary participants. Therefore, generalising
the results across other populations may not be suggested (J. W. Creswell, 2009). In
this study, the context, backgrounds and characteristics of the participants are clearly
given for those who work in similar contexts or conditions to apply the results in their
very own contexts. For example, the results may be applicable to the nine RMUTS’
in-service EFL lecturers who share similar characteristics. Second, the results might
be influenced by the Hawthorne effect (Suter, 1998). It should be noted that the
researcher served in the position of teacher and she was also considered a colleague of
the participants. Throughout this study, the researcher’s roles were trainer and

observer. Therefore, the presence of the researcher might have affected the actions of
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the participants. To minimise the Hawthorne effect, the researcher encouraged the
participants to express their authentic thoughts and recheck the consistency of the
obtained data throughout the data collection process. Also, the researcher followed the
code of confidentiality with the participants to ensure that their identities would be

strictly protected.

5.5 Recommendations for Future Research

The following are some recommendations for further studies.

5.5.1 Assessment practice, assessment literacy, and assessment efficacy

(@) In this study, only assessment practice, assessment literacy, and assessment
efficacy were emphasised. However, the researcher believed that there should be
other constructed variables underlying these three factors, such as attitude towards the
training, motivation to participate in the learning community, and teacher burnout.
Those variables are worth investigating in order to enhance understanding of how the
in-service lecturers develop their assessment practice, assessment literacy, and
assessment efficacy.

(b) It had been observed by the researcher that some training participants
employed peer assessment along with SSA. More studies should be conducted in
order to investigate whether the trained lecturers can adapt and apply their acquired
assessment literacy, assessment efficacy, and assessment practice of one type of
language assessment to other types of language assessment.

(c) Although this study included an overview of the current situations of
assessment literacy, practices, and training needs in the use of SSA, it did not provide
in-depth and complete information about the context under investigation. It did not,
for instance, investigate the practices and policies of the participants’ organisation
with regard to the use of language assessment, which might account for the
participants’ decisions to use SSA. Moreover, in the open-ended responses, the
participants did mention the context-specific factors influencing their use of SSA and
their training. To look more closely at these issues, more qualitative research is
necessary to explore information from a variety of stakeholders, and to understand

how the teachers’ assessment literacy and practices in the use of SSA could be
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influenced by training with a context-specific design. Other aspects — such as
teachers’ working conditions, teachers’ beliefs regarding students, and teachers’
backgrounds in the use of SSA — should also be examined in order to construct a

framework on the use of SSA in EFL classrooms in Thai universities.

5.5.2 Training

(a) Since this study was highly context-specific, future studies should be
conducted to investigate the successful contribution of job-embedded training in
different university contexts, characteristics of the lecturers, training activities, and
levels of collaborative practice.

(b) The results of this study did not provide us with the exact number of
contact hours and training activities that best promote the development of lecturers’
assessment literacy, assessment efficacy, and assessment practice. Future research
should be focussed on the quality and quantity of each activity as well as the contact
hours of training. Moreover, the types of training activity that best serve the needs of
lecturers should be further investigated.

(c) This study found that effective ongoing training could promote the
lecturers’ assessment practice, assessment literacy, and assessment efficacy in the use
of SSA in classrooms. Future research should be conducted to examine the
relationship between lecturers’ training and the achievements of the students, who are
the major stakeholders in the lecturers’ classroom practices (T.R. Guskey, 2003).

(d) More future research should be performed to adapt the model of the
ongoing job-embedded training to promote the lecturers’ use of alternative forms of
assessment, such as peer assessment, portfolios, and performance-based assessment.
5.5.3 More statistical analysis

(a) As the results and data pointed out the observable relationships between
assessment literacy, assessment efficacy, and assessment practice, it would be
interesting to employ a larger data set to firmly establish the possible relationships
between these factors.

(b) More inferential statistical analysis should be performed to measure
growth in lecturers’ assessment literacy, assessment efficacy, and assessment practice

as a result of the ongoing training. In addition, the collaborative culture among
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lecturers in the same training community is worth establishing with a hierarchical

model.
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Estimated number of questionnaire respondents

Appendix A
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Strata Estimated
(divided by the universities and campuses)  In-service number of
No EFL survey
Universities Campuses lecturers  respondents
1. Rajamangala University of Hantra 11 6.72
Technology Suvarnabhumi round (7)
(RMUTSB) Wasukri 7 4.28
round (4)
Suphanburi 7 4.28
round (4)
Nontaburi 8 4.89
round (5)
Subtotal 33 20
2. Rajamangala University of Bangkok 15 9.17
Technology Krung Thep Technical round (9)
(RMUTK) Bophit Phimuk 5 3.06
Mahamek round (3)
Subtotal 20 12
3.  Rajamangala University of Nakhon 15 9.17
Technology Isan (RMUTI) Ratchasima round (9)
Khon Kaen 12 7.33
round (7)
Subtotal 27 16
4. Rajamangala University of Khlong Hok 36 22.00
Technology Thanyaburi round (22)
(RMUTT) Subtotal 36 22




(Continued)
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Estimated
In-service number of
No Strata EFL survey
(divided by the universities and campuses)  lecturers  respondents
5.  Rajamangala University of Bangphra 12 7.33
Technology Tawan-ok round (7)
(RMUTTO) Chantaburi 5 3.06
round (3)
Chakrabongse 10 6.11
Bhuvanarth round (6)
Utenthawal 3 1.83
round (2)
Subtotal 30 18
6. Rajamangala University of Bophit Phimuk 8 4.89
Technology Rattanakosin ~ Chakkrawat round (5)
(RMUTR) Salaya 7 4.28
round (4)
Subtotal 15 9
7. Rajamangala University of Bangkok 8 4.89
Technology Phra Nakhon ~ Commerce round (5)
(RMUTP) North Bangkok 19 11.61
round (12)
Subtotal 27 17




(Continued)
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Estimated

In-service number of

No Strata EFL survey
(divided by the universities and campuses)  lecturers  respondents
8. Rajamangala University of Songkla 11 6.72
Technology Srivijaya round (7)
(RMUTSV) Nakhon 10 6.11
Si Thammarat round (6)
Subtotal 21 13
9. Rajamangala University of ~ Northern 15 9.17
Technology Lanna Campus round (9)
(RMUTL)
Tak 11 6.72
round (7)
Phitsanulok 9 5.50
round (5)
Nan 5 3.06
round (3)
Lampang 5 3.06
round (3)
Subtotal 45 27
Total 254 154.24
round (154)
Expected numbers of survey respondents 254 154




Appendix B

235

Actual number of survey respondents (N = 254, n = 163)

Number of
Strata survey
(divided by the respondents Cumulative
No. universities) Expected Actual % percentage
1. Rajamangala University of 20 20 12.27 12.27
Technology Suvarnabhumi
(RMUTSB)
2. Rajamangala University of 12 12 7.36 19.63
Technology Krung Thep
(RMUTK)
3. Rajamangala University of 16 16 9.82 29.45
Technology Isan (RMUTI)
4. Rajamangala University of 22 25 15.34 44.79
Technology Thanyaburi
(RMUTT)
5. Rajamangala University of 18 21 12.88 57.67
Technology Tawan-ok
(RMUTTO)
6. Rajamangala University of 9 9 5.52 63.19
Technology Rattanakosin
(RMUTR)
7. Rajamangala University of 17 17 10.43 73.62

Technology Phra Nakhon
(RMUTP)
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(Continued)

Number of
Strata survey
(divided by the respondents Cumulative

No. universities) Expected Actual % percentage
8. Rajamangala University of 13 13 7.98 81.60

Technology Srivijaya

(RMUTSV)
9. Rajamangala University of 27 30 18.40 100.00

Technology Lanna
(RMUTL)

Total 154 163 100.00




1.1 Title:
1.2 Duration:
1.3 Focus:

1.4 Objectives:

1.5 Room
set-up:
1.6 Activities:

Appendix C
Lesson Plan and Materials for Workshop 1

1. LESSON PLAN FOR WORKSHOP 1
Why student self-assessment should be used in my class?

3 hours
Knowledge: - definition of student self-assessment

- purposes of student self-assessment

- skills and factors focused on in student self-

assessment in the English class

- advantages of student self-assessment

- challenges in using student self-assessment
Skills: -

Terminal objective:

By the end of this workshop, the teacher participants will be

able to describe the necessity and potential of implementing

student self-assessment in their classrooms.

Enabling objectives:

In order to achieve the terminal objective, the teacher

participants will be able to accomplish the following:

- Describe the definition of student self-assessment.

- Describe the purpose(s) of student self-assessment.

- Describe the skills and factors focused on in student self-
assessment.

- Identify potential challenges in using student self-
assessment.

- Construct the use of student self-assessment in the
departmental level and the classroom level.

- The room is arranged into a u-shape.

unity-building activities
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- direct instruction presentations
- small-group discussions

- reflection time

1.7 Procedures

238

Activity Procedures Time
spent
Introduction | The researcher introduces the teacher participants to 15 min
the workshop by describing the schedule and outline of
the training.
1. unity- The researcher uses the jigsaw game to raise the 30 min
building teacher participants’ awareness of student self-
activities assessment. The researcher demonstrates how to
2. small- match each jigsaw piece only one time. Then, ask the
group teacher participants to match the jigsaw pieces. After
discussions | the teacher participants finish their jigsaw matching,

the researcher stimulated them to think about their
performance, their thinking process, their task, and

their satisfaction on their problem solving skill.
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Activity Procedures Time
spent
1. direct (Materials No. 1.1) 15 min
instruction The researcher shows the video on “Self-Assessment:
presentations | Reflections from Students and Teachers” and then
2. small- asks the teacher participants to add more ideas to what
group they have received from the video. The researcher
discussions | adds more details to the graphic organiser on the
whiteboard to illustrate the ideas emerging from the
discussion. Finally, the researcher and the teacher
participants come up with the definition of student
self-assessment.
direct (Materials No. 1.3) 15 min
instruction The researcher introduces the definition, purposes, and
presentations | skills and factors to focus on in student self-
assessment in the language classroom.
1. unity- (Materials No. 1.2) 30 min
building To discuss the significance of the use of student self-
activities assessment, the teacher participants will be given two
2. small- abstracts from previous studies on student self-
group assessment: one for advantages of student self-
discussions | assessment and the other for problems in using student

self-assessment. Then, the researcher invites the
teacher participants to share their ideas on the use of
student self-assessment. The researcher writes the
graphic organiser on the whiteboard to summarise the

ideas emerging from the discussion.
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Activity Procedures Time
spent

direct (Materials No. 1.3) 15 min
instruction The researcher introduces the significance of using
presentations | student self-assessment in the language classroom.
small-group | (Materials No. 1.4) 45 min
discussions | The researcher asks the teacher participants to

brainstorm their ideas regarding the potential courses

that student self-assessment can be implemented.

Then, they share their ideas with others.
reflection (Materials No. 1.3) 15 min
time The researcher concludes the workshop by inviting the

teacher participants to share their opinions about, and

comments on, the use of student self-assessment as

well as the delivery of the workshop.

1.8 Evaluation and evidence
The teacher participants’ performance with reference to each objective of the
workshop will be observed and then evaluated from the following pieces of evidence.

Terminal objective: By the end of this workshop, the teacher participants will

be able to describe the necessity and potential of implementing student self-

assessment in their classrooms.

Evidence: = With reference to Materials No. 1.4, the teacher participants can
justify their selection of the potential courses that student self-
assessment can be implemented.

Enabling objective 1: Describe the definition of student self-assessment.

Evidence: = During the discussion, the teacher participants can give the

components of the definition of student self-assessment.

Enabling objective 2: Describe the purpose(s) of student self-assessment.

Evidence: m During the discussion, the teacher participants can describe the

purposes of student self-assessment.
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Enabling objective 3: Describe the skills and factors focused in student self-

assessment.

Evidence: = During the discussion, the teacher participants can describe the
skills and factors focused in student self-assessment.

Enabling objective 4: Describe the significance of student self-assessment.

Evidence: = During the discussion, the teacher participants can describe the
significance of student self-assessment.

Enabling objective 5: Construct the use of student self-assessment in the

departmental level and the classroom level.

Evidence: m With reference to Materials No. 1.4, the teacher participants can

identify and justify the potential English courses that student self-

assessment can be implemented.
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Materials for Workshop 1

Materials No.1.1 :  Sample captions for “Self-Assessment: Reflections from
Students and Teachers”

Source: www.youtube.com/watch?v=CkFWbC91PXQ

-ESTABLISHING GLEAR CRITERIA
‘-SIIPI’IIIITINE SELF-ASSESSMENT

JERORTUNITIES TO REVISE & IMPROVE

INDEPENDENT

SELF-DIRECTED
LIFE-LONG
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Materials No.1.2 :  Positive and negative aspects of student self-assessment
from the studies by Matsuno (2009) and Kissling and
O'Donnell, (2015)
Handout 1

Self-, peer-, and teacher-assessments in Japanese university EFL writing
classrooms

Multifaceted Rasch measurement was used in the present study with 91 student
and 4 teacher raters to investigate how self- and peer-assessments work in
comparison with teacher assessments in actual university writing classes. The
results indicated that many self-raters assessed their own writing lower than
predicted. This was particularly true for high-achieving students. Peer-raters were
the most lenient raters; however, they rated high-achieving writers lower and low-
achieving writers higher. This tendency was independent of their own writing
abilities and therefore offered no support for the hypothesis that high-achieving
writers rated severely and low-achieving writers rated leniently. On the other hand,
most peer-raters were internally

consistent and produced fewer bias interactions than self- and teacher-raters. Each
of the four teachers was internally consistent; however, each displayed a unique
bias pattern. Self-, peer-, and teacher-raters assessed Grammar severely and
Spelling leniently. The analysis also revealed that teacher-raters assessed Spelling,
Format, and Punctuation differently from the other criteria. It was concluded that
self-assessment was somewhat idiosyncratic and therefore of limited utility as a
part of formal assessment. Peer-assessors on the other hand were shown to be
internally consistent and their rating patterns were not dependent on their own
writing performance. They also produced relatively few bias interactions. These
results suggest that in at least some contexts, peer-assessments can play a useful
role in writing classes. By using multifaceted Rasch measurement, teachers can
inform peer-raters of their bias patterns and help them develop better quality
assessment criteria, two steps that might lead to better quality peer-assessment.

