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Abstract
Students are the central agent in self-assessment; therefore, their perceptions are crucial 
for successful self-assessment. Despite the increasing number of empirical studies 
exploring how students perceive self-assessment, systematic reviews synthesising 
students’ perceptions of self-assessment and relating them to self-assessment 
implementation are scarce. This review covered 44 eligible studies and synthesised 
findings related to two key aspects of students’ perceptions of self-assessment: (1) 
usefulness of self-assessment; and (2) factors influencing their implementation of self-
assessment. The results revealed inconclusive findings regarding students’ perceived 
usefulness of self-assessment. Although most studies reported a generally positive 
perception of self-assessment among students, some studies revealed students’ 
skepticism about its usefulness. Usefulness was influenced by specific individual factors 
(i.e., gender, age, and educational level) and instructional factors (i.e., external feedback, 
use of instruments, and self-assessment purpose). Additionally, implementation was 
influenced by specific individual factors (i.e., perceived usefulness, affective attitude, 
self-efficacy, important others, and psychological safety) and instructional factors (i.e., 
practice and training, external feedback, use of instruments, and environmental support). 
The findings of this review contribute to a better understanding of students’ perceptions 
of self-assessment and shed light on the design and implementation of meaningful self-
assessment activities that cater to students’ learning needs.
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Introduction

Self-assessment has drawn increasing interest among researchers and practitioners 
due to its potential in promoting learning (Andrade, 2019; Brown & Harris, 2013). 
The positive impact of self-assessment on both academic performance (e.g., 
Brown & Harris, 2013; Topping, 2003; Yan et  al., 2022) and affective outcomes 
(e.g., Panadero et al., 2017; Zhan et al., 2023; Sitzmann et al., 2010) has been well 
documented. Despite the generally positive impact, findings of meta-analyses (e.g., 
Brown & Harris, 2013; Yan et  al., 2022) suggest that the self-assessment process 
is complex and its impact on student performance varies across contexts. As self-
assessment is a student-directed process, students’ perceptions of self-assessment 
play a crucial role in its implementation and influence its effect. Although there are 
an increasing number of empirical studies exploring how students perceive self-
assessment, to our knowledge, there is no systematic review on this topic. Thus, 
this review has aimed to synthesise the findings on two key aspects of the students’ 
perceptions of self-assessment: usefulness and factors influencing implementation. 
A nuanced understanding of these aspects is critical to guide the design and 
implementation of self-assessment in future research and practice. The pedagogical 
insights generated from the synthesis can be used by researchers and practitioners to 
increase students’ engagement in self-assessment and maximise its positive impact. 
This article first outlines the conceptualisation of self-assessment and the critical 
role of students’ perceptions in their self-assessment practices, then discusses the 
limitations of existing reviews. Next, methods applied in this review are described, 
and results are reported against the research questions. The article concludes by 
discussing implications for educational research and practice.

Student Self‑assessment

There are diversified descriptions of self-assessment in the literature (e.g., Andrade, 
2019). Panadero et al.  (2016) defined self-assessment as “a wide variety of mech-
anisms and techniques through which students describe (i.e., assess) and possibly 
assign merit or worth to (i.e., evaluate) the qualities of their own learning processes 
and products” (p. 804). This definition was adopted in the current review as it cov-
ered a broad spectrum of self-assessment implementation. Self-assessment can be 
as simple as “guessing a grade”, or can be a complicated process during which, 
students engage in different actions, such as determining standards and/or criteria, 
seeking feedback information, reflecting on one’s own performance, making and 
calibrating self-assessment judgement (Panadero et al., 2016; Yan & Brown, 2017).

Self-assessment can happen as an explicit activity (e.g., self-assessment exercises 
organised in classrooms) or occur in an implicit fashion (e.g., spontaneous self-
questioning during learning) (Nicol, 2021; Panadero et  al., 2019; Yan, 2022). The 
current review focused on explicit and/or structured self-assessment. Despite the 
value of implicit self-assessment, this decision was made for two practical reasons. 
Firstly, it is easier to study explicit self-assessment with observable evidence. 
Secondly, by analysing the process of explicit, structured self-assessments, crucial 
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pedagogical insights can be generated for teachers to refine teaching and for students 
to advance learning.

The effect of self-assessment on students’ learning performance has been studied 
in numerous studies. For example, Topping (2003) concluded in a narrative review 
that self-assessment could improve both the effectiveness and quality of learning. 
Brown and Harris (2013) also found similar results by reviewing 23 studies, which 
covered a wide range of self-assessment operationalisations. The effects ranged 
from -0.04 to 1.62 (Cohen’s d), with a median effect between 0.40 and 0.45. In a 
more recent meta-analysis, Yan et al. (2022) synthesised 626 effect sizes from 175 
independent studies. The results indicated that self-assessment had medium to large 
effects (g = 0.585) on academic performance. However, all these reviews revealed 
that the effect of self-assessment varies across contexts. For example, in Yan et al.’s 
(2022) meta-analysis, despite the overall positive effects of SA, negative effects 
were reported in 22.8% of studies. These findings suggest that self-assessment is 
a complex process and may be influenced by a wide range of factors. One of the 
crucial factors could be students’ beliefs/conceptions of self-assessment because 
how students perceive self-assessment might affect their behaviours in the self-
assessment process, which, in turn, influence the effect of self-assessment.

The Importance of Student Beliefs

It is generally accepted that learning belief significantly affects learning behaviours 
(van der Kleij & Lipnevich, 2021). For example, students’ control and self-efficacy 
beliefs significantly predict their behavioural engagement in mathematics (Gjicali 
& Lipnevich, 2021). In addition, students’ adaptive perceptions of high-stakes 
assessment are associated with the use of self-regulated learning strategies and 
knowledge transferability (Cho et al., 2020). Students’ perceptions about assessment 
also influence their learning behaviours and the effects of assessment. Brown and 
colleagues have studied students’ conceptions of assessment, particularly the purposes 
of assessment (e.g., Brown, 2011; Brown & Hirschfeld, 2008; Brown & Wang, 2013). 
They found that students’ conceptions of assessments influenced student learning-
related behaviours, such as self-regulation (Brown, 2011) and academic achievement 
(Brown & Hirschfeld, 2008). Since self-assessment is a student-directed process that 
heavily relies on students’ active role in the process (Panadero et al., 2019; Yan, 2022), 
students’ perceptions of self-assessment might determine whether self-assessment 
can be implemented as intended and how the self-assessment can impact their 
learning. Students’ misperceptions of self-assessment may be a significant obstacle 
to its implementation (Panadero et  al., 2016). For example, if students perceive 
feedback received in the process of self-assessment as humiliating and dissatisfying, 
their learning will be hampered (Tavsanli & Kara, 2021). Students’ conceptions 
of self-assessment cover different aspects. Among them, perceived usefulness and 
factors influencing implementation are of utmost importance because both aspects 
substantially impact students’ engagement in self-assessment and the learning gains 
from self-assessment.
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Students’ Perceived Usefulness of Self‑assessment

Students’ perceived usefulness of self-assessment is crucial because it could be a 
necessary condition precedent to actual engagement in self-assessment. Perceived 
usefulness was found to be the most powerful predictor of students’ intentions to 
conduct self-assessment (Yan, Brown et al., 2020). Our preliminary literature search 
also showed that the perceived usefulness of self-assessment is one of the most pop-
ular topics among studies examining students’ perceptions of self-assessment.

Most students who possessed positive beliefs about self-assessment acclaimed 
that it helped them gain independence, take responsibility for learning, grow in con-
fidence, work in a structured manner, and be analytical and critical during learning 
(Bourke, 2014; Siow, 2015; van Helvoort, 2012). However, the findings are incon-
sistent in that students’ perceived usefulness of self-assessment is not universal, and 
it is affected by a wide range of factors, such as education level, self-assessment 
instruments, and the environment (Andrade, 2019; Hill, 2016).

Students’ Perceived Factors Influencing the Implementation of Self‑assessment

Factors influencing self-assessment implementation in students’ perceptions are 
critical because they affect students’ actual behaviours in the self-assessment 
process and, therefore, determine the learning impact of self-assessment. Past 
studies have provided evidence of the association between personal factors and the 
implementation of self-assessment. For example, Yan, Brown et  al. (2020) found 
that attitude, subjective norms, self-efficacy, and perceived controllability were 
significant predictors of self-assessment intention and practice. Students are more 
likely to engage in self-assessment if they realise it is a crucial learning tool (Logan, 
2015; Tavsanli & Kara, 2021). Important others’ (e.g., teachers and peers) beliefs 
also substantially influence students’ implementation of self-assessment (Andrade 
& Du, 2007; Harris & Brown, 2013). Furthermore, students’ sense of psychological 
safety also influences students’ self-assessment actions (Harris & Brown, 2013; Yan, 
Brown et al., 2020).

In addition to individual factors, instructional factors also influence students’ 
self-assessment. For instance, instructional scaffoldings of self-assessment are 
usually considered helpful, such as rubrics and checklists (Andrade & Du, 2007; 
Wang, 2017), or receiving feedback from teachers and peers (Harris & Brown, 
2013; Orsmond et al., 1997). Relevant practice and training can enhance students’ 
confidence in self-assessment (Wong, 2016, 2017) and change their attitude towards 
self-assessment so that they are more likely to self-assess (Perera et  al., 2010; 
Wang, 2017). In contrast, lacking experience in assessment could be a barrier for 
students to carry out self-assessment (Hanrahan & Geoff, 2001; Zekarias, 2023). 
Moreover, it is useful to develop students’ confidence in their skills and abilities 
to facilitate self-assessment (Butler & Lee, 2006; Wolffensperger & Patkin, 2013). 
Additionally, the class climate (e.g., emotional support from peers) is also a crucial 
instructional factor that could encourage the implementation of self-assessment 
(Sargeant et al., 2011).
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Prior Review of Students’ Perceptions of Self‑assessment

As the empirical studies on self-assessment accumulate with time, there is an increasing 
number of review studies. However, most reviews focus on either the effectiveness 
of self-assessment interventions (e.g., Topping, 2003) or the validity (or accuracy) of 
self-assessment (e.g., Li & Zhang, 2020; Sitzmann et al., 2010). Students’ perceptions 
of self-assessment and how such perceptions relate to the implementation of self-
assessment have not attracted sufficient attention. The only exception that the authors are 
aware of is a two-paragraph section in Andrade’s (2019) review that discussed 15 studies 
investigating students’ perceptions of self-assessment. The results show that students’ 
perceptions of self-assessment were influenced by education level, self-assessment 
instruments, and the purpose of SA. For example, college and university students usually 
understand the purpose of self-assessment and appreciate its value in optimising the 
learning process and facilitating self-regulated learning. In contrast, younger children 
tend to have unsophisticated understandings of the purposes of self-assessment, which 
may result in poor implementation of the self-assessment process. Andrade’s review also 
shows that students are likely to have a positive perception of self-assessment if they 
have the opportunity to develop or use their own criteria, rubrics, or checklists to guide 
their self-assessment and the subsequent revision of their work. Furthermore, students’ 
perceptions of self-assessment can be negatively influenced if the assessment serves a 
summative purpose.

As Andrade’s (2019) review aimed to report on “what has been sufficiently 
researched and what remains to be done” (p. 5), the discussion on students’ 
perceptions is merely one of the reviewed topics, among many others. Its literature 
search did not specifically target this topic and included only a small number of 
relevant studies (N = 15). In addition, it did not explicitly define which aspect(s) of 
students’ perceptions were being reviewed. Hence, despite the insights generated, 
the short section in Andrade’s (2019) review does not allow a detailed elaboration 
of how students perceive self-assessment and how students’ perceptions of self-
assessment relate to its implementation.

The Current Review

The above discussion shows that despite the crucial role of students’ perceptions 
of self-assessment and the increasing interest in studying this topic, a synthesis 
of the available literature is lacking. The current review has aimed to advance the 
understanding of students’ perceptions of self-assessment and explore how such 
perceptions were related to the implementation of self-assessment. In particular, the 
following research questions were investigated:

RQ1- What are the characteristics of studies on students’ perceptions of self-assessment?
RQ2- How do students perceive the usefulness of self-assessment?
RQ3- What factors affect students’ perceived usefulness of self-assessment?
RQ4- What factors affect students’ implementation of self-assessment?
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Method

To ensure the method was rigorous and reproducible, the procedures were developed 
based on the guide of  the systematic  reviews  (Petticrew & Roberts, 2006). To be 
precise, there have been multiple steps involved in this review, including developing 
research questions, identifying search strategies, conducting literature searches, 
formulating inclusion criteria and selecting relevant articles, extracting the data, and 
collating, summarising, and reporting the results.