Matsuno, S. (2009). Self-, peer-, and teacher-assessments in Japanese university
EFL writing classroom. Language Testing, 26 (1), 75-100. DOI:10.1177/
0265532208097337
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PowerPoint Slide for Handout 1

Matsuno (2009)

A Self-raters, and especially high achieving writers,
were overly critical toward themselves.

A The high achieving writers underestimated their
performance.

A This result was probably caused by the tendency of
many Japanese to display a degree of modesty.

Handout 2

Increasing language awareness and self-efficacy of FL students using self-
assessment and the ACTFL proficiency guidelines

This study describes how oral language was assessed in an advanced-level
college foreign language (FL) conversation course. Learners used the American
Council on the Teaching of Foreign Languages Proficiency Guidelines to guide
self-analyses of their oral production at intervals throughout the course. The intent
was to provide opportunities for learners to develop an understanding of what
constitutes oral proficiency, gauge their own progress, and set personal goals.
Learners’ self-analysis narratives suggested they began to notice different aspects
of their speech and to better articulate their abilities and limitations. Broadly
speaking, the results suggest that selfassessment of oral performance guided by the
Proficiency Guidelines is an effective way to increase FL students’ language
awareness and self-efficacy. Pedagogical implications and limitations to this
approach are discussed.

Kissling, E.M. & O'Donnell, M.E. (2015) Increasing language awareness and
self-efficacy of FL students using self-assessment and the ACTFL
proficiency guidelines, Language Awareness, 24:4, 283-302. DOI: 10.1080/
09658416.2015.1099659
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PowerPoint Slide for Handout 2

Kissling and O'Donnell (2015)

Learners began to notice different aspects of their
speech and to more fully articulate their abilities and
limitations throughout the course, demonstrating
increased language awareness and self-efficacy.

I —
Kissling and O'Donnell (2015)

Although I can converse about many topics, it is a
bit artificial, and there are many times when I lack the
vocabulary to explain my points with the precision I
desire [...] basically, it’s the nuances that are lost. I can
use the language but I can’t manipulate it to add a

deeper meaning than what the words convey directly.
One student from Kissling and O'Donnell (2015)




246

Materials No.1.3:  PowerPoint Presentation and Handout for Workshop 1

“What is student self-assessment?”

Why student self-assessment
should be used with my class?

| @ -n Y OLs P
LIRS un 2 X S . > A /)f\\ \

Outline:

* Definition of Student Self-assessment
* Purposes of Student Self-assessment

» Skills and factors focused on in student self-
assessment

» Significance of Student self-assessment

Definition of
Student Self-assessment




Definitions of Student Self-assessment

®  Students’ ability to effectively monitor, reflect, and assess
their own language knowledge and skills (Bailey, 1998;
Ellis, 2003) in order to identify discrepancy between their
own current performance and desired goal (McMillan &
Hearn, 2008), and modify their own learning (Hughes,
2003).

®  Students’ self-evaluation of their language skills and p
erformance. (Luoma, 2013)

e
Purposes of Student Self-assessment

® The students are self-conscious about the behavioural norms in
the course.

® The students are aware of what they have learned.

® The students are able to appreciate the required academic
standards.

® The students understand the standards and identify the
proficiency required to complete the course.

® The students can self-appraise their current proficiency level
and identify the areas to improve for their continual

development.
Tan (2008)

Skills and factors focused

on 1n student self-assessment

247



Skills and factors focused on in student self-assessment

1. Direct assessment of a specific performance
2. Indirect assessment of general competence

3. Metacognitive assessment for setting goals

4. Socio-affective assessment

5. Student-generated tests

(Brown & Abeywickrama, 2010)

Skills and factors focused on in student self-assessment

1. Direct assessment of a specific performance

This category focuses on students’ monitoring of their
language production in a specific skill or performance, and
then evaluating their performance. It may take place
immediately after they perform the language tasks. To directly
assess their performance, students can employ several forms of
student self-assessment instrument, such as checklists, self-
rating scales based on performance, and self-corrected
comprehension quizzes prompted by video-recordings.

Skills and factors focused on in student self-assessment

2. Indirect assessment of general competence

In contrast to the direct assessment of a specific
performance, the indirect assessment of general competence
emphasizes the broader period of time, and targets the
students’ evaluation of general language competence. It may
be conducted over a long period of time, such as after a module,
lesson, course, or semester. The student self-assessment
activities may involve self-rating scales, questionnaires,
teacher-student conferences, and keeping journals.
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Skills and factors focused on in student self-assessment

3. Metacognitive assessment for setting goals

This category is for students to use self-assessment to help with
personal goal-setting and to self-monitor their own language progress or
learning process. The student self-assessment activities can be in forms of
journal entries, goal cards, checkpoints, choices from a list of possibilities,
questionnaires, and cooperative pair or group planning. For example, the
students may write their goal in their goal cards as ‘My goal for this week is
to stop during reading and predict what is going to happen next in the story’
(Brown, 2004b, p. 273), and then they may think about the extent to which
they have reached their desired goal at the end of the week. They can write
an evaluation of their goal in the goal cards as ‘The first goal helps me
understand a lot when I'm reading.’ or ‘I met my goal for this week.” (Brownb,
2004, p. 274).

Skills and factors focused on in student self-assessment

4. Socio-affective assessment

This category is for students to examine factors affecting
their own learning across the subject-matters or areas, rather
than the language proficiency, performance, or competence.
Affective variables such as anxiety, attitudes, motivation,
multiple intelligences, learning styles, or any emotional
obstacles to learning, can be verified so that the students can
make plans to overcome or resolve the problems. The student
self-assessment activities can be questionnaires or scales.

Skills and factors focused on in student self-assessment

5. Student-generated test

The last category is a technique of using student self-
assessment to engage students in a test construction process
that is different from traditional test construction, which does
not allow the students to take part. It can include students’
generation of content, words, grammatical points, and concepts
of quizzes or tests. The student-generated test is claimed to be
productive, motivational, and helpful in building learner-
autonomy.
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Significance of
Student self-assessment

Significance

A Promote lifelong learning, success in students’
professional lives, and student learning quality.

A Support students’ language learning and
competence at various levels of education.

A Promote autonomous learning and language
competence.

Reflection and workshop wrap-up

A What I’'ve learned .. ...

A What I’d like to learn more ....

A Things that I like about today’s session .....
A Things that should be improved ......

O
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Materials No.1.4 :  Worksheet ‘Which class(es) I can use student self-
assessment (SSA)?’
Instructions: Please write the English courses you will be responsible for in the
upcoming semester.
Course title SSA Why/Why not?



2.1 Title:

2.2 Duration:
2.3 Focus:

2.4 Objectives:

Appendix D
Lesson Plan and Materials for Workshop 2
2. LESSON PLAN FOR WORKSHOP 2

Which student self-assessment tool is appropriate for my

class?
3 hours
Knowledge: - student self-assessment tools
- purposes of student self-assessment
- students’ background
- skills and factors focused on in student self-
assessment in the English class
Skills: skills in evaluating the context of individual

English courses, and selecting the appropiate
and practical student self-assessment tools
Terminal objective:
By the end of this workshop, the teacher participants will be
able to select the appropriate and practical student self-
assessment tools, regarding the purposes of student self-
assessment, students’ background, skills and factors focused
on in student self-assessment in their English courses, and
possible constraints.
Enabling objectives:
In order to achieve the terminal objective, the teacher
participants will be able to accomplish the following:
- Select the English course in which they will use student
self-assessment.
- Describe the context of the English course in which they
will use student self-assessment, in terms of learning
objectives, course contents, teaching and learning

activities, room facilities, and duration.
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- Justify the purpose(s) of student self-assessment they will
apply to their English courses.

- Identify skills and factors focused on in student self-
assessment.

- Analyse the appropriateness and practicality of using
particular student self-assessment tools in the context of

their own English course.

2.5 Room - The room is arranged into a u-shape.
set-up:
2.6 Activities: - unity-building activities

- direct instruction presentations
- small-group discussions

- reflection time

2.7 Procedures

o Time
Activity Procedures
spent
unity- (Materials No. 2.1) 15
building To activate the schema of the teacher participants, the min
activities | researcher starts Workshop 2 by conducting a survey on

the teachers’ use of student self-assessment tools.
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Activity

Procedures

Time

spent

Unity-
building

activities

The researcher and the teacher participants discuss the
results from the survey on teachers’ use of student self-
assessment tools.

- In case that the participants have experience in using
particular student self-assessment tools, the researcher
will ask the teacher participants to reflect on their
experience in using them.

- In case that the participants do not have experience in
using any student self-assessment tools, the researcher

will ask the teacher participants to share their opinions

15

min

about the possibility of using them in their English courses

The researcher gives the teacher participants a copy of
“Which student self-assessment tool is appropriate for my
English courses?” Each teacher participant will be asked to
select the English course in which they prefer to use
student self-assessment, and fill in information about their
English courses. The researcher explains to the teacher
participants that the information recorded will be used as a
sample context for them to analyse the appropriateness and

min

practicality of using student self-assessment tools in their
own teaching context. This analysis involves scrutinising
learning objectives, course contents, teaching and learning

activities, room facilities, and duration.
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Activity Procedures Time
spent
Direct (Materials No. 2.2) 15 min
instruction The researcher briefly reviews the purposes of
presentations | student self-assessment and then explains why the
teacher participants need to consider the purposes of
student self-assessment before selecting the student
self-assessment tools.
Small-group | (Materials No. 2.3)
discussions | The teacher participants consider their courses, and
justify the purpose(s) of the use of the student self-
assessment in their class
Direct (Materials No. 2.2) 10 min
instruction The researcher briefly reviews the skills and factors

presentations

focused on in student self-assessment, using a
PowerPoint presentation. Then, the researcher
explains why the teacher participants need to
consider those skills and factors before selecting
particular student self-assessment tools. Also, the
researcher will pick up some examples of the
learning objectives of their selected English course,
and identify the possible purpose(s) of student self-
assessment. For example, the students can use the
checkilist to self-assess socio-affective factors
affecting their learning.
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Activity Procedures Time
spent
Small- (Materials No. 2.2) 15
group The researcher asks the teacher participants the following | min
discussions | questions and have them discuss:
- What are the learning objectives of your English
courses?
- Which skills and factors should be considered in the
use of student self-assessment in your English
courses?
(Materials No. 2.3)
The teacher participants think about their courses, and
identify the skills and factors that should be focused in
implementing student self-assessment. Then, they write
down their identified skills and factors and discuss their
ideas with others.
Direct (Materials No. 2.2) 15
instruction | The researcher presents the students’ characteristics and min

presentation

explains why and how those characteristics may influence
the effectiveness of student self-assessment. For example,
some students may underestimate or overestimate their

proficiency.
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Activity Procedures Time
spent
Small- The researcher poses the following questions and have 15
group the teacher participants discuss their answers: min
discussions - What are the most common characteristics of your
students?
- Are there any other characteristics which could
influence the way a student self-assessment tool is
implemented?
- What restrictions or challenges are there on the
introduction of student self-assessment tools to your
class?
Direct (Materials No. 2.2)
instruction | The researcher presents the student self-assessment tools 15
presentation | using a PowerPoint presentation. The researcher explains min

the sample student self-assessment tools.

Small-

group
discussions

(Materials No. 2.1)

The researcher asks the teacher participants to revisit the
survey on their use of student self-assessment tools. This
is to stimulate the teacher participants to think about the
student self-assessment tools, and to think about the
context of their selected English courses. Then, the
researcher asks the teacher participants to check their
preferences in using student self-assessment tools, in the

“I want to use it in my course” box.
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Activity Procedures Time
spent
Small- The researcher asks the teacher participants to think about 15
group the context and the use of student self-assessment as min
discussions | prompted by the following question:
- Which student self-assessment tools would be the
most appropriate for your course, with regard to the
purposes of student self-assessment, students’
characteristics, and the skills and factors focused on
in student self-assessment?
Small- (Materials No. 2.4) 30
group The researcher introduces the table for analysing the min
discussions | appropriateness and practicality of student self-
assessment tools--The researcher and the teacher
participants discuss the results of the analysis which
determines the appropriateness and practicality of chosen
student self- assessment tools. The researcher asks the
teacher participants to write their selection of student self-
assessment in the copies of “Which student self-
assessment tool is appropriate for my English courses?”
Reflection | (Materials No. 2.2) 15
time Each teacher participant presents their selection of min

student self-assessment for the second English course.
Then, the researcher opens a discussion on the
appropriateness and practicality of using student self-
assessment tools. The researcher and teacher participants
will provide oral feedback on the appropriateness and

practicality of their selected student self-assessment tools.

2.8 Evaluation and evidence

The teacher participants’ performance with reference to each objective of the

workshop will be observed and then evaluated from the following pieces of evidence.
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Terminal objective: By the end of this workshop, the teacher participants will be

able to select the appropriate and practical student self-assessment tools,

regarding the purposes of student self-assessment, students’ background, and

skills and factors focused on in student self-assessment in their English courses.