Search Strategy and Inclusion Criteria

Six key terms were used for the literature search: perception, conception, attitude, 
value, belief, and self-efficacy, all of which refer to the mental interpretations of 
perceived stimuli and information (Bonner, 2016). These terms were combined with 
self-assessment, or self-evaluation/monitoring/reflection/review/feedback/rating/
grading for the search. For maximum coverage of the literature, all studies that 
addressed students’ perceptions about self-assessment were included, even if not the 
central topic of the study.

The search was conducted in November 2021, using two databases, ERIC and 
PsycINFO, for searching titles and abstracts. These databases were selected for this study 
due to their extensive coverage of research in the fields of education and psychology. 
Given the available filters, the search was conducted on peer-reviewed journal articles 
written in English from all available years. Simultaneously, studies recommended by 
authors and experts in this field were also added to the article pool generated from the 
database search. Duplicates were removed prior to identifying whether the studies related 
to the research questions. Four inclusion criteria were used in the screening, including (1) 
the study examined students’ perceptions of self-assessment; (2) it presented empirical 
results; (3) it was published in a peer-review journal; and (4) it was written in English.

Data Extraction

After removing duplicates, 1,864 publications were prepared for screening using 
the four inclusion criteria. A two-step selection was then used to determine which 
studies would be included. The first step was to screen the titles and abstracts 
of the articles in accordance with the inclusion criteria. Two rounds of quality 
checking were conducted. Firstly, two researchers independently screened 
a random sample of 30 studies according to the inclusion criteria. The degree 
of agreement was 87%, and a meeting was held to resolve discrepancies until a 
mutual agreement could be reached. Secondly, the two researchers independently 
screened another random sample of 30 studies. The degree of agreement 
increased to 93%. The researchers further discussed the reasons underlying 
discrepancies to ensure a consistent understanding of the inclusion criteria. The 
main screening was then conducted on all identified records. A total of 1,797 
studies were excluded for failure to meet the inclusion criteria, resulting in 67 
records that proceeded to the next step.
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In the second step, the full texts of the 67 studies were independently read by 
two researchers. Each study was coded as include or exclude, and all discrepancies 
between the two coders were resolved through mutual agreement. A total of 23 stud-
ies were excluded due to two reasons, i.e., not addressing RQs (N = 18) or not pre-
senting empirical data (N = 5). This yielded a total of 44 qualified studies for the 
current review. Figure  1 illustrates the process of the literature search, screening, 
and inclusion.

The selected studies were coded using a structured data extraction template 
specifically developed for this review. A pilot coding was conducted with two 
researchers independently coding 15 randomly selected studies using the template. 
The inter-rater reliability was 0.91. A consensus was reached via discussion 
on all disagreements, and the coding template was further clarified and refined 
accordingly. An iterative approach was used for defining the categories of factors 
in the data extraction. The final version of the data extraction form consisted of the 
following sections: study title, author name, year of publication, abstract, country/
region, educational level (kindergarten through twelfth grade [K-12]/higher 
education), research design, self-assessment operational definition, data collection 
methods on self-assessment perception, sample size, subject area, characteristics 

Fig. 1  The process of literature search and selection
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of self-assessment, perceived usefulness and its influencing factors, and factors 
influencing students’ implementation of self-assessment.

Results

In this section, results are reported against the four RQs. The characteristics of the 
included studies (RQ1) are first described. Then, students’ perceived usefulness of 
self-assessment (RQ2) and factors influencing it (RQ3) are reported. Finally, the 
factors that affect students’ implementation of self-assessment (RQ4) are presented. 
For RQs 2 to 4, included studies are mentioned only if they have presented empirical 
data addressing that particular RQ.

RQ1‑ What Are the Characteristics of Studies on Students’ Perceptions 
of Self‑assessment?

An overview of the basic information of the 44 included studies is provided in Table 1. 
The research context, research design, sample size, and data collection method for 
students’ perceptions are summarised in the table. The publication years of included 
studies ranged from 1997 through 2021. Included studies were conducted in 22 different 
countries/regions, with the UK (N = 7) and the USA (N = 7) appearing most frequently, 
followed by Singapore (N = 4), Hong Kong (N = 3), and New Zealand (N = 3). Over 70% 
of the included studies (N = 31) were conducted in higher education, while 13 studies 
were carried out in the K-12 context. The studies covered a broad range of disciplines/
subjects, with language subjects being the most studied discipline (N = 9).

Various designs (i.e., quantitative, qualitative, and mixed) were employed in the 
included studies. Regarding the methods for collecting data on students’ perceptions 
of self-assessment, the three most frequently used methods were: survey (N = 26), 
interview (N = 14), and focus group interview (N = 11). As some studies applied 
multiple methods, the sum of different categorisations was larger than the total 
number of studies. The survey sample sizes varied dramatically across studies, 
ranging from 15 to 1,425. Most surveys consisted of close-ended questions, with 
only three studies (i.e., Hill, 2016; Logan, 2015; Pidduck & Bauer, 2021) including 
open-ended questions. The sample sizes for interviews/focus group interviews were 
much smaller, ranging from five to 130. The frequency of data collection methods 
slightly differed in the K-12 and higher education contexts. In K-12, survey and 
interview had the same usage rate (N = 6, 42.9%), but focus group interview was 
rarely used (N = 2, 14.3%). In higher education, the most popular method was 
survey (N = 20, 55.6%), followed by focus group interview (N = 9, 25.0%) and 
interview (N = 7, 19.4%). In addition, worksheets and reflective journals were 
also used to explore students’ perceptions of self-assessment. In Hanrahan and 
Isaacs’ (2001) study, data were collected through worksheets with an open-ended 
question concerning the pros and cons of performing self-assessment on the essay 
assignment. In Wang’s (2017) study, a reflective journal was used to understand 
students’ beliefs about rubrics used in self-assessment.
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RQ2‑ How Do Students Perceive the Usefulness of Self‑assessment?