Evidence: = With reference to Materials 2.3, the teacher participants can report
their selection of the appropriate and practical student self-
assessment tools, regarding the purposes of student self-assessment,
students’ background, and skills and factors focused on in student
self-assessment in their English courses.
m During the discussion, the teacher participants can justify their
selection of the appropriate and practical student self-assessment
tools, regarding the purposes of student self-assessment, students’
background, skills and factors focused on in student self-assessment
in their English courses, and possible constraints.

Enabling objective 1: Select the English course in which the teacher participants

will use student self-assessment.

Evidence: = In Materials 2.3, the teacher participants can report the titles of
English courses in which they will use student self-assessment.
m During the discussion, the teacher participants can identify their

selected English courses.

Enabling objective 2: Describe the context of the English course in which they
will use student self-assessment in, in terms of learning objectives, course
contents, teaching and learning activities, room facilities, and duration.
Evidence: m In Material 2.3, the teacher participants can report the context of
the English course in which they will use student self-assessment, in
terms of learning objectives, course content, teaching and learning

activities, room facilities, and duration.



m During the discussion, the teacher participants can describe the
context of the English course in which they will use student self-
assessment, in terms of learning objectives, course content, teaching

and learning activities, room facilities, and duration.

Enabling objective 3: Justify the purpose(s) of student self-assessment they will

apply to their English courses.

Evidence:

m In Material 2.3, the teacher participants can report the purpose(s)
of student self-assessment they will apply to their English courses.
m During the discussion, the teacher participants can explain the
purpose(s) of student self-assessment they will apply to their

English courses.

Enabling objective 4: Identify skills and factors focused on in student self-

assessment.

Evidence:

m In Material 2.3, the teacher participants can report skills and
factors focused on in student self-assessment.
m During the discussion, the teacher participants can explain the

skills and factors focused on in student self-assessment.

Enabling objective 5: Analyse the appropriateness and practicality of using

student self-assessment tools in the context of their own English course.

Evidence:

m In Material 2.3, the teacher participants can report the information
on the use of student self-assessment tools in the context of their
own English course.

m During the discussion, the teacher participants can describe the
information on the use of student self-assessment tools in the
context of their own English course.

m During the discussion, the teacher participants can justify the
appropriateness and practicality of using student self-assessment

tools in the context of their own English course.
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Materials for Workshop 2
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Materials No. 2.1:  Survey of the teacher’s use of student self-assessment tools
(Adapted from Alderson, 2005; Cram, 1995)

Student self-assessment tools

|
previously
used it in
my course

| want to
use it in
my
course

Questionnaire:

- Scales e.g. mark a point between 1 and 5

- Short answer

Description and reflection:
- Diaries and journals

- Self-reporting: introspectively, retrospectively

- Discussion of exam/test results immediately after
students complete the exam/test

Progress profiles:

- Portfolios / collections of work

Self-rated rating scales:
- Formal e.g. competency standards, placement
profiles, confidence/self-esteem scales

- Informal e.g. class-developed scales for assessment
of seminar, presentation, etc.

Tests:
- learner-produced e.g. cloze; using checklists to mark
an essay or a video-taped interaction

- teacher-produced e.g. self-placement test, sample
tests, past exam papers with answer keys

- externally produced e.g. past exam papers with
answer keys

- computer tests e.g. CBT, CELA

Other student self-assessment tools
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Materials No. 2.2 :  PowerPoint Presentation and Handout for Workshop 2
“Which student self-assessment tool is appropriate for my

English courses?”

Which student self-assessment tool
1s appropriate for my English courses?

|, < CE YA\ i
— = ORI it

Outline:

* Purposes of Student Self-assessment

« Skills and factors focused on in student self-
assessment

e Students’ Characteristics

» Students Self-assessment Tools




Purposes of Student Self-assessment

Purposes of Student Self-assessment

® The students are self-conscious about the behavioural norms in
the course.

® The students are aware of what they have learned.

® The students are able to appreciate the required academic
standards.

® The students understand the standards and identify the
proficiency required to complete the course.

® The students can self-appraise their current proficiency level
and identify the areas to improve for their continual
development.

Tan (2008)

Skills and factors focused
on 1n student self-assessment
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Skills and factors focused on in student self-assessment

1. Direct assessment of a specific performance
2. Indirect assessment of general competence

3. Metacognitive assessment for setting goals

4. Socio-affective assessment

5. Student-generated tests

(Brown & Abeywickrama, 2010)

Skills and factors focused on in student self-assessment

1. Direct assessment of a specific performance

This category focuses on students’ monitoring of their
language production in a specific skill or performance, and
then evaluating their performance. It may take place
immediately after they perform the language tasks. To directly
assess their performance, students can employ several forms of
student self-assessment instrument, such as checklists, self-
rating scales based on performance, and self-corrected
comprehension quizzes prompted by video-recordings.

Skills and factors focused on in student self-assessment

2. Indirect assessment of general competence

In contrast to the direct assessment of a specific
performance, the indirect assessment of general competence
emphasizes the broader period of time, and targets the
students’ evaluation of general language competence. It may
be conducted over a long period of time, such as after a module,
lesson, course, or semester. The student self-assessment
activities may involve self-rating scales, questionnaires,
teacher-student conferences, and keeping journals.
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Skills and factors focused on in student self-assessment

3. Metacognitive assessment for setting goals

This category is for students to use self-assessment to help with
personal goal-setting and to self-monitor their own language progress or
learning process. The student self-assessment activities can be in forms of
journal entries, goal cards, checkpoints, choices from a list of possibilities,
questionnaires, and cooperative pair or group planning. For example, the
students may write their goal in their goal cards as ‘My goal for this week is
to stop during reading and predict what is going to happen next in the story’
(Brown, 2004b, p. 273), and then they may think about the extent to which
they have reached their desired goal at the end of the week. They can write
an evaluation of their goal in the goal cards as ‘The first goal helps me
understand a lot when I'm reading.’ or ‘I met my goal for this week.” (Brownb,
2004, p. 274).

Skills and factors focused on in student self-assessment

4. Socio-affective assessment

This category is for students to examine factors affecting
their own learning across the subject-matters or areas, rather
than the language proficiency, performance, or competence.
Affective variables such as anxiety, attitudes, motivation,
multiple intelligences, learning styles, or any emotional
obstacles to learning, can be verified so that the students can
make plans to overcome or resolve the problems. The student
self-assessment activities can be questionnaires or scales.

Skills and factors focused on in student self-assessment

5. Student-generated test

The last category is a technique of using student self-
assessment to engage students in a test construction process
that is different from traditional test construction, which does
not allow the students to take part. It can include students’
generation of content, words, grammatical points, and concepts
of quizzes or tests. The student-generated test is claimed to be
productive, motivational, and helpful in building learner-
autonomy.
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Students’ Characteristics

Students’ Characteristics

® Age

® Language level

® Education

® Cultural background

® Expectations

® Learning styles

® Self-concept

® Motivation and attitudes towards English language

Cram E1995!

Students Self-assessment Tools
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Students Self-assessment Tools

Listening Tasks

listening to TV or radio broadcasts and checking comprehension with a partner
listening to bilingual versions of a broadcast and checking comprehension
asking when you don’t understand something in pair or group work

listening to an academic lecture and checking yourself on a “quiz” of the content
selting goals for creating/increasing opportunities for listening

Speaking Tasks

filling out student self-checklists and questionnaires

using peer checklists and questionnaires

rating someone’s oral presentation (holistically)

detecting pronunciation or grammar errors on a self-recording
asking others for confirmation checks in conversational settings
setting goals for creating/increasing opportunities for speaking

Brown (2004)

Students Self-assessment Tools

Reading Tasks

reading passages with self-check comprehension questions following
reading and checking comprehension with a partner

taking vocabulary quizzes

taking grammar and vocabulary quizzes on the Internet

conducting self-assessment of reading habits

setting goals for creating/increasing opportunities for reading

Writing Tasks

revising written work on your own

revising written work with a peer (peer editing)

proofreading

using journal writing for reflection, assessment, and goal-setting

setting goals for creating/increasing opportunities for writing Brown (2004)

Questionnaire

Scales - mark a point between 1 and 5

I demonstrate active listening in class.

I volunteer my comments in small-group work,
When | don’t know a word, | guess from context.
My pronunciation is very clear.

| make very few mistakes in verb tenses.

| use logical connectors in my writing.
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W wwwww
LR oS T e I S B SUR o)
— o -

W1 W WU oan Wi




268

Description and reflection
Discussion of exam/test results immediately after students
complete the exam/test
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Students Self-assessment Tools

Writing reflection

We had a-test todey. But it way not o test; becawse we could study
for it beforehand: I gave some questions to- my partner and my
partiner gove me some questions. And we studenty decided what
grade we should get. I hate testy; but I like thiy kind of test. So-
please dow't give uy av suprige test. I think, that kind of test that
we did today iy morve wseful for me thaw v suwprise test because T
sudy for it.

Brown (2004)

Prog s profiles

1ons of work

Self-rated rating scales
Formal e.g. competency standards, placement profiles,
confidence/self-esteem scales/learning preferences

Learning Preferences

Think about the work you did in this unit. Put a check next to the items that helped you
leam the lessons. Put two checks next to the ones that helped a lot,

Listening to the teacher [0 [0 Listening to the tapes and doing
Working by myself exercises

Working with a partner Reading

Waorking with a group Writing paragraphs

Asking the teacher questions Using the Internet

ooooo
ooooo
ooo
0040
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Self-rated rating scales
Informal

lass-
developed scales for
assessment of seminar,
presentation, e




Test
computer tests e.g. CBT, CELA

Reflection and workshop wrap-up

What I’ve learned .....

What I’d like to learn more .. ..

Things that I like about today’s session .....
Things that should be improved ......

> > > >
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Materials No. 2.3: Worksheet: “Which student self-assessment tool is

appropriate for my English courses?”

Course title:

272

Number of

Students: Major:

Learning objective(s):

Course content (in brief):

Teaching and learning activities

(in brief):

Duration (per class):

Room facilities:

The purposes of student self-

assessment in this course:

Skills and factors focused on in

student self-assessment:

Learner characteristics:

Student self-assessment tools:

A



Materials No. 2.4:

273

Analysis of appropriateness and practicality in the use of the

student self-assessment instrument (Adapted from Cram

(1995)

Student self-assessment
tools

Questionnaire

Description and reflection
Progress profiles

Self-rated rating scales

Can-do Scales

Other student self-assessment tools

Tests

Factors to be considered

Purpose of
student self-
assessment

The students are aware of what
they have learned.

The students are able to
appreciate the required
academic

standards.

The students understand the
standards and identify the
proficiency required to complete
the course.

The students can self-appraise
their current proficiency level
and identify the areas to
improve for their continual
development.

Skills and
factors
focused

Direct assessment of a specific
performance

Indirect assessment of general
competence

Metacognitive assessment for
setting goals

Socio-affective assessment

Student-generated tests




Student self-assessment

Factors to be considered

Students’
characteristics

tools
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Age
Language level
Education

Cultural background

Expectations

Learning styles

Self-concept

Motivation and attitudes
towards English language

Course
context

Number of Students

Learning objective(s)

Course content (in brief)

Teaching and learning
activities (in brief)

Duration (per class)

Room facilities

7
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3.1 Title:

3.2 Duration:
3.3 Focus:

3.4 Objectives:

3.5 Room

set-up:

275

Appendix E

Lesson Plan and Materials for Workshop 3

3. LESSON PLAN FOR WORKSHOP 3

How can | train my students to self-assess their own

performances?

3 hours

Knowledge: Steps in performing student self-assessment

tools

Skills: - Explaining steps in performing student self-

assessment tool(s)
- Demonstrating steps in performing student
self-

assessment tool(s)

Terminal objective:

By the end of this workshop, the teacher participants will be

able to train their students to self-assess their own

performances.

Enabling objectives:

In order to achieve the terminal objective, the teacher

participants will be able to accomplish the following:

Give a clear definition of a student self-assessment
tool(s) to the students.

Explain the advantages of student self-assessment to the
students.

Identify skills and factors focused on in student self-
assessment to the students.

Demonstrate how to use student self-assessment tools to
the students.

The room is arranged into a u-shape.



3.6 Activities:

unity-building activities

- small-group discussions

- direct instruction presentations
- role-play/practice sessions

- reflection time

3.7 Procedures

276

. Time
Activity Procedures
spent
Unity- The researcher and the teacher participants discuss the 15
building needs to train the students to self-assess themselves. min
activities
small-group | (Materials 3.1, 3.2, and 3.3) 45
discussions | Using videos, the researcher shows the teacher participants | min

how student self-assessment can be introduced to the

students. The videos involve:

- Materials 3.1: Introducing Students to Student Self-
assessment

- Materials 3.2: Self-Assessment and Goal Setting in
Writing
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Activity Procedures Time
spent
- Materials 3.3: Conferences and Admin Check In -
Self-Assessment and Goal Setting in Writing
The researcher pauses the videos on the points that show
how the student self-assessment can be introduced to the
students. The researcher and the teacher participants
discuss how the scenes from the videos can be applied in
the own context.
direct (Materials 3.4) 15 min
instruction The researcher presents the sample guidelines for
presentations | introducing student self-assessment.
small-group | The teacher participants brainstorm the steps that can be 30
discussions | included in training and introducing student self- min

assessment tools to the students. The steps can be as

follows:

Define the student self-assessment tool(s) clearly.
Explain the advantages of student self-assessment to
the students.