The studies included in this review indicate that students generally hold positive per-
ceptions of self-assessment. Among the 12 studies that provided quantitative data on 
students’ perceived usefulness of self-assessment (e.g., 1, 3, 5, 16, 18, 19, 24, 27, 30, 
32, 34, 44), the results suggested a  positive perception, as indicated by an average 
score higher than the midpoint of the Likert-type scale or more than 50% of positive 
responses. A consistent finding in many studies is that students report that self-assess-
ment helps them understand their own abilities/performance, identify their weaknesses 
or missing pieces in their learning, and inform the direction of the subsequent learn-
ing (1, 11, 12, 16, 17, 18, 22, 26). Students also regard self-assessment as a method to 
take control of their learning (5). In addition, self-assessment can motivate students 
to apply more adaptive learning strategies (11) and build their confidence in learn-
ing subjects (17). In students’ opinions, self-assessment is not only useful for learning 
enhancement, but also a valuable tool for their future career/employment (8, 10).

Despite the generally positive perception, some studies revealed students’ suspicion 
about the usefulness of self-assessment, especially when self-assessment was not 
accompanied by external feedback. For example, Evans et  al. (2005) reported that 
medical postgraduates and trainees did not consider self-assessment useful if there 
was no immediate feedback from trainers (11). Some students in Strobl’s (2015) 
study felt unable to achieve progress without teacher feedback after self-evaluation 
because of their doubt about self-assessment accuracy (36). In Al-Kadri et al.’s (2012) 
study, medical students felt that self-assessment did not increase their learning and 
motivation. For instance, one student said, “it looks like a good idea, but actually, in 
real life, it is just a matter of formality … I don’t give it importance. It doesn’t change 
the way I study or approach my patients” (2).

Some studies highlighted the diversity in students’ perceived usefulness of self-
assessment. For example, in Hanrahan and Isaacs’s (2001) study, some students 
reported self-assessment might not be useful because “the assignments I have 
handed in are usually the best that I can produce, so I would find it hard to mark 
my own assignment”, others perceived it helpful in promoting critical thinking and 
improving the quality of their assignments (14). Another study revealed that some 
students perceived self-assessment as beneficial for learning, but not for impression 
management (i.e., managing the tutor’s impression of their performance), while 
other students held the opposite idea (i.e., self-assessment is helpful for impression 
management instead of learning) (20).

RQ3‑ What Factors Affect Students’ Perceived Usefulness of Self‑assessment?

A total of 17 studies have examined factors influencing the students’ perceived 
usefulness of self-assessment (1, 2, 4, 6, 7, 8, 11, 12, 19, 22, 31, 33, 34, 36, 39, 40, 42). 
These factors could be categorised into two groups, i.e., individual and self-assessment 
design factors.
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Individual Factors

Among the included studies, five investigated the influence of individual factors, 
including gender, age, and educational level, on students’ perceptions of the 
usefulness of self-assessment (1, 6, 7, 12, 31).

No study reported a significant difference in students’ overall perceived usefulness 
of self-assessment across genders. For example, girls and boys from Grades 2, 4 and 6 
showed similar attitudes toward self-evaluation (e.g., ‘do you think self-evaluation helps 
you do better in school?’) (31). In Adediwura’s (2012) study, both male and female 
students reported that self-assessment had a positive impact on their self-efficacy and 
autonomy in learning mathematics (1).

Age is an important factor influencing students’ perceived usefulness of SA. 
For example, Gashi-Shatri and Zabeli (2018) found that  10th—12th grade students 
(15–18  years old) believed that self-assessment helped them more than  6th—9th 
grade students (12–14  years old) (12). Similarly, Bakx et  al. (2002) found that, 
compared with first-year and second-year university students, fourth-year students 
had a more positive perception of self-assessment (6).

Concerning educational level, a proxy variable of age, primary school students 
noted that teacher-directed assessment helped them understand what they had 
learned or how much they had learned, but self-assessment might be less useful 
because it was hard for them to self-assess accurately. In contrast, secondary 
school students had a more sophisticated conception of self-assessment in that 
self-assessment can indicate learning based on determining learning goals and 
predetermined criteria (7).

Instructional Factors

A total of 16 studies investigated factors related to self-assessment design 
influencing students’ perceived usefulness of self-assessment (2, 6, 11, 12, 19, 22, 
30, 31, 33, 34, 36, 39, 40, 42). The most frequently reported factors were external 
feedback (2, 6, 11, 12, 22, 31, 33, 40), use of instruments (11, 34, 36, 39, 40, 42), 
and self-assessment purpose (2, 4, 8, 40).

External Feedback Self-assessment with external feedback, mainly from teachers, 
was perceived to be more valuable by students (2, 6, 11, 12, 22, 31, 33, 40). This 
is because teacher feedback on the quality of self-assessment helps make clear 
expectations of learning tasks and identify areas where they need to devote more 
time (31). Medical students believed that the absence of supervisors’ formative 
feedback was a barrier to informed self-assessments of clinical performance 
(33). Additionally, Al-Kadri et  al. (2012) found that undergraduate medical 
students believed that self-assessment did not have a beneficial impact on learning 
strategies or outcomes when it was not accompanied by supervisor feedback (2). 
Timely feedback is particularly valued. In Ndoye’s (2017) study, students reported 
that feedback helped them take advantage of self-assessment, especially for live 
feedback that is given simultaneously with the work (22). Another study reported 
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that all the interviewed medical postgraduates and trainees (N = 6) did not consider 
self-assessment useful due to a lack of immediate feedback from trainers (11). In 
addition,  10th—12th grade students placed a higher value on the feedback on the 
self-assessment process than  6th—9th grade students (12) or multimedia assessment 
with a self-assessment element (6). In addition to the lack of feedback, low-quality 
feedback also has a negative impact. For example, Wanner and Palmer (2018) also 
examined the role of peer feedback in self-assessment processes. They reported that 
some participants felt the self-assessment did not help enhance their performance 
due to poor or contradictory peer feedback (40).