Identify skills and factors focused on in student self-
assessment.

Demonstrate how to use student self-assessment

tools.

Discuss other steps that the teacher participants

consider suitable for their context.
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Activity Procedures Time
spent
role- The researcher asks the teacher participants to bring in 45
play/practice | their materials from Workshop 2. Then, the teacher min
sessions participants practice role-playing training and introducing
their selected student self-assessment tools to the other
teacher participants.
Then, the researcher and the teacher participants take a 15
turn to give feedback and comments. min
reflection (Materials 3.4) 15
time The researcher concludes the workshops by inviting the min

teacher participants to share their opinions about, and
comments on, the steps in training and introducing student
self-assessment tools to their students as well as the

delivery of the current workshop.

3.8 Evaluation and evidence

The teacher participants’ performance with reference to each objective of

the workshop will be observed and then evaluated from the following pieces of

evidence.

Terminal objective: By the end of this workshop, the teacher participants will be

able to train their students to self-assess their own performances.

Evidence:

m During the role-play, the teacher participants can demonstrate
how they will train their students to self-assess their own

performances according to the given situation.

Enabling objective 1: Define the student self-assessment tool(s) clearly.

Evidence:

m During the role-play, the teacher participants can give a clear

the given situation.

definition of the student self-assessment tools to others according to



279

Enabling objective 2: Explain the advantages and possible challenges of student

self-assessment to the students.

Evidence: m During the role-play, the teacher participants can explain the
advantages and possible challenges of student self-assessment to
others according to the given situation.

Enabling objective 3: Identify skills and factors focused on in student self-

assessment.

Evidence: = During the role-play, the teacher participants can demonstrate
their skills and identify factors focused on in implementing student
self-assessment according to the given situation.

Enabling objective 4. Demonstrate how to use student self-assessment tools.

Evidence: = During the role-play, the teacher participants can demonstrate
how to use student self-assessment tools suitable for the given

situation.

&
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Materials for Workshop 3
Materials No. 3.1 : Sample captions for “Introducing Students to Student Self-
assessment” Source:
www.youtube.com/watch?v=4wTrpErRiKA
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Materials No. 3.2 :  Sample captions for “Self-Assessment and Goal Setting in

Writing” Source: www.youtube.com/watch?v=bq7hgljF1vQ

™
o s =
v

L

\ ¥ )
J th.n he gave himself a new name, John,

because all cowboys were named John, and that each time

his mother addressed him by his real name he would
refuse to answer her. m unning out of the

house and lying in the middle of the road with his eyes

shut, waiting for a car to run him over

that his grandfather gave him a large photograph o
Gabby Hayes and that it sat in a place of honor on the top
of his bureau (e remember3shinking the world was flat
He remembers learning how to tie his shoes. He
remembers that his father’s clothes were kept in the closet
in his room and that it was the noise of the hangers
clicking together in the morning that would wake him up
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Materials No. 3.3: Sample captions for “Conferences and Admin Check In -
Self-Assessment and Goal Setting in Writing”
Source: www.youtube.com/watch?v=bq7hgljF1vQ

i

Materials No. 3.4 :  Sample guidelines for introducing student self-assessment

(adapted from Brown & Abeywickrama, 2010).



How can I train my students to
self-assess their own performances?

REE LW

Guidelines for Introducing Student Self-assessment

® Tell students the purpose of student self-assessment
® Define the student self-assessment tools clearly

® Encourage impartial evaluation of performance or
ability

Tell students the purpose of student self-assessment

® Tell the students why they need to self-assess their
own performance.

283
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Define the student self-assessment tools clearly

Give students a role-model

Demonstrate how to perform the student self-
assessment tools

Give students a clear guideline, procedure, or
nstruction

Encourage impartial evaluation of performance or ability

Show students the advantages of using student self-
assessment

Give a clear student self-assessment criteria
Encourage the students to self-assess themselves

Reflection and workshop wrap-up

What I’ve learned .....

What I’d like to learn more ...

Things that I like about today’s session .....
Things that should be improved ......




4.1 Title:

4.2 Duration:
4.3 Focus:

4.4 Objectives:

Appendix F

Lesson Plan and Materials for Workshop 4

4. LESSON PLAN FOR WORKSHOP 4

How can | evaluate the implementation plan of student

self-assessment in my class?

3 hours

Knowledge: - Plan for implementation plan for student
self-assessment
- Revise the implementation plan for student
self-assessment
- Evaluate the implementation plan for
student self-assessment

Skills: - Draft the implementation plan for student
self-assessment
- Revise the implementation plan for student
self-assessment

Terminal objective:

By the end of this workshop, the teacher participants will

be able to draft and evaluate the implementation plan for

student self-assessment in their classroom.

Enabling objectives:

In order to achieve the terminal objective, the teacher

participants will be able to accomplish the following:

- Identify the constraints.

- Plan for the implementation plan for student self-

assessment.
- Revise the implementation plan for student self-
assessment.
- Evaluate the implementation plan for student self-

assessment.

285
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- Summarise the principle of student self-assessment.

4.5 Room - The room is arranged into a u-shape.
set-up:
4.6 Activities: - co-planning activities

- unity-building activities

- small-group discussions

- direct instruction presentations
- reflection time

4.7 Procedures

- Time
Activity Procedures
spent
Co-planning | (Materials No.4.1) 15
activities The researcher presents the sample of the min

implementation plan for student self-assessment to the
teacher participants. The teacher participants will be
asked to examine and discuss the components of the

implementation plan for student self-assessment.
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Activity Procedures Time
spent
1. Unity- The researcher and the teacher participants discuss the 15
building possible constraints that may influence the effectiveness | Min
activities of student self-assessment tools. For example, the use of
2. Co- writing reflection may not suitable for those with limited
planning time.
activities
Direct (Materials No.4.3) 15
instruction Using the criteria for revising the implementation plan min
presentations | for student self-assessment and possible constraints, the
researcher invite the teacher participants to practice
commenting and questioning on the sample of
implementation plan for student self-assessment.
(Materials No.4.2) 30
The researcher asks the teacher participants to draft their | min
implementation plan for student self-assessment to be
used in their selected English class.
(Use Materials No.4.3) 15
Presenting the criteria for revising the implementation min

plan for student self-assessment, the researcher invites
the teacher participants to give comments on their

implementation plan for

student self-assessment. This will be followed by their
revision of the implementation plan for student self-

assessment.
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Activity Procedures Time
spent
1. Co- (Materials No.4.3) 30
planning The researcher invites each teacher participant to present min
activities his/her revised implementation plan for student self-
2. Small- assessment. Then, the teacher participants discuss and
group give comments on the revised plan presented.
discussions | The teacher participants revise and finalise their 30
implementation plan for student self-assessment. min
Reflection | (Materials No.4.4) 20
time The researcher concludes the workshops by inviting the min
teacher participants to share their opinions about, and
comments on, the potential use of student self-assessment in
their classes.
(Materials No.4.5) 10
The teacher participants evaluate the workshops they min

have attended using the evaluation form prepared by the

researcher.

4.8 Evaluation and evidence

The teacher participants’ performance with reference to each objective of the

workshop will be observed and then evaluated from the following pieces of evidence.

Terminal objective: By the end of this workshop, the teacher participants will be

able to evaluate the implementation plan for student self-assessment in their

classroom.

Evidence:

m With reference to Materials No.4.2 and 4.3, the teacher

for student self-assessment in their classroom.

Enabling objective 1: Identify the constraints.

participants can draft, revise, and evaluate the implementation plan
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Evidence: = During the discussion, the teacher participants can describe the
possible constraints of the use of student self-assessment in their
English classes as well as propose possible strategies to mitigate
such constraints.

Enabling objective 2: Plan for the implementation plan for student self-

assessment

Evidence: m With reference to Materials No.4.2, the teacher participants can
draft the implementation plan for student self-assessment to be used
their classroom.

Enabling objective 3: Revise the implementation plan for student self-

assessment

Evidence: m In Materials No.4.2, the teacher participants can revise the
implementation plan for student self-assessment to be used in their
classroom.

Enabling objective 4: Evaluate the implementation plan for student self-

assessment

Evidence: m In Materials No.4.1, 4.2, and 4.3, the teacher participants can
evaluate the implementation plan for student self-assessment to be
used in their classroom.

Enabling objective 5: Summarise the principle of student self-assessment

Evidence: = During the discussion, the teacher participants can describe the

principles of student self-assessment.



Materials No. 4.1 :

Materials for Workshop 4

assessment”
Introduction to translation

Course title:
Skills/factor focus:
Implementation Plan

Sample: “Implementation Plan for Student Self-

Direct assessment of a specific performance
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Student self- Student self-
Content of Skills/Factor assessment assessment
Week | the subject focus activity tools
1 Introduction | Overall goal Ss set goal of self-rated rating
taking scale
‘Introduction to
translation’.
2 Dictionary Ss’ use of Ss’ self-report self-rated rating
use dictionary their use of scale
dictionary.
Homonyms | Ss’ Thai Ss’ compare their | self-rated rating
translation of translation with scale
English criteria.
homonyms. Ss keep record of | Portfolios
their assignment.
3 Past tenses Ss’ Thai Ss’ compare their | self-rated rating
translation of translation with scale
English past criteria.
tenses Ss keep record of | Portfolios
their assignment.
4 Presentand | Ss’ Thai Ss’ compare their | self-rated rating
perfect translation of translation with scale
tenses English present | criteria.
and perfect Ss keep record of | Portfolios
tenses their assignment.
5 Future tenses | Ss’ Thai Ss’ compare their | self-rated rating
translation of translation with scale
English future | criteria.
tenses Ss keep record of | Portfolios
their assignment.
6 Revision - - -
7 Midterm - - -
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Week | Content of Skills/Factor Student self- Student self-
the subject focus assessment assessment
activity tools
8 Conditional | Ss’ Thai Ss’ compare their | self-rated rating
sentences translation of translation with scale
English criteria.
conditional Ss keep record of | Portfolios
sentences their assignment.
9 Passive Ss’ Thai Ss’ compare their | self-rated rating
voices (1) translation of translation with scale
English passive | criteria.
Voices. Ss keep record of | Portfolios
their assignment.
10 | Passive Ss’ Thai Ss’ compare their | self-rated rating
voices (2) translation of translation with scale
English passive | criteria.
voices. Ss keep record of | Portfolios
their assignment.
11 | Phrasal Ss’ Thai Ss’ compare their | self-rated rating
verbs (1) translation of translation with scale
English phrasal | criteria.
verbs. Ss keep record of | Portfolios
their assignment.
12 | Phrasal Ss’ Thai Ss’ compare their | self-rated rating
verbs (2) translation of translation with scale
English phrasal | criteria.
verbs. Ss keep record of | Portfolios
their assignment.
13 | Idioms Ss’ Thai Ss’ compare their | self-rated rating
translation of translation with scale
English idioms. | criteria.
Ss keep record of | Portfolios
their assignment.
14 | Revision
15 | Final - - -

Remarks




Materials No. 4.2 :

Course title:
Implementation Plan
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Worksheet: “Implementation Plan for Student Self-

assessment”

Week

Content of
the subject

Skills/
Factor focus

Student self-
assessment activity

Student self-
assessment tools

1

2

3

10

11

12

13

14

15

Remarks




Materials No. 4.3
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Criteria for revision of the implementation plan for student

self-assessment (Adapted from Brown’s (2004) guidelines

for self-assessment)

Criteria

It can

It can’t

1. Tell students the purpose of student self-assessment
1.1 The use of student self-assessment meets my class
objectives?

1.2 The use of student self-assessment meets my students’
needs.

1.3 | can explain the concept of the use of student self-
assessment to the students.

1.4 | can tell my students why self-assessment is important
for them.

2. Define the task(s) clearly
2.1 1 can explain exactly to the students what they are
supposed to do.

2.2 The selected student self-assessment tool(s) is not too
complex.

2.3 | can provide guidelines and/or be a role model for
doing the selected student self-assessment tool(s).

3. Encourage impartial evaluation of performance or

ability

3.1 I can maximize the beneficial washback of student
self-assessment by describing and/or showing students
the advantage of giving honest, objective opinions
toward their own performance.

3.2 | can give clear student self-assessment criteria.

4. Ensure beneficial washback through follow-up task(s)

4.1 | can follow-up the washback of my use of student
self-assessment through self-analysis, journal,
reflection, written feedback from teacher, conferencing
with teacher, purposeful goal-setting by student, or any

combination of the above.
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Materials No. 4.4:  PowerPoint slide for reflection and workshop wrap-up

Reflection and workshop wrap-up

A What I've learned .....

A What I'd like to learn more .. ..

A Things that I like about today’s session .....

A My overall impression on the four workshops




Materials No. 4.5:

& Farrell, 2005)
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End-of-workshop evaluation form (Adapted from Richards

Directions:  Please indicate your level of satisfaction based upon on your
completion  of the workshops. Numbers correspond to meanings as
follows:

1 | have avery low level of satisfaction.
2 | have a low level of satisfaction.
3 | have a moderate level of satisfaction.
4 1 have a high level of satisfaction.
5 | have a very high level of satisfaction.
Level of
No. Statements satisfaction
112]3|4|5
Design of the workshop
1. | Goals of the workshop 112|345
2. | The content of the workshop 112]13]4]|5
3. | The coverage of materials 11213]4]|5
4. | The time spent on each topic and on group work 1/213]|4]|5
5. | The tasks 11213|4|5
6. | The facility
7. | The structure of the workshop
Workshop leader
8. | A presenter as a successful facilitator and good 112(3|4]|5
communicator
9. | Presenter’s knowledge 1/2]13]4]5
10. | Presenter’s teaching methods and ability to give 112|345
feedback
Resources
11. | The usefulness of the resources used in the workshop 112|345
Teacher participation
12. | A chance to speak 112|345
13. | A chance to interact with others 112]3|4|5
Teacher satisfaction
14. | Better understanding of the student self-assessment 112(3|4]|5
content
15. | The increased confidence in applying knowledge and 11213415
skills learned from the workshop to my class.

Additional comment
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Appendix G
Questionnaire for Current Student Self-assessment practices,
Student self-assessment Literacy, Student Self-assessment Efficacy,
and the 9 RMUTS’ EFL lecturers’ Training Needs in the Use of
Student Self-assessment (referred to as “The questionnaire”) (English version)

The main aim of this questionnaire is to collect data on the assessment practice,
assessment literacy, and assessment efficacy of EFL lecturers at Rajamangala
University of Technology, with reference to the use of student self-assessment in their
classrooms.

The questionnaire is divided into five parts as follows:

Part I:  Background information
Part Il:  Student self-assessment practice
Part I1l:  Student self-assessment literacy

Part IV: Student self-assessment efficacy
Part V:  Training needs in the use of student self-assessment

Part I: Background information
Directions:  Please complete the following details by ticking the appropriate box
and/or writing down your response in the space provided.

1.1 Age: years old
1.2 Sex: [ Female L1 Male
1.3 Your educational background
O  Doctoral degree:
(e.g. Ph.D. in Linguistics,
Ed.D. in Curriculum and
Instruction)

Country:

0 Master’s degree:
(e.g. M.A. in English, M.Ed.
in TEFL)

Country:

O Bachelor’s degree:
(e.g. B.A. in English, B.Ed. in
Teaching English)

Country:

1.4 Your English teaching experience in higher education: years
1.5 Courses you are currently teaching (YYou may choose more than one answer.)
0 Foundation English (General English)
O English for Academic/Specific Purposes
0 English for English major/minor students
[0 Others. Please specify:
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Part I1: Student self-assessment practice
Directions:  Please answer the following questions by ticking the appropriate box
and/or writing down your answer in the space provided.
2.1 Have you ever used student self-assessment activities (e.g. survey, reflective
journal, portfolios) in your class?
O Yes. (If your answer is ‘Yes’, please also answer Items 2.2 — 2.7.)
O No. (If your answer is ‘No”, skip to Item 2.8.)

Items 2.2 — 2.7 are for those who answer ‘Yes’ in Item 2.1
2.2 What level of student self-assessment do you use in your class?
A very high level
A high level
A moderate level
A low level
A very low level
Not at all
2.3 What are your purposes in using student self-assessment in your
class? (You can choose more than one answer.)
00 To activate students as owners of their learning
O To encourage students to self-appraise their current
proficiency level and identify the areas to improve for their
continual development
To encourage students to self-appraise their current learning
achievement and identify the areas to improve for their
continual development
To encourage students to monitor their learning process
To add a variety of classroom activities in order to motivate
them to learn
To make classroom assessment reliable and fair by also
looking at assessment results from students’ perspectives
Others. Please specify:

OOoooonO

O

o 0O 00

2.4 What kinds of student self-assessment activities do you use in your
class? (You can choose more than one answer.)

Students using a checklist/questionnaire to assess their

performance

Students keeping a learning log/journal

Students writing a reflection on their performance immediately

after finishing a particular task

Students creating a portfolio of their work

Students developing materials, exercises, or tests for their own

learning

Others. Please specify:

O oo oOoOo O




2.5

How effective and successful do you think your use of student
self-assessment is in promoting learning?

O A very high level

O A high level

O A moderate level

O Alow level

O Avery low level

2.6

At what level of reliability are the results of student self-
assessment from your class?

O A very high level

0 A high level

O A moderate level

O Alow level

O Avery low level

2.7

From your experience, what problems or challenges have you
encountered when using student self-assessment in your
classroom?

Students are not confident in using self-assessment.
Students tend to underestimate their own performance.
Students tend to overestimate their own performance.

The use of student self-assessment activities in the class is
time-consuming

The class size is too large

Others. Please specify:

o0 OoOooOod

Item 2.8 is for those who answer ‘No’ in Item 2.1

N

What are your reasons for not using student self-assessment
activities in your class?

Use of student self-assessment results is unreliable.
Students do not cooperate.

Students tend to underestimate their own performance.
Students tend to overestimate their own performance.

The use of student self-assessment activities in the class is
time-consuming

The class size is too large

Others. Please specify:

oo OoOoOooOooOod

Use of student self-assessment increases a lecturer’s workload.
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2.9 Did you take any courses, as part of your degree program(s), where you learned

about the use

of student self-assessment?

O No.

O Yes. (If your answer is ‘Yes’, please give brief information about

the course(s) taken.

Program/course title:

Level of degree: [J Bachelor’s [ Master’s [1 Doctoral

Brief description:
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2.10 In the past three years, have you attended any training/workshops, or conferences
where you learned about the use of student self-assessment?
0 No.
O Yes. (If your answer is ‘Yes’, please give brief information about the
training/workshops, or conferences taken.
- Title:
- Year:

Part I11: Student self-assessment literacy
Directions:  Please indicate your level of agreement with the statements on five
aspects of student self-assessment. The numbers of the five-point
rating scale represent the levels of agreement as follows:
Number 5 means  Strongly agree
Number 4 means  Agree
Number 3 means  Neither agree nor disagree
Number 2 means  Disagree
Number 1 means  Strongly disagree

Levels of agreement

No. Aspects of student self-assessment 1]2]3]4]s5
I have knowledge about ...

3.1 | the definition of student self-assessment 112 [3]4]5

3.2 | purposes of student self-assessment 1123|415

3.3 | skills and factors I can focus on in student self- 112|345
assessment

3.4 | strengths and weaknesses of student self-assessment |1 |2 |3 |4 |5

3.5 | challenges in using student self-assessment 112 |3 |4]|5

3.6 | details of student self-assessment tools 112 ]3|4]5

3.7 | steps in using student self-assessment tools 112 |3 |4]|5

3.8 | how to draft an implementation plan for studentself- |1 |2 |3 |4 |5
assessment

3.9 | how to revise the implementation plan for student 1123|415

self-assessment.
3.10 | how to evaluate the implementation plan for student |1 |2 |3 |4 |5
self-assessment.
I am able to ...
3.11 | analyse the context of my English course sothatlcan |1 |2 |3 |4 |5
choose appropriate self-assessment tools.
3.12 | select the appropriate student self-assessment tools 12|34 |5

for my class.

3.13 | explain the steps in using student self-assessment 1123|415
tools to my students.

3.14 | demonstrate the steps in using student self- 1123|415
assessment tools to my students.

3.15 | draft the implementation plan for student self- 1123|415

assessment appropriate for my own class/teaching
context.
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Levels of agreement
No. Aspects of student self-assessment 1123|415
3.16 | try out and revise the implementation plan forstudent | 1 | 2 | 3 |4 |5
self-assessment in each of my English classes.
In my point of view, student self-assessment ...
3.17 | can be practiced in the English classroom. 1121345
3.18 | is an assessment for learning. 112](3|4]5
3.19 | can be used to promote students’ understanding of 1(2|13[4|5
how they are assessed or expected to perform,
regarding their language performance.
3.20 | can be used to foster motivation in learning English 112|345
among the students.
3.21 | is sensitive and constructive. 1123|415
I believe that student self-assessment ...
3.22 | is applicable to my class. 112]3|4]5
3.23 | can be used to improve teaching and learning. 112]13]4]|5
3.24 | can be included as part of the learning standards of 112|345
the curriculum (e.g. The curriculum should include
student self-assessment activities as part of classroom
activities).
I am aware that...
3.25 | my students use and study English as a foreign 112|345
language, so they may have some limitations in self-
assessing their own English performance.

Part IV: Student self-assessment efficacy

Directions:  Please indicate your level of confidence in the following aspects of
student self-assessment. The numbers of the five-point rating scale
represent the levels of confidence as follows:

Number 5 means A very high level of confidence
Number 4 means A high level of confidence
Number 3 means A moderate level of confidence
Number 2 means A low level of confidence
Number 1 means A very low level of confidence
Levels of confidence
No. Aspects of student self-assessment 1]2]3]4]5
I am confident that I can...
4.1 | have adequate knowledge of student self-assessment. |1 |2 |3 |4 |5
4.2 | develop a student self-assessment plan for my 112|345
students to self-assess their own performance.
4.3 | develop student self-assessment tools for my students |1 |2 |3 |4 |5
to self-assess their own performance.
4.4 | explain what the results from student self-assessment |1 |2 [3 |4 |5
mean to students’ learning to the students.
4.5 | explain the concept of student self-assessmenttomy |1 |2 |3 |4 |5
students.
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Levels of confidence

No. Aspects of student self-assessment 1123|415

4.6 | explain the procedures of student self-assessmentto |1 |2 | 3|4 |5
my students.

4.7 | explain the concept of student self-assessmenttomy |1 (2 |3 |4 |5
colleagues.

4.8 | explain the procedures of student self-assessmentto |1 |2 |3 |4 |5
my colleagues.

4.9 | monitor students’ learning progress using student 112 |3 |4 |5
self-assessment.

4.10 | make use of the results from student self-assessment |1 |2 (3 |4 |5
to evaluate students’ performance.

4.11 | use the results from the student self-assessmentasa |1 |2 [3 |4 |5
part of grading.

4.12 | explain the results of student self-assessment,aswell |1 |2 [3 |4 |5
as their importance, to my colleagues.

Part V: Training needs in the use of student self-assessment

Directions:  Please rate your needs for further training in the following aspects of

student self-assessment. The numbers of the five-point rating scale

represent the levels of needs as follows:

Number 5 means A very high level of needs

Number 4 means A high level of needs

Number 3 means A moderate level of needs

Number 2 means A low level of needs
Number 1 means A very low level of needs

No.

Aspects of student self-assessment

Knowledge

5.1

Learning more about the definition of student self-
assessment

5.2

Learning more about the purposes of student self-
assessment

5.3

Learning more about the skills and factors that | can
focus on in using student self-assessment

5.4

Learning more about the strengths and weaknesses of
student self-assessment

5.5

Learning more about the possible challenges in using
student self-assessment

5.6

Learning more about the details (such as
characteristics, formats, and importance) of student
self-assessment tools

o.7

Learning more about the steps in using student self-
assessment tools

5.8

Learning more about how to write the
implementation plan for student self-assessment
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Levels of needs
No. Aspects of student self-assessment 112|345
5.9 Learning more about how to revise the 112(3|4|5
implementation plan for student self-assessment
Skills
5.10 | Practice more about how to evaluate the 112(3|4]5
implementation plan for student self-assessment
5.11 | Practice more about how to analyse the contextofmy | 1 | 2 | 3 | 4 | 5
English class
5.12 | Practice more about how to select the appropriate 112|345
student self-assessment tools.
5.13 | Practice more about how to explain the steps in 112|345
performing student self-assessment tools to the
students
5.14 | Practice more about how to demonstrate the stepsin |1 |2 |3 |4 |5
performing student self-assessment tools to the
students
5.15 | Practice more about how to draft the implementation | 1 |2 |3 |4 |5
plan for student self-assessment in my English course
5.16 | Practice more about how to revise the 112|345
implementation plan for student self-assessment in
my English course
Training activities
5.17 | Participate in the workshop! 11231415
5.18 | Participate in the teacher’s conference? 112]3]4]5
5.19 | Participate in the individual conference® 112]3]4]5
5.20 | Practice making my own portfolio* 112|345
1 The workshop is an intensive learning/training activity in which the teacher participants

Note

will gain the knowledge and skills of student self-assessment. The activity will be led
and facilitated by a teacher trainer.

The teacher’s conference is an activity in which the teacher participants meet regularly
to discuss their practice of student self-assessment in their English courses. Their
discussion will be facilitated by a mentor.

The individual conference is where a teacher self-monitors, self-reflects, and gives self-
feedback on the practical aspects of the use of student self-assessment in her/his
classrooms. The teacher will discuss her/his experience of using student self-assessment
with a mentor.

The portfolio is a teacher’s collection of evidence, documents, and other items that
provide information about their assessment literacy, assessment practice, and
assessment efficacy in the use of student self-assessment.

5.21 Please provide additional suggestions on the training that would help you
improve your knowledge, skills and confidence in the use of student self-assessment.
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[This is optional.] Please be kindly noted that this survey will be followed up by an
interview. If you could provide us an in-depth information about the use of self-
assessment in your class, please leave your name and contact information and we will
get back to you as soon as possible. Thank you very much

Name: University:
Email: Tel:
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Appendix |
Index of item-objective congruence (I0C) and

the three experts’ recommendation for revisions of each draft questionnaire item

Expert I0C
No. Items 1 2 3 values Interpretation Comments

Part I: Background information
1 Iteml.l 1 1 1 1000 Acceptable Youmay want to ask
the year the
respondent was born
rather than age

N

Item 1.2 1 1 1 1000 Acceptable

w

Item 1.3 1 1 1 1000 Acceptable Not clear what should
be written on the
lines— just the type
of degree or also the
name of university?

4 lteml4 0O 1 1 0667 Acceptable Teaching experience
at which level?
University?