Use of Instruments Students indicated that self-assessment instruments made self-
assessment more useful to their learning (11, 34, 36, 39, 40, 42). Students felt suspicious 
of the usefulness of self-evaluation when they have to do it without an appropriate 
reference of comparison (36). Compared with checklists and learning logs, students 
regarded rubrics as the most helpful tool (42). Students perceived rubrics as a reference 
for meaningful self-assessment (34). With the assistance of the rubric, students could 
pinpoint errors in their essays (40). In Wang’s (2017) study, university students suggested 
using rubrics in self-assessment to determine what and how they should do throughout 
all three stages of self-regulated learning: a) in the forethought stage, rubrics assisted 
them in setting goals and deciding learning strategies; b) in the performance stage, rubrics 
facilitated their self-monitoring behaviours; and c) in the self-reflection stage, rubrics 
guided them to identify the strengths and weakness as well as supporting the development 
of self-feedback. Moreover, students reported five factors affecting the effectiveness of 
rubrics during self-assessment in the EFL writing class, including the rubric’s coverage 
and structure, descriptors of performance quality, score range, domain knowledge about 
writing, and length of intervention (39). In addition to rubrics, other instruments are also 
useful. For example, both the global rating scale and checklist scales were perceived to 
be useful for self-assessment by medical trainees. Relatively, the global rating scale (i.e., 
a Likert-type scale to evaluate attributes relevant to the performance) was preferred to the 
checklist scale (i.e., a list of certain tasks that had been performed correctly) because the 
correct or incorrect options of the latter were too rigid (11). In sum, self-assessment was 
perceived as more useful when instruments were available, and rubrics appeared as the 
most popular instrument in self-assessment.

Self‑assessment purpose The purpose of self-assessment may influence students’ 
perceived usefulness. Although it is conventional to make a dichotomous classification 
(i.e., formative vs. summative), doing so is not straightforward for empirical studies 
due to the contextual complexity. Hence, we used two more explicit indicators 
instead of arbitrarily classifying the purposes to be formative or summative. These 
two indicators included (1) whether self-assessment scores were used for learning 
improvement or account for students’ final grade; and (2) whether the self-assessment 
results were reported in qualitative (i.e., written comments, reflective notes) or 
quantitative approaches (i.e., marks, scores). There were eight studies (2, 3, 8, 14, 16, 
27, 35, 40) found which incorporated self-assessment both for learning improvement 
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and final grade. In addition, 6 studies (1, 4, 36, 37, 41, 42) included both qualitative 
and quantitative self-assessment. Surprisingly, only four studies explicitly discussed 
students’ opinions regarding self-assessment with different purposes. Most studies 
favoured self-assessment for learning improvement or those with qualitative methods. 
For example, students appreciated that self-assessment could improve their learning 
quality even if it did not necessarily result in better marks because the self-assessment 
process provided additional space and time to reflect on their own work (40). Students 
felt self-assessment with open-ended questions (qualitative approach) was more useful 
than those with rubrics (quantitative approach) (4). In contrast, self-assessment within 
a summative context appeared less useful in enhancing students’ learning quality 
because students focused too much on their marks (2)..

RQ4‑ What Factors Affect Students’ Implementation of Self‑assessment?

A total of 21 studies have examined factors influencing the implementation of 
self-assessment in students’ perceptions (4, 5, 9, 11, 12, 13, 14, 15, 16, 21, 23, 
25, 28, 31, 33, 38, 39, 41, 42, 43, 44). These factors could be categorised into two 
groups, i.e., individual and instructional factors.

Individual Factors

Perceived Usefulness The perceived usefulness of self-assessment refers to students’ 
perceptions about the effectiveness or consequences of performing self-assessment in 
their learning. A total of four studies examined its relationship with the implementation 
of self-assessment (5, 21, 38, 42). These studies have consistently shown that students’ 
motivation for and engagement in self-assessment were strongly influenced by the 
perception of its positive impact, such as identifying their strengths and weaknesses, 
monitoring their learning progress, and improving their learning confidence. Students 
who found self-assessment beneficial for their learning were willing to use it 
frequently and voluntarily (42). This finding applies to different subject areas, such as 
mathematics (21, 42) and writing (38). In addition to learning, students perceived self-
assessment as a valuable capacity for their future careers (5).

Affective Attitude The affective attitude towards self-assessment is about whether 
students like to implement it or not. This factor was investigated in two studies 
(38, 44). It should be noted that students’ affective attitude towards self-assessment 
is usually considered more a state than a trait, as it can change over time and is 
influenced by students’ self-assessment experiences. For example, Yan, Chiu et al. 
(2020) revealed that students initially liked the idea of self-assessment diaries, 
but their interest diminished gradually after completing three to four diaries (44). 
Students were happy to do self-assessment when their work was appreciated, while 
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those who made more mistakes in their work disliked self-assessment and were 
unwilling to criticise in this way (38).

Self‑efficacy Self-assessment self-efficacy, referring to students’ confidence in their 
skills and abilities in conducting self-assessment successfully, was found relevant to 
self-assessment implementation in four studies (11, 18, 41, 43). Yan, Brown et al.’s 
(2020) study explicitly demonstrated that students with higher self-efficacy in self-
assessment were more likely to conduct four self-assessment behaviours, including 
seeking external feedback through monitoring, seeking external feedback through 
inquiry, seeking internal feedback, and self-reflection (43). Additionally, the lack 
of confidence in using self-assessment is associated with lower self-assessment 
accuracy (18). However, high self-assessment self-efficacy does not necessarily 
lead to desirable outcomes. For example, students who felt they were skilful at 
self-assessment might overestimate their own performance more than others (11). 
Students’ self-efficacy in their learning also influences their self-assessment. For 
instance, Butler and Lee (2006) revealed that academic confidence influenced the 
off-task self-assessment (i.e., a general and decontextualised self-assessment on 
students’ overall performance) for  4th and  6th grade students (9).

Important Others The pressure exerted by important individuals, i.e., how people 
who hold significance to students perceive self-assessment, can influence the 
implementation of self-assessment by the students. This finding was reiterated in 
four studies (4, 15, 31, 43). Yan, Brown et  al. (2020) found that important others 
(they used the term “subjective norms” according to the Theory of Planned 
Behaviour) had a significant impact on students’ intentions to self-assess (43). 
Andrade and Du (2007) reported that it was confusing for students to self-assess 
when there was a clash between their own standards and teachers’ expectations 
(4). It is also possible that some students self-assess just to ensure teachers and 
parents can understand their perspectives, rather than for self-improvement (15). 
Furthermore, both school and student expectations could influence the accuracy 
of self-assessment. While students with high expectations for themselves might 
overestimate their performance, students in schools with a high level of expectations 
of students’ performance might underestimate themselves (31).

Psychological Safety Psychological safety is about whether students feel psychologically 
safe in conducting self-assessment. This factor was discussed in 4 studies (5, 11, 15, 
43). Psychological safety matters, especially occur when self-assessments involve 
interpersonal interactions (e.g., students are required to discuss their self-assessment 
results with peers). On the one hand, students are concerned about bias and inaccuracy 
associated with self-assessment (5). On the other hand, they were anxious about 
teachers’ negative responses if they gave honest (usually low) self-assessment results 
(15). Some students perceived self-assessment as a source of unnecessary pressure or 
stress for them; one of them said, “I do not think this should be done every time you do 
a surgical because it involves some kind of stress with it, being assessed, it’s just like an 
exam” (11). Yan, Brown et al. (2020) reported a positive relationship between students’ 
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psychological safety and their self-assessment actions. The safer students feel about the 
learning environment, the more likely they implement self-assessment, such as seeking 
external feedback and internal feedback on their performance, and self-reflection (43).

Instructional Factors

Practice and Training A total of eight studies (4, 11, 14, 16, 25, 39, 41, 42) reported 
practice and training on self-assessment as an important factor in determining stu-
dents’ self-assessment. In students’ opinion, more practice is necessary for them to 
become confident in conducting self-assessment (41, 42). In particular, it is essential 
for students to understand the assessment procedure and assessment criteria before 
performing self-assessment (11). The absence of relevant experience or unfamiliar-
ity with assessment standards makes self-assessment much more difficult for many 
students (14). Practice and training can significantly change students’ attitudes and 
behaviour regarding assessment. For example, in Andrade and Du’s (2007) study, 
before self-assessment practice, participants perceived themselves as unable to 
self-assess, placing a low value on themselves as a source of feedback. However, 
all the participants favoured self-assessment after extended practice (4). Wang 
(2017) reported that a student initially resisted self-assess. However, repeated self-
assessment practices enhanced the student’s positive attitude and willingness to self-
assess (39). Perera et al. (2010) found that, after training, more than 90% of students 
consistently or frequently did self-assessment, and approximately 85% of students 
expressed interest in self-assessment in future learning programs (25). After com-
pleting the self-assessment assignment, the percentage of students planning to per-
form the self-assessment increased from 23.1% to 91% (16).

External Feedback External feedback in various forms from different sources is cru-
cial for self-assessment, which was revealed in five studies (13, 15, 23, 28, 33). From 
the students’ perspective, it is a barrier for them to complete a self-assessment with-
out formative feedback from their supervisors. Furthermore, they perceived peer 
feedback was beneficial for self-assessment (33). In addition, feedback from teach-
ers also increased the accuracy of self-assessment (28). Compared to low achiev-
ers, high-achieving students preferred tutor feedback and were more likely to use 
it during self-assessment (23). Some students reported that it was helpful to view 
other students’ work as an example and receive feedback from their peers during 
self-assessment (15). E-feedback is also useful because it helps participants validate 
and modify their way of thinking when doing the self-assessment tasks (13).

Use of Instruments Five studies (4, 31, 34, 39, 42) found that using instruments 
was another important facilitator for self-assessment. Students used self-assessment 
guidelines, checklists, and rubrics throughout the self-assessment process because 
these instruments helped them set goals, check work quality, guide revision, or 
reflect on the work (4, 39). The rubric was also perceived to be useful for developing 
self-monitoring habits and/or abilities when it was used to track the learning pro-
cess (39, 42). Students believed rubrics helped them a lot in self-assessment because 
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rubrics pinpointed important parameters in the assessment (34). Interestingly, Ross 
et al. (2002) found that girls intended to report rubrics more useful during their eval-
uation work than boys.

Environmental Support Whether or not students perceive support from the learn-
ing environment also influences the implementation of self-assessment. This factor 
was gauged in four studies (4, 12, 16, 33). In Hill’s (2016) study, South African stu-
dents reported being more willing to self-assess in an environment with incentives 
for self-assessment (i.e., 5% of the final marks was allocated for the self-assessment 
accuracy and the quality of the reflection) (16). Students also reported that competi-
tion with friends or other classes encouraged them to do more self-assessments (12). 
Sargeant et al. (2011) found that emotional support from peers plays a crucial role 
in implementing self-assessment (33). In Andrade and Du’s (2007) study, most stu-
dents believed that their low motivation to carry out self-assessment was largely due 
to a lack of support in the class. (4).

Discussion

This review aimed to advance the understanding of students’ perceptions of self-
assessment. In this section, the findings of 44 empirical studies were synthesised 
against four research questions and the implications of the findings are discussed.

RQ1‑ What are the Characteristics of Studies on Students’ Perceptions 
of Self‑assessment?

Included studies have been primarily conducted in developed countries/regions, 
indicating more attention to student self-assessment in these countries/regions. The 
number of studies conducted in the context of higher education is much larger than 
in K-12. Although past studies tend to show that self-assessment accuracy increases 
with students’ age or academic ability (e.g., Brown & Harris, 2013; Topping, 2003), 
it does not mean that self-assessment is appropriate only at the developmental stage 
when students can make accurate self-assessment. This is because, theoretically, 
students can develop metacognition from engaging in self-assessment, regardless 
of accuracy (Panadero et  al., 2016; Yan, 2022) and, empirically, self-assessment 
interventions in K-12 consistently demonstrate a positive impact (e.g., Bond & Ellis, 
2013; Nikou & Economides, 2016). Furthermore, as self-assessment processes can 
be learned and optimised (Boud, 1995; Harris & Brown, 2018; Yan, 2022), sufficient 
training for students can increase self-assessment accuracy over time (Li & Zhang, 
2020; Wong, 2016). Given the importance of self-assessment for student learning 
in K-12 contexts, and the fact that students’ perceptions about assessment influence 
their learning behaviours and the effects of assessment (Brown, 2011; Brown & 
Hirschfeld, 2008), more studies are needed to explore K-12 students’ perceptions of 
self-assessment and how to embed it into K-12 curriculum.
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Researchers have utilised both quantitative (e.g., surveys) and qualitative (e.g., 
interviews,  focus group interviews, worksheets,  reflective journals) data collection 
methods  to investigate students’ perceptions of self-assessment. Surveys are the 
most commonly employed method, likely due to their ability to expedite the data 
collection process when working with large sample sizes. However, more than 20% 
of survey studies (N = 6) included in this review had a small sample (less than 50), 
leaving their results likely unreliable and ungeneralisable.