5 Item15 0 1 1 0.667  Acceptable Are multiple-answers
allowed?
Part I1: Student self-assessment practice

1 ltem2.1 1 1 1 1000 Acceptable

2 ltem2.2 1 1 1 1.000 Acceptable Add ‘not atall’

3 Item2.3 1 1 1 1000 Acceptable Whatabout their
learning achievement
? —This claim is rather
broad. It needs to be
relevant to student
self-assessment. the
term ‘a variety of
learning activities’
needs to be modified.
Suggestion: to add a
self-assessment
dimension to motivate
their learning.




(Continued)

No.

Items

1

2

Expert
3 values

10C

Interpretation

Comments

4

Item 2.4

1

1

1

1.000

Acceptable

5

Item 2.5

1

1

1

1.000

Acceptable

In English, the
wording is a bit
awkward (but if you
are administering in
Thai, it may sound
right phrased this
way). In English,
would be better to say
“How effective do
you think...”

6

Item 2.6

0

1

1

0.667

Acceptable

- Will teachers know
what reliability means
in the same way that
you understand the
concept (from a
language assessment
perspective)? If not,
you may want to
define the term.

- Do you use
“reliability” as a
technical term for
testing or as a general
term?

- Change to ‘at what
level of reliability are’

7

Item 2.7

1

1

1

1.000

Acceptable

8

Item 2.8

1

1

1

1.000

Acceptable

Add ‘results’ after
self-assessment
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(Continued)

No. Items

1

2

Expert
3 values

10C

Interpretation

Comments

9 Item29

1

1

1

1.000

Acceptable

The term is rather
broad, if you specify
the type of
information, e.g. —
program/course title —
level of degree/ name
of institution / year of
attendance / length of
time

10 Item 2.10

0

1

1

0.667

Acceptable

Requires details as 2.9
— title/organizer.,
location, year, length
of time

Part I11: Student self-assessment literacy

1 ltem3.1 1 1 1 1000 Acceptable

2 Item3.2 1 1 1 1000 Acceptable

3 Item3.3 1 1 1 1000 Acceptable

4 ltem3.4 1 1 1 1000 Acceptable

5 Item35 1 1 1 1.000 Acceptable

6 Item 3.6 1 1 1 1000 Acceptable

7 ltem 3.7 0 1 1 0.667 Acceptable By “steps” do you
mean “processes’?
“How to”?

8 Item 3.8 1 1 1 1000 Acceptable

9 Item3.9 1 1 1 1000 Acceptable

10 Item3.10 1 1 1 1000 Acceptable

11 Item3.11 1 1 1 1000 Acceptable

12 Item3.12 1 1 1 1.000 Acceptable
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(Continued)

Expert I0C

No. Items 1 2 3 values Interpretation Comments

13 I1tem3.13 0 1 1 0.667  Acceptable I wonder if you could
mesh 3.13 with 3.14
because some people
explain as they
demonstrate and some
demonstrate as they
explain.

14 Item3.14 0 1 1 0.667 Acceptable The same above.

15 Item3.15 1 1 1 1000 Acceptable

16 Item316 1 1 1 1.000 Acceptable Add ‘try out’

17 Item3.17 1 1 1 1000  Acceptable

18 I1tem3.18 1 1 1 1000 Acceptable

19 1tem3.19 1 1 1 1000 Acceptable

20 Item3.20 1 1 1 1.000 Acceptable

21 Item321 1 1 1 1.000 Acceptable

22 Item322 1 1 1 1.000 Acceptable

23 Item323 1 1 1 '1.000 Acceptable

24 Item324 1 1 1 1.000 Acceptable

25 Item325 0 1 1 0.667 Acceptable | may need examples

for “certain
limitations.”
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(Continued)

No.

Items

1

2

Expert
3 values

10C

Interpretation

Comments

Part 1V: Student self-assessment efficacy

1

Item 4.1

1

1

1

1.000

Acceptable

- Can you structure
this set of items to be
like the previous set,
where the phrases are
continuers for a
sentence starter at the
top of the list? As it
stands now, it’s
confusing to me how
the level of
confidence connects
to the item—whose
confidence? Maybe
the sentences could all
start “I am confident
that I...” and then this
item would be
“...have adequate
knowledge...” [My
comments on the rest
of this set will all
assume this
interpretation of the
items]

Item 4.2

1.000

Acceptable

Item 4.3

1.000

Acceptable

Item 4.4

1.000

Acceptable

Item 4.5

1.000

Acceptable

Item 4.6

1.000

Acceptable

Item 4.7

1.000

Acceptable

Item 4.8

1.000

Acceptable

- Explain to whom?

O o|NO OB~ (W(N

Item 4.9

1.000

Acceptable

[EN
o

Item 4.10

RRRRPrRPRPR R~

A I

1.000

Acceptable
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(Continued)

Expert I0C
No. Items 1 2 3 values Interpretation Comments
11 Item411 1 1 1 1000 Acceptable
12 Item4.12 1 1 1 1.000 Acceptable
13 Item4.13 0 1 1 0.667  Acceptable Whatdo you mean by
“ethical”?
Part V: Training needs in the use of student self-assessment
1 Item5.1 1 1 1 1000 Acceptable
2 Item5.2 1 1 1 1000 Acceptable
3 Item5.3 1 1 1 1000 Acceptable
4 ltem54 1 1 1 1000 Acceptable
5 Item55 1 1 1 1000 Acceptable
6 Item5.6 1 1 1 1000  Acceptable Idon’tknow what is
meant by “details”
7 ltem5.7 1 1 1 1000 Acceptable
8 Item5.8 1 1 1 1000 Acceptable
9 Item5.9 1 1 1 1000 Acceptable
10 Item510 1 1 1 1.000 Acceptable Change ‘skills’ to
practice
11 Item511 1 1 1 1.000 Acceptable Change ‘skills’ to
practice
12 Item512 1 1 1 1.000 Acceptable Change ‘skills’ to
practice
13 Item513 0 1 1 0.667  Acceptable - See commentson
3.13 and 3.14.
- Change ‘skills’ to
practice
14 Item514 0 1 1 0.667  Acceptable - The same above.

- Change ‘skills’ to
practice
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(Continued)
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Expert I0C

No. Items 1 2 values Interpretation Comments

15 Item5.15 1 1 1.000  Acceptable Change ‘skills’ to
practice

16 Item516 1 1 1.000  Acceptable Change ‘skills’ to
practice

17 Item5.17 1 1 1.000  Acceptable Change ‘attend’ to
‘participate in’

18 Item518 1 1 1.000  Acceptable Change ‘attend’ to
‘participate in’

19 Item519 1 1 1.000  Acceptable Change ‘attend’ to
‘participate in’

20 Item520 1 1 1.000 ~ Acceptable Change ‘learning how
to’ to ‘practice
making’

21 Item521 1 1 1.000  Acceptable

Conclusion

Expert 10C

No. Items 1 2 3 values Interpretation Comments

General aspects

1  Face validity 1 1 1 1000 Acceptable

2 Format 1 1 1.000 Acceptable

Conclusion

1  This questionnaire is 1 1 1 1.000 Acceptable

appropriate.

I0C @

g

o o o

8 8 & 8

0.857 Kol URIVER:
Acceptable ® © ©
-
® & @
< < <

Additional Comments

I think as long as the teachers have been talking about student self-assessment, these
concepts will make sense. If not, you may want to provide a definition of the
construct (what you mean by “student self-assessment”) at the beginning of Part II.
It’s important for reliability that all the teachers answering the survey have the same
understanding of the underlying construct.

Part I: Are all the teachers Thai? If not, a question item asking their nationality may

be necessary.
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Appendix J
Semi-structured Interview for Current Student Self-assessment practices,
Student self-assessment Literacy, Student Self-assessment Efficacy,
and RMUT EFL lecturers’ Training Needs in the Use of Student Self-assessment

(referred to as “The semi-structured interview for Part I: Survey)

Demographic Information
1. Did you self-assess your own English performance when you were a
student? If yes, how?
2. Please tell me about the courses you have taught.
3. Have you ever attended the formal training in student self-assessment? If
yes, please explain.
Student self-assessment practice
4. Have you ever used self-assessed in your class? If yes, please tell me ‘why’
and ‘how’? If your answer is ‘no’, please tell me why it is so.
5. What is your purpose(s) in applying student self-assessment?
6. If you have never used student self-assessment in your class, do you want to
use it in your class? Why?
Student self-assessment literacy
7. Please tell me what the student self-assessment is, according to your
perception.
8. In your opinion, how can student self-assessment be used in your class?
9. What is the most important implication of the use of student self-assessment
in your class?
10. In your opinion, what are the advantages, disadvantages, and challenge of
student self-assessment?
11. If you are to use student self-assessment with your students, how can you
implement student self-assessment? What tools are you to use?
Student self-assessment efficacy
12. Are you confident in using student self-assessment? Why?



Appendix K

Classroom Observation Form for Classroom Student Self-assessment

Implementation (referred to as “The classroom observation form”)

Observation no.
Name of lecturers:
Course title:

Time / Date:

Aids used:
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Duration
(Minutes)

Observations notes

Remarks

1-10

11-20

21-30

31-40

41-50

51-60

61-70

71-80

81-90

91-100

101-110

111-120
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121-130

131-140

141-150

151-160

161-170

171-180

Additional comments
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Appendix L
Training Participants’ Self-report Checklist
(referred to as “The self-report checklist”)

Self-report session no.

Name of lecturers:

Course title:

Time / Date:
Aids used:

Directions: Please check the items that are consistent with your practice of

student self-assessment.

1.

[ ]
[]
[]
[ ]
[ ]
[]

[]

[]

[ ]

[ ]

Planning: I have planned for the following:

1.1 purposes of student self-assessment

1.2 types of achievement to be assessed in student self-assessment
1.3 student characteristics

1.4 constraints of the learning environment

1.5 role of self-assessment in the English course

1.6 training procedures required for the students to self-assess

Implementation: Implementation of student self-assessment provided a

supportive environment in the following manners:

2.1 students are encouraged to debate the advantages and disadvantages of
student self-assessment.

2.2 students are encouraged to propose strategies for becoming more
involved in student self-assessment.

2.3 | offer regular guidance and encouragement to students to accept
greater responsibility for assessment decisions.

2.4 1 non-judgmentally accept students’ opinions.



[ ]

[ ]

[ ]

3.

[ ]
[ ]
[ ]
[ ]
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2.5 my feedback highlights the usefulness of student self-assessment in
English language learning.

2.6 student self-assessment is introduced gradually, beginning with less
complex tasks.

2.7 training is provided before students start to practice self-assessment.

Reflective appraisal: After finishing my class, | reflected on the followings:

3.1 the strengths of the self-assessment activities used.

3.2 the weaknesses of the self-assessment activities used.

3.3 the challenges encountered and ways to deal with them.

3.4 Ability to analyse the strengths, weaknesses, and the challenges of the

self-assessment activities in the next time.

Additional comments
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Appendix M

The Semi-structured Interview for Part I11: Follow-up

Demographic Information
1. Please tell me the course(s) you are teaching in this second semester.
Student self-assessment practice
2. Do you use student self-assessment in your class this semester? Why and
how?
3. Will you continue to use student self-assessment in your class? [preference]
Student self-assessment literacy
4. From your experience, what are the advantages, disadvantages, and
challenge of student self-assessment? [conception/principle]
5. From your training, do you think you have enough knowledge and skills of
student self-assessment?
Student self-assessment efficacy
6. Are you confident in using student self-assessment? Why?
Additional comments regarding the training and the use of student self-
assessment
7. Please provide additional comments regarding the training.
8. Please provide additional comments regarding the use of student self-

assessment.
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Appendix N

Sample workshop shop worksheets completed by the training participants

Materials No.1.4 :  Worksheet ‘Which class(es) I can use student self-
assessment (SSA)?’

Instructions: Please write the English courses you will be responsible for in the
upcoming semester.

Course title SSA Why/Why not?
00n 900k \ﬁ;wma\w\ﬁ\'wwmwmd
.. P ' 0\ Mnmaﬂ,a ACETECN J?\%q
Inverative [M‘\SY\ hEls & UM 2 My At B
hgoe® Jng‘mﬁq&maa&m«mmw@
Oohgoc .
English_fhe ading P s 80t o3 Ao
g00L ﬁﬂﬁ’ﬂaﬁﬂ\méﬁm‘a‘{f\u&n&\wmﬁ
063 100% 1 L WO L0 BNEANAT R 4R
English 1n DU“\Y e A PR
Sk et
! [ t ‘ A\
va)\\ﬁ\\ ?01 %mme% Covmvunnen) \on/ m\k’(\mm &g,wmmmm;\m
Y mmmq\ﬂmm'\\o\

O»
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Material No. 2.1: Survey of teacher’s use of student self-assessment tools
(Adapted from Alderson, 2005; Cram, 1995)

I previously | I want to
Student self-assessment tools used itin | use it in my
my course course

Questionnaire:
- True/false

¢/

- _Scales e.g. mark a point between 1 and 7

- Short answer

Description and reflection:
- Diaries and journals

- _Self-reporting: introspectively, retrospectively

- _Observation of or interviews with peers

- Guessing a grade immediately after completing a test

Progress profiles:
- _Progress cards, objective grids, contracts

- Portfolios / collections of work

- _Learner-kept records of achievement

- _Recycling or redoing work and making comparisons

- Self-graded profiles or achievement

Self-rated rating scales:
- Formal e.g. competency standards, placement
_profiles, confidence/self-esteem scales

- Informal e.g. class-developed scales for assessment
of seminar, presentation, etc.

- Computer-based rating scales

Tests:
- learner-produced e.g. cloze; using checklists to mark
an essay or a video-taped interaction

- teacher-produced e.g. self-placement test, sample
tests, past exam papers with answer key

- externally produced e.g. past exam papers with
answer key

- _computer tests e.g. CBT, CELA

- _continuous progress tests with answer key

‘Can-do Scales’ with ‘can-do’ self-assessment
statements

Other student self-assessment tools

..................................................................
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Material No. 2.3:

Worksheet: “Which student self-assessment tool is

appropriate for my English courses?”

Course title: ’i“u\\\\\\ gq\ %\)‘1\‘(\6% Qnmm\m\m\\ov\

Major: W\W\M Wf\‘ A

Number of
Students: M
Learning objective(s):

Course content (in brief):

Teaching and learning activities
(in brief):

Duration (per class):

Room facilities:

The purposes of student self-
assessment in this course:

Skills and factors focused on in
student self-assessment:

Learner characteristics:

Student self-assessment tools:

\&M%Rfm Mw%\%w”\/ﬁwg A
M VIR ye\ 92} AVo0 PRDY RARY
A

_ ban oot
TSt o | ad VETTEEm ey
S\VNERS émes“gov\awee

-Dindusanen

-Lea iyt

_ 900k inn Yeut

~Teaeatioh el o1v0 O\em\w

3 W

AonetToind . Tiojetket Nk eboard
-\ tw\)\\OM W\mx\e\ : tomou’( of

- 300N 61\%«\6%05 « An Ao &
T S T S O A L P A

~\resontoXion .60 enking
i“?’wdm\ ‘M(‘c\‘m\; J

—Ma\%ﬁim'\m\“y\s\ﬂ« s ey \;\m‘
198

— V0% MY AYE w\m\w wﬁ%ﬂ o\sqeqﬁmm‘
NG

~Sagevnn tubnit
- WA od e ‘
~Desrerpiion  onad tekteddion

-5l '(’W“YW) 500\
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Material No. 2.4:

Analysis of appropriateness and practicality in the use of the

student self-assessment instrument

Student self-assessment tools

Description and reflection

Progress profiles
Self-rated rating scales
Can-do Scales

Tests

sessment tools

f.
e JOOT e

student se

Purpose of
student self-
assessment

Factors to be considered

The students are aware
of what they have
learned.

<._ | Questionnaire

s
<.
<

Oth
- Ser

The students are able to
appreciate the required
academic

standards.

The students understand
the standards and
identify the proficiency
required to complete the
course.

The students can self-
appraise their current
proficiency level

and identify the areas to
improve for their
continual development.

Skills and
factors
focused

Direct assessment of a
specific performance

Indirect assessment of
| general competence

Metacognitive
assessment for setting
| goals

Socio-affective
assessment

Student-generated tests
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Student self-assessment tools

g
§ g
= 8 8
o = : 3 =
- e | B < | B
g |E |8 |8 a3 |&
s|&|E|5|& |5 |5
Students’ Age I TR o
characteristics Language level M \QM M 0(3/ l\q\ Y
Education T Ll SN A
Cultural background J Var B S /
Expectations Ll Il L o (R P Vv
< Learning styles of A AR A Y
§ Self-concept ' g1
§ Motivation and - \‘/ﬁ 2 ﬁ\/ &’Wﬂ?ﬂ/f’\ 9 2 ﬂf)&
2 attitudes towards L o e \/ s ,/
8 English language .
g Course Number of Students 5 {\a AT\ Y 19109 3780 e \Y0
3§ ke Learning objective(s) | /| , |/ |/ | /| v v
Course content (in
brief) A YT
Teaching and learning
activities (in brief) "/ v J 1Y \/
Duration (per class) 0ng \R WANA ?\@q{\qj
Room facilities v JIEA L | ¥
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Material No. 4.2 :

assessment”

Course title:
Implementation Plan

Worksheet: “Implementation Plan for Student Self-

Englioh Jie Beainese Cmmamenttion

Content of Skills/ Student self- Student self-
Week | the subject Factor focus assessment acti% asse‘ssment tools
! . N Likenidy e @osrrmidvs e
Moy ooty ek mh%onmg gy M)
2 : 1 |\
kv gi\atls M0y ey
p (kg bt kel Speaking éasz\gxgwwwawo’ 500 pVg TUbALE
4 Qbmw“\'\;mee 15 "Q?WUV“)WHH}\VP
5 : peplin de koW [ ocoping {vb AC
Ql’t";\’.nlﬂ“g Juup g w8 vnﬂw\tmw; NG )
6 Ppeativey Tt | ealking
7 [hdvetisement] Wethng L 1€nav~9
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8 Mk tefuT[weitivo ddeakiw
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1T [hedwgddwent] weihagRendiag
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15 fina
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Materials No. 4.3

Criteria for revision of the implementation plan for student

self-assessment (Adapted from Brown’s (2004) guidelines for

self-assessment)

Criteria

It can

It can’t

1.1

1.2

1.3

1.4

1. Tell students the purpose of student self-assessment

The use of student self-assessment meets your class
expectation.

The use of student self-assessment meets your students’
needs.

You can explain the concept of the use of student self-
assessment to the students.

The use of student self-assessment tool(s) convey the
useful information to students.

2|

2.2

2.3

2. Define the task(s) clearly

You can explain to the students to know exactly what they
are supposed to do.

The selected student self-assessment tool(s) is not too
complex.

You can provide guideline and/or be a role model for doing
the selected student self-assessment tool(s).

3]

3.2

3. Encourage impartial evaluation of performance or ability

You can maximize the beneficial washback of student self-
assessment by describing and/or showing students the
advantage of giving honest, objective opinions toward their
own performance.

You can give clear student self-assessment criteria.

4.1

4. Ensure beneficial washback through follow-up task(s)

You can follow-up the washback of your use of student
self-assessment through self-analysis, journal, reflection,
written feedback from teacher, conferencing with teacher,
purposeful goal-setting by student, or any combination of

the above.
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Material No. 4.4:

Direction: Please indicate your level of satisfaction with the aspects of this
workshop. Numbers correspond to meanings as follows:

& Farrell, 2005)

End-of-workshop evaluation form (Adapted from Richards

1 You have a very low level of satisfaction.
2 You have a low level of satisfaction.
3 You have a moderate level of satisfaction.
4  You have a high level of satisfaction.
5 You have a very high level of satisfaction.
No. Statements ll,evelzof s;tisf:ctiog
Design of the workshop
1. | Goals of the workshop ([ Te e @ S
2. | The content of the workshop 21314 5
3. | The coverage of materials 1(2]3|4 @
4. | The time spent on each topic and on group work (B G T Q/
5. | The tasks 11213 @ 5
Presenter
6. | A presenter as a successful facilitator and a good 11213 @ 5
communicator
7. | Presenter’s knowledge 1[2]3]4 @
8. | Presenter’s teaching methods 112(3]4 @
Resources
9. | The usefulness of the resources used in the workshop 1234 @
Teacher participation
10. | A chance to speak 1 3(4 @
11. | A chance to interact 11234 @
12. | The appropriateness of the workshop 1 314 @
Teacher satisfaction
13. | The topics 1[2]3 4K
14. | The facilitator 123405
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No.

Statements

Level of satisfaction

1[2]3]f4)]5
15. | The level of involvement 1123 @ i
16. | The facilities 112]3[4((5)
17. | The structure of the workshop 1(2(3[|4]|f6
Changes in understanding
18. | New understanding of the student self-assessment content | 1 | 2 | 3 @ 5
19. | The development of the teacher participants IR28]53 @ 5
Usefulness and applicability
20. | The application of student self-assessment knowledge, i [ ) i et \5/
gained during the workshop, in the use of student self-
assessment in their English courses
21. | The impact of the workshop on the teacher participants’ 12131445
practice of student self-assessment
Confidence in the use of knowledge and skills obtained
from the workshop
22. | The increased confidence in applying knowledge and 1 (234 =

skills from the workshop to their English courses

H

Appendix O

Sample student self-assessment tools employed by the training participants
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1. Sample student self-assessment tools employed by Lady

O B Lo L a1 IO o

- ' i o a & o '
1. wndteuainaannlifiiae (0) 4 uaniign (10) dnAnsAndn ozl AUBIHANNAINITANINNENBINO HOE

Tuszaula
nmn

0 1 2 3 4 5 6 7 8 9 10
n19wa

0 1 2 3 4 5 6 7 8 9 10
n19aIu

0 1 2 3 4 5 6 7 8 9 10

-l

nIsae

0 1 2 3 4 5 6 7 8 9 10

. i o a & a
2. iniftauanaanlifiias (0) fe snfign (10) nAnmAndn silaauainnisizaudniua Auesd

AnuANTanInTEsanquetuszAlla

nmA

0 1 2 3 4 5 6 7 8 9 10
NI

0 1 2 3 4 5 6 7/ 8 9 10
n19Eu

0 1 2 3 4 5 6 7 8 9 10
nadiau

0 1 2 3 4 5 6 7 8 9 10
3. inAnmAndnsaesarsazlfingnesls WA o R o [ et
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.1 N O
Il S Ly SR L L e e
Nnnainsiiazuuy A f et ldAsUUUITINS B AT
1 2 3 B Score
Completion of Information Information Adequate Extensive
task provided was provided was information information
inadequate limited provided provided 5
Grammatical Multiple mistakes Frequent Some mistakes | Very accurate,
accuracy that take away mistakes that that do not few mistakes
meaning make it interfere with
somewhat meaning
difficult to
understand 1
Pronunciation Largely Somewhat Easy to Sounds almost
incomprehensible difficult to understand like a native 3
understand speaker
Fluency Does not flow Frequent pauses Occasional Natural pattern )
pauses of speech
Effort Lack of effort and | Lack of effort | Good effort and Outstanding
attention to detail | of attention to attention to effort and
detail detail attention to
detail
Total score 13
18-20=A 16-17=B 14-15=C
lunsaeuasweludmidsisenisidnzsuuunils ... e e, AZWUY
1 2 3 4 Score
Completion of Information Information Adequate Extensive
task provided was provided was information information
inadequate limited provided provided 3
Grammatical Multiple mistakes Frequent Some mistakes | Very accurate,
accuracy that take away mistakes that that do not few mistakes
meaning make it interfere with 3
somewhat meaning
difficult to
understand
Pronunciation Largely Somewhat Easy to Sounds almost
incomprehensible difficult to understand like a native 1
understand speaker §
Fluency Does not flow Frequent pauses Occasional Natural pattern
pauses of speech 3
Effort Lack of effort and | Lack of effort | Good effort and Outstanding
attention to detail | of attention to attention to effort and
detail detail attention to 3
detail
Total score 15
1820=A 16-17=B 14-15=C
' o P )
At middessuugsliituielrlfasuuumuiidoinsie ... 305300k 0040
e BB OS99 89 015 A IR
L)
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¥ o e AZLUUADY midterm ............. e AU
1. fuduadaniaeun Sidenideu [s/] Livwenaee [ 11208 [ Junnd 2 ade
2. flsumsaeu midterm Fmidnldeuniesaeuunii

[\/ ] 1. Ways of working [ ] 2. Making contacts

[/] 3. Talking about yourself [ ]4. Company benefits

[ ]5. Presenting your company [ ]6. ’é‘u‘] ) S A N T

3. P UNUMIUBTaEe v tasIusnllausEInel ... 5. 1 S e N M

4. i ldnaweseuasuivnivssanns g Flua / e

‘ g & a' Y oW ydd
5. lun1saeu midterm A3all part Adwdviladngnne

[\/] 1. Vocabulary [ 12. Grammar
[ 13.Reading [ 14. Writing
6. “manAnI Miesarlaasuuulunrazinaeimsivaguuuinls

1. attendance Wi 5 Azuuu ey 4
2. Report W 5 ATUY Sy B
3. Speaking test  1fiy 10 AZUUY Fwmdnhagld L.
4. Pair work Wi 10 AvLUY Swdnagly N
5. Homework Wa 5 AsLU Fwdnadld A
6. Workbook W 5 ATLUY Swdnagld A
7. Midterm A 30 ATIWUY Famadld ... S
8. Final LAY 30 ATLUY dwdniazla ... 15 .........

$21  1@Au 100 Azuuy ezl ‘15 ..........
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2. Sample student self-assessment tools employed by Madam

( 9
Pair/Group/Individual
Student Nam Student Code
Total Score b / ()
1 “4 3 4
Information Information Adequate Extensive
Completion of task | provided was provided was information information
inadequate limited provided provided
Frequent mistakes
Multiple mistakes Some mistakes that
Grammatical that take sway that make it | donotinterfe f\:;ryn:ewme.
et meaning toundrtand | Wihmeonng | (o misaks
Proivclidion Largely | Son derstand | S0UNds almost like
incomprehensible | to ~ | @ native speaker
- — ‘_.
Effort . '::‘"
1820-A 16178 b
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o

Tun 13 NLeNe/Le

%o e 285 9
ynnasinsirsuuuiasnsaeuadell SmdAsidenieyldasuuumils . om L AT
Fluency - muAdenAaluNIYA
Pronunciation — Ms81ueonLdes
Accuracy - mugnaadlunsldnim

Fluency (AgwuiLiyl 2) Pronunciation (AxWuWAY 1.5) |  Accuracy (AgWUULAYN 1.5) 57

4

0.5

0.5

Yo

PNNUNNITIAALUUULAYNTABUASIL

Fluency
Pronunciation — n1381U88NLEee

Accuracy

ID

£

<
Un

13 /oq /59

v
[ v v

= ﬂ')"luﬂa'@\iLLﬂfi"J‘LUﬂ’]i'V‘\l‘ﬂ

v v
- mugnaeslunsldniwm

PIAnImeIldAswuLYinls

Fluency (Asuuwifiy 2)

Pronunciation (AxuuLiy 1.5)

Accuracy (AgWUULAY 1.5)

U

1

Q5SS

.5

16 /o2 /%

o _ BpE Juin
B B T T T e T C U R s A e IV L ETONVI I ——— ATUUY
Fluency - ANUAGBILARILUNITYN
Pronunciation — M38UBBNLAYA
Accuracy - mugndeslunslinim
Fluency (AzWUULRY 2) Pronunciation (AgWuuWinl 1.5) |  Accuracy (AiuuLis 1.5) 521
) e 0.5 2.5
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CvV

Personal information

For student

1.1 Name

1.2 Nationality

1.3 Date of birth

1.4 Marital status

1.5 Education

Education

N

2.1  University

2.2 Major

2.3 Year of graduation

24 High school

2.5 Year of graduation

2.6  Subject studied

Language skills

3.1 Speaks

NN NN RSNSNN

Work experience

O N YR LN —

COVER LETTER

Your address

Inside Address

Subject line

Salutation

Greeting

Body

Complimentary Close

Signature Line

Typed name

Needs improvessent

IR
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C.V.