Furthermore, the quality of the questionnaires used in survey studies is crucial as 
it influences the usefulness of the data collected. Unfortunately, there are no widely-
used, standardised instruments assessing students’ perceptions of self-assessment. 
Most survey studies used ad-hoc questionnaires or modified questionnaires from 
previous studies without reporting reliability and validity information. Thus, it is 
almost impossible to meaningfully compare results from different studies.

In some studies, researchers included open-ended questions in the questionnaire 
survey to gather detailed information about students’ perceptions. With open-ended 
questions, students can reflect more deeply and freely on self-assessment without 
being bounded by standard answers (Wong, 2017). Nevertheless, the analysis of 
open-ended responses requires more time and effort.

Interview methods (both individual and focus group interviews) were also fre-
quently used. Compared to surveys,  interview methods  allow researchers to gain 
more detailed and in-depth insights into students’ perceptions of self-assessment. 
Interview methods are especially useful for small sample sizes so that researchers 
can spend more time with participants and encourage them to speak more (Restrepo 
& Nelson, 2013). However, the shortcoming of interview methods is that the find-
ings may not be generalisable due to the small sample size.

RQ2‑ How Do Students Perceive the Usefulness of Self‑assessment?

There are inconclusive findings regarding students’ perceptions of the usefulness of self-
assessment in facilitating their learning. Although most studies reported that students 
hold a generally positive perception of the usefulness of self-assessment (e.g., Evans 
et al., 2005; Hung, 2019), some studies found mixed results (e.g., Hanrahan & Isaacs, 
2001; Lew et al., 2010), or even negative perceptions (e.g., Al-Kadri et al., 2012; Strobl, 
2015). This finding is an interesting coincidence with the results of the meta-analysis 
on the effect of self-assessment on academic performance (Brown & Harris, 2013; Yan 
et al., 2022). Brown and Harris (2013) reviewed 22 studies and found that some self-
assessment interventions had nil to small effects, although most studies reported posi-
tive effects. A more recent meta-analysis (Yan et al., 2022) found that, despite the over-
all positive effect of self-assessment, negative effects were observed in almost a quarter 
of self-assessment intervention studies in the meta-analysis. These findings, on the one 
hand, indicate that both the perceived and actual usefulness of self-assessment is promis-
ing among most students. On the other hand, the usefulness varies across samples and 
contexts. Hence, it is crucial to better understand possible factors influencing the useful-
ness of self-assessment. Such an understanding has the potential to inform the design of 
self-assessment and optimise its positive impact on learning.
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RQ3‑ What Factors Affect Students’ Perceived Usefulness of Self‑assessment?

The findings of the review showed that factors influencing students’ perceived use-
fulness of self-assessment include individual factors (i.e., age) and instructional 
factors (i.e., external feedback, use of instruments, self-assessment purpose). Older 
students tend to have a more positive attitude towards self-assessment than their 
younger counterparts (1, 6, 7). This is probably because older students have par-
ticular characteristics, such as higher academic abilities, better self-regulation skills, 
and more sophisticated self-assessment strategies, which might result in a stronger 
belief in self-assessment (Brown & Harris, 2013).  External feedback, mainly 
from teachers, is a crucial factor in enacting the benefits of self-assessment (2, 6, 
11, 12, 22, 31, 33, 40). Having external feedback in the self-assessment process 
makes learning expectations clear, enhances self-assessment accuracy, and helps 
students to identify areas where they need to devote more time. Whether the self-
assessment is conducted with instruments is also vital for perceived usefulness. In 
students’ perceptions, using instruments made self-assessment easier and more use-
ful to their learning (11, 34, 36, 39, 40, 42). Among various instruments, rubrics 
attract the most attention and are regarded as the most helpful, which is congruent 
with previous studies reporting that the use of specific and clearly-described criteria 
leads to more accurate and realistic self-assessment judgements (e.g., Brantmeier 
et al., 2012; Kostons et al., 2012). Regarding self-assessment purposes, past studies 
(e.g., Andrade, 2019) advocate the formative use of self-assessment for its advan-
tage in providing improvement opportunities. Similarly, some included studies (e.g., 
2, 4, 40) reported that students placed more value on self-assessment for learning 
improvement or with qualitative methods.

RQ4‑ What Factors Affect Students’ Implementation of Self‑assessment?

Individuals’ perceptions of behaviour can determine whether or not an individual 
carries out the behaviour (Ajzen, 1991), especially when the behaviour, such 
as self-assessment, is largely under the individual’s control. Hence, it is vital to 
understand what factors influence the implementation of self-assessment from the 
student’s perspective. With such an understanding, teachers who intend to promote 
student self-assessment are aware of the support that needs to be provided and can 
develop appropriate instructional contexts to facilitate student self-assessment. 
This review showed that students perceived two groups of factors influencing their 
self-assessment implementation, i.e., individual and instructional factors.