Personnal Information

Name :

Nationality : Thailand

Date of Birth :

Marital Status : Single

Education : School ﬁ—
Rajamangala University of Teachnology tawan-ok — ’

Educations

University : Rajamangala University of Teachnology tawan-ok

Major : Management 7
Year of Graduation : 2017 —

High School : school

Year of Graduation : 2013 9 ,

Subjects Studied : Arts =
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Sriracha,
Chonburi
October 3rd ,2016
Nong Nooch Tropical Botanical Garden
163 ,Sukhumvit,
Sattahip,
Chonburi

Re : Budgeting

Dear Sir or Madam,

I am writing to@c for the Budgeting job at Nong Nooch Tropical Botanical Garden I believe that Nong
Nooch Tropical Botanical Garden is a great company. I am a big fan of many of your products. The

company is fumous for its exciting designs.

I am a student at Rajamangala University of Teachnology tawan-ok. I am going to graduate in February. S/ 9

@ think that my knowledme a strong candidate.

I am studying

I work part-time in a small PTT Aromatics and Refining Public Company Limited as a@chanical

drawing. I am very good at talking to customers. I am also very skilled with computers.
I can come to meet you at any time to answer your questions. 4

Your faithfully,

3. Sample student self-assessment tools employed by Navi
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Name

Title of translated text

orientation to
target text type

consistently effective
and appropriate,
highly effective
choice of vocabulary.
Terminology
appropriate and
wholly accurate.

mostly appropriate
despite occasional
erTors

5 3 0
Correctness Effective, correct Some evidence of Translated text(s) fails
production of correct production of | to meet minimum
translated text translated text; requirement.
elements if literal
translation remain
Register and Choice of register Choice of register Translated text(s) fails

to meet minimum
requirement.
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4. Sample student self-assessment tools employed by Zia
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Appendix P

Sample of field notes

Rnng - AzpRoy
(31 03 SUIp3020T) eRe B3 SPUT SIUSPMIE ID )

65 EMLAUBURBUINRERELLpEE]

Ema=iosd 152] Aevengosd U 9T

syaslosd Kreyunjoa 303 3 C1 8

SRUELG | 10PN JOEW-UOT I SIUpIs .m:

UL 303 SUTRES], JURWEAN0IUEY YSEUE

65 MLAUEUREUWINRERELUIES]

JAEN

Furors; i
umuzmﬂu pejesdenn + Sopsew Jepds
sedojeasp J55] YEELS 5 Apmmarun H
sefrurus ures) EQAETOA £ AINOET 07
s12zlosd AI00[0A 307 SSPNGWOY G
JUSIESTURLS 51T 30§ S5)JRIE00 g
TOHETIgE BAnEsRdo-0) 30 PRRH LT
SRR VO 9T

ORI TTTIE 5 303 SENTIAGO F

Lzp vaymingex) 3o mpeey £l

(o) &mp Aymeed 71

SN0 ¥ T

(EIEE PAUSPRIY) SRNIAG0D TSR O]

¢
‘fep eRypes T ‘TNEY TONTIUsL) B2 ey g 2loxd jusmdofzasp 1USpNIE J0] ROUREI0 5 CARp SREUTRR] THEY Eu: quRgy SR 0y g CARp sRURER] THEY Eu: JUSIID
s302l03d Juspnys 503 seyjmmmoy ¢ g Selosd nonEATard R3S 30 s=)jHIGOD 7 °g 3losd vonEAsesd [E3]10 30 ) :u_unum.m

s302l038 BorjeA seasad [£303[00 203 $83ITIREOD [ 8
£30}22¢ [PLIRINE FOF S23IFLAGOD T 7/

S=anATEE IEpESE g

sjoslosd qomssss ¢ ¢

1oel0m JU=WwHO[ARp TUSPLIS 507 RIWREI0 f
e32=lord Juepnye 107 s=mIUC]) § §

do-og) I=1 51
|sRURTE ] TRy ToNTInERQ B2 05§
1 ponearard PN O3 SSIATGOS 7 £
€076 [EUSRIXE JOJ S2ANCD 7 7T
seonazes onmepEIE [
sjezlond gareseas ¢ 01

F0fIApR [RIURE SIUSPMIS L
MINEE g
[t RupsskuraLL ¢

umﬁﬂomﬁ.ﬁ! aﬁﬁgkﬂnﬁmﬂﬁﬁmﬁﬂ pewz0a 2E pUR A2pod :um.v_: .ﬂfmﬁmnn

ULy 1elosd jeswmdoreasy Tuepnis E».muam.sw 192(03d IGHLAORARp TUSPAIE 305

Aeproy Aepioy
Sjuspalg | DOHEHEHE SIS 9T07IT

nid :x:b?_._.mu

PR
1 307 V5§ 30 360 31 1092

Suni==w )y SunE=w

65 RILAUBUNEMINIRERELUEEE] 65 RILAUEURBIIRRERE Utew]
SUOISSHIQUS SPESE ([T FIseueg
CT07/¢ F1esuw=s Jo Azp 1]
TRpEN

SurpE=] 1T

sEuneew perosdyeun — Foieem FEnEes 0T
Fedo[aasp J52] YEHE0E £ A1Rmatn g
seSeuew wee] [rqAeyoa s AJoe] 51

: seEeem wes) qnﬁmﬂn.,. mbqﬁﬂ

JURWEERUR N5H 303 ﬂ:nﬁﬁuu €1
£ep voymIngRS; J0 IR 71

SEURIRGeY ¥ TT

(Erwed) =001

£30]2%¢ [PUIRINE 30 SSIIB0D T [ £30}35% [PUIRINE 303 SSIRIN0D T
FEIMATEE IADSPET u

syosfosd ypreeses T

3350030 JoRpIYE 30§ SHHIWO] £ E spaland yopnys 0y =40




349

Appendix Q

Assessment literacy of the training participants (n = 4)

Levels
Individual Overall
Assessment literacy =
> < =
in the use of SSA < 8 = o X SD  Interpretation
| = z N
Knowledge:
purposes of SSA. 5 4 5 475 500 Very high

o1
o1
AN
(6]

skills and factors 4.75 .500 Very high

they can focus on

in SSA.

the definition of 5 4 4 5 450 577 Very high
SSA.

the strengths and 5 4 4 5 450 577 Very high
weaknesses of

SSA.

the challenges in ) 4 3 2 350 1.29 High
using SSA. 1

the steps taken in 4 4 4 3 375 .500 High

using SSA tools.

Note: See page 99 for the score interpretation.



(Continued)
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Levels
Individual Overall

Assessment literacy = Interpretati

in the use of SSA '§ _cé E o X SD on

— = z N

the details of SSA 4 5 4 5 450 577  Very high

tools.

how to evaluate the 2 4 4 5 375 1.258 High

implementation

plan for SSA.

how to draft an 2 4 4 5 375 1.258 High

implementation

plan for SSA.

how to revise the 2 4 4 5 3.75 1.258 High

implementation

plan for SSA.

Overall level of 390 430 390 450 4.15 .300 High
‘Knowledge’
Skills:

explain the steps 4 5 4 5 450 577 Veryhigh

taken in using SSA
tools with my

students.

Note: See page 99 for the score interpretation.

(Continued)
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Levels
Individual Overall

Assessment literacy = Interpretati

in the use of SSA '§ _c.(: 3 < X SD on

— = z N

analyse the context 4 5 4 5 450 577  Very high

of my English

course so that I can

choose appropriate

SSA tools.

select the 5 5 4 5 475 500 Very high

appropriate SSA

tools for my

classes.

demonstrate the 5 5 4 5 475 500 Very high

steps taken in using

SSA tools with

students.

try out and revise 5 4 4 5 450 577  Very high

the implementation
plan for SSA in
each of my English

classes.

Note: See page 99 for the score interpretation.
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Levels
Individual Overall
Assessment literacy = Interpretati
in the use of SSA 13 § E < X SD on
| = p N
draft the 5 4 4 5 450 .577  Very high
implementation
plan for appropriate
SSA in my own
classes/teaching
contexts.
Overall level of 4.67 4.67 4.00 5.00 458 .419 Very high
‘Skills’
Principles:
is sensitive and 5 5 3 3 400 1.155 High
constructive.
is an assessment for 5 5 4 5 475 500 Very high
learning.
can be used to 5 4 4 5 450 577  Very high

promote students’
understanding of
how they are
assessed or
expected to
perform, regarding
their language

performance.

Note: See page 99 for the score interpretation.

(Continued)
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Levels
Individual
Assessment literacy = Interpretati
in the use of SSA '§ _c.(: 3 < X SD on
— = z N
can be practiced in 5 4 4 4 425 500 Very high
the English
classroom.
can be used to 5 4 5 3 425 957  Very high
foster motivation in
learning English
among the students.
Overall level of 5.00 4.40 4.00 4.00 435 .472 Veryhigh
‘Principles’
Conceptions:
is applicable to my 5 4 4 5 450 .577  Very high
classes.
can be used to 5 4 4 5 450 577  Very high

improve teaching

and learning.

Note: See page 99 for the score interpretation.



(Continued)
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Levels

Individual

Assessment literacy
in the use of SSA

ol

SD

Interpretati

on

o |Lady
~|Madam
~|Navi

can be included as
part of the learning
standards of the
curriculum (e.g.
The curriculum
should include SSA
activities as part of
classroom

activities).

woiZia

577

Overall level of 500 4.00 4.00

‘Conceptions’

5.00

4.50

577

Very high

Note: See page 99 for the score interpretation.
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Levels

Individual

Assessment literacy
in the use of SSA

Lady
Madam
Navi

Zia

ol

Interpretati
SD on

Awareness of
Students’ Language-
specific
Competencies:
my students use 1 4 3
and study English
as a foreign
language, so they
may have some
limitations in self-
assessing their own
English
performance.

3 275

1.258 Moderate

Overall level of 1 4 3
‘Awareness of

students’ language-

specific

competencies’

3 275

1.258 Moderate

Overall level of 432 436 392
SSA literacy

452 4.07

260 High

Note: See page 99 for the score interpretation.
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Appendix R

Assessment efficacy of the training participants (n = 4)

Levels

Individual Overall

Interpretati
SD on

Assessment efficacy
in the use of SSA

Have knowledge ...

Lady
Madam
Navi

|

Zia

425 957  Very high

o1
AN
w
(6]

adequate
knowledge of SSA.
Overall level of 500 4.00 3.00 5.00 425 957 Veryhigh

‘have knowledge’

develop...
develop SSA tools 5 4 3 5 425 957  Very high
for my students to
self-assess their
own performance.
develop an SSA 5 4 3 5 425 957  Very high

plan for my

students to self-

assess their own

performance.

Overall level of 500 4.00 3.00 5.00 425 957 Veryhigh

‘develop’

Note: See page 99 for the score interpretation.



(Continued)
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Levels
Individual Overall
Assessment efficacy = Interpretati
in the use of SSA 13 § E < X SD on
| = p N
explain...
explain the concept 5 4 3 5 425 957  Very high
of SSA to my
students.
explain the 5 3 3 5 400 1.155 High
procedures of SSA
to my colleagues.
explain the 5 2 3 5 375 1.500 High
procedures of SSA
to my students.
explain the concept 5 3 4 3 375 957 High
of SSA to my
colleagues.
explain what the 5 2 4 3 350 1.291 High

results from SSA
mean to student’s
learning to the

students.

Note: See page 99 for the score interpretation.
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(Continued)

Levels
Individual Overall
Assessment efficacy = Interpretati
in the use of SSA 13 § E < X SD on
| = p N

explain the results 5 2 3 5 375 1.500 High
of SSA to my

colleagues.

Overall level of 500 267 333 433 383 1.036 High
‘explain’
monitor ...

students’ progress 5 2 3 3 325 1.258 Moderate
using SSA.

Overall level of 500 200 3.00 3.00 325 1.258 Moderate
‘monitor’

make use...

of the results from 3 2 3 3 275 500 Moderate
SSA to evaluate
students’

performance.
the results from the 5 2 3 3 3.25 1.258 Moderate

SSA as a part of
grading.
Overall level of 400 200 3.00 3.00 300 .816 Moderate

3

)
use

Note: See page 99 for the score interpretation.
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(Continued)
Levels
Individual Overall
Assessment efficacy = Interpretati

> < =

in the use of SSA 5 B 5 o X SD on
— = p N

Total 4.83 283 317 417 375 .918 High
< <b) &)
(@)] +— ]
Overall level of < S S

S 3 3 & &

assessment efficacy < s s T T

Note: See page 99 for the score interpretation.
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