Individual factors identified in this review include perceived usefulness (5, 
21, 38, 42), affective attitude (38, 44), self-efficacy (11, 18, 41, 43), important 
others (4, 15, 31, 43), and psychological safety (5, 11, 15, 43). Students who 
possess a high level of perceived usefulness, positive affective attitude, and high 
self-efficacy, as well as feel pressure from important others are more likely to 
implement self-assessment. The important role of perceived usefulness, affective 
attitude, important others, and self-efficacy identified in this review is congruent 
with classic psychological frameworks (e.g., the Theory of Planned Behaviour, 
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Ajzen, 1991) that link perceptions and behaviours. It also echoes previous 
studies (e.g., Mendoza et  al., 2023; Yan,  Brown et  al., 2020) that emphasised 
the psychological mechanism determining students’ self-assessment behaviour. 
Psychological safety is also crucial, especially when self-assessments involve 
interpersonal interactions, such as seeking external feedback or disclosing the self-
assessment results to others. The psychologically safe environment encourages 
students to be open and honest in self-assessment activities (Brown & Harris, 
2013). In a safe learning environment, students are more likely to interpret self-
assessment results, whether satisfying or not, as learning opportunities rather than 
summative evaluations (Yan, Brown et  al., 2020). These findings indicate that 
students’ individual beliefs about self-assessment need to be considered in any 
attempt to enhance their engagement in self-assessment activities. Teachers can 
use various strategies to enhance students’ positive beliefs about self-assessment. 
For example, they can explicitly communicate the benefits of self-assessment 
to students and help them understand how it can support their learning and 
development. Additionally, teachers can provide students with opportunities to 
practice self-assessment under clear guidance in a safe and supportive environment 
to help them improve their self-assessment skills and self-efficacy.

In addition to individual factors, students also regard instructional factors (i.e., 
practice and training, external feedback, use of instruments, and environmental 
support) as crucial for their implementation of self-assessment. Practice and 
training were crucial due to their dual roles in influencing self-assessment. On 
the one hand, practice and training directly impact self-assessment. For example, 
relevant training or more experience in self-assessment can enhance students’ 
understanding of self-assessment criteria and familiarise them with the process, 
making self-assessment easier and more rewarding (11, 14). On the other hand, 
practice and training can indirectly impact self-assessment implementation by 
altering students’ attitudes towards (4, 39) or self-efficacy of self-assessment 
(41, 42). Scaffolds for self-assessment (e.g., external feedback and instruments) 
are important. External feedback matters in the self-assessment process because 
it helps clarify the learning expectations and increase the self-assessment quality 
(15, 28, 33). A purely introspective self-assessment process without external 
feedback, is vulnerable to idiosyncratic heuristics and bias (Joughin et al., 2019; 
Yan, 2022). To minimise the potential bias and maximise the desirable learning 
gains in the self-assessment process, students should be encouraged to seek and 
use external feedback to aid their self-assessment (Boud, 1999; Butler & Winne, 
1995). Similarly, various instruments, such as guidelines, checklists, and rubrics, 
can facilitate self-assessment practices (4, 31, 34, 39, 42). This is likely because 
self-assessment instruments offer a framework of reference or an important 
comparator that enables generating useful internal feedback (Nicol, 2021). Apart 
from scaffolds for self-assessment, a supportive and psychologically safe learning 
environment is vital. The environmental support could be incentives for self-
assessment (16), emotional support from peers (33), or a learning setting that 
values and encourages self-assessment (12). Overall, creating a supportive and 
encouraging learning environment is essential for students to better engage in 
self-assessment.
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Implications for Future Self‑assessment Studies

A significant challenge associated with research on students’ perceptions of self-
assessment is the diverse implementations that are labelled under this concept, 
from purely summative practices to formative ones (see Panadero et  al., 2016). 
Yan (2016) summarised that studies have operationally conceptualised self-assess-
ment as an ability/skill for evaluating one’s own work, an assessment method, or a 
learning/instruction process. Even within the learning process perspective, which is 
dominant in current literature, researchers describe the self-assessment process in 
many different ways (Andrade, 2019; Panadero et al., 2016; Yan, 2022). A lack of 
consensus on conceptualising self-assessment makes it challenging to interpret and 
compare students’ perceptions in different contexts. To address this challenge, we 
encourage researchers to clearly define the type of self-assessment they are employ-
ing, as this facilitates interpretations of the results and replication of successful self-
assessment designs. Some studies have done so fairly well, but others have not.

Another challenge is the lack of common theoretical frameworks that could guide 
the inclusion and organisation of factors relevant to students’ perceptions of self-
assessment. Such a deficit results in fragmented information, rather than a holistic 
understanding, of students’ perceptions of self-assessment. Based on the findings of 
the current review, we proposed a model, as shown in Fig. 2, that covers frequently-
studied factors related to student perceptions of self-assessment.

This model summarises influencing factors available in the literature, but it might 
not represent a comprehensive list of all possible factors when more studies in this 
field are emerging. The inclusion of both individual and instructional factors echoes 
the ecological perspective on class-based assessment (Chong & Isaacs, 2023). That 
is, self-assessment is a complex process happening in a dynamic learning environ-
ment. Students’ engagement in self-assessment is an outcome of alignment between 
students’ cognitive-psychological needs and learning contexts. Furthermore, an inte-
grative approach should be adopted when investigating these factors, as there might 
be interactions within and across individual and instructional factors. For instance, 
training and practice (instructional factor) may enhance students’ positive attitudes 
towards and self-efficacy in self-assessment (individual factor). It is also possi-
ble that environmental support (instructional factor) influences students’ attitudes 
toward self-assessment and psychological safety (individual factor).

Limitations

There are several limitations in this review.  First, although we used multiple key 
terms in the literature search, it is possible that we did not identify all relevant pub-
lished literature. Perceptions have been studied in diversified terms and self-assess-
ment consists of various forms, so it is difficult to include every relevant study. As 
students’ perceptions of self-assessment are often investigated together with other 
topics, some studies that treat this topic as a minor part of their research agenda may 
be missed in this review. Second, among all predictors that affect students’ imple-
mentation of self-assessment, the current review examined only one of them, i.e., 
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the perceived usefulness of SA, in terms of its influencing factors. Thus, future stud-
ies could explore other predictors in detail in a similar way. A nuanced picture of 
each predictor will provide more insights into the design of personal scaffoldings 
and instructional settings for promoting meaningful self-assessment.

Conclusion

This review addressed two key aspects of students’ perceptions of self-assessment. 
First, it depicted students’ perceived usefulness of self-assessment and its influenc-
ing factors. Second, it identified two groups of factors (i.e., individual and instruc-
tional factors) that affect students’ implementation of self-assessment. This review 
contributed to a nuanced understanding of students’ perceptions of self-assessment. 
Since self-assessment is a student-directed process, such an understanding can not 
only help increase students’ engagement in self-assessment, but also inform the 
design of self-assessment activities to maximise its positive impact on learning.
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