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Abstract 

It is widely accepted in education that self-assessment improves students’ learning and 

achievement, particularly in regard to foreign language acquisition. English curriculum 

standards for senior high school in China has been addressing the importance of cultivating 

students’ self-assessment ability since 2001. Although there is a robust research literature 

about self-assessment in other countries, the role that self-assessment plays in students’ 

learning has not been sufficiently investigated in the context of English teaching and learning 

in China.  

To address this research challenge, this thesis investigated the relationships among 

Chinese high school students’ self-assessment of English skills, English proficiency and their 

perceptions towards self-assessment.  

A self-assessment questionnaire was utilized in this research. As the indicator of 

students’ English proficiency, their English examination score, including the scores of 

listening and speaking, reading and writing, was also collected. Participants included 302 

students from one high school in Guangzhou, China. Statistical analyses included One-

Sample t-test, Pearson correlation analyses, One-way ANOVA, and multiple regression 

analyses.  

The results of the research revealed four overarching findings. First, students were able 

to self-assess their strengths and weaknesses in reading, writing, and listening and speaking 

skills, and they perceived that self-assessment was a useful tool to help improve their English. 

Second, there was a significant and positive correlation between students’ self-assessment of 

English skills and their English proficiency, which only existed in high-level students, not in 
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students of intermediate or low level. Third, there was a significant and positive correlation 

between students’ self-assessment of English skills and their perceptions towards self-

assessment, with the variables of appraisal function and habitual action having the significant 

and positive power in predicting students’ self-assessment of English skills. Finally, a 

significant and negative correlation was found between students’ English proficiency and 

their perceptions towards self-assessment with only the variable of appraisal function having 

the significant and positive power in predicting students’ English proficiency. 

This study could add empirical evidence to deepen educators and school teachers’ 

understanding on Chinese high school students’ self-assessment of English skills and their 

perceptions towards self-assessment.  
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Chapter 1 Introduction 

This chapter expounds the context and rationale of this study. In China, English plays a 

very important role both in the education system and more broadly in daily work. Millions of 

Chinese people learn English every year while their autonomy and spontaneity in learning 

English are weak. One of the commonly accepted reasons for students’ weak motivation in 

learning English is that English as a Foreign Language leaners (EFL) seldom have the chance 

to self-monitor their English learning process during their education period in China (Gan, 

2013; He & Zhang, 2010; Lin, 2015; Zheng et al., 2009; Zhou, 2016). As a result, the English 

Curriculum Standards for Senior High School (2017 Version) emphasizes the importance of 

cultivating students’ self-assessment ability (MOE, 2017). Self-assessment (SA), as one of 

the essential elements of formative assessment, has been widely investigated in western 

countries and proved to be of great support to students’ foreign language acquisition 

(Andrade & Valtcheva, 2009; Butler & Lee, 2010; Oscarson,1989; Ross, 1998). However, the 

role of self-assessment has not been sufficiently investigated in the context of English 

teaching and learning in China. Therefore, this study aims to examine whether Chinese high 

school students have the competence to self-assess their English skills accurately and how 

they perceive self-assessment in their English learning processes by investigating the 

relationships among Chinese high school students’ self-assessment of English skills, English 

proficiency and their perceptions towards self-assessment. The overall structure of the thesis 

is also presented in this Chapter. 
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Context 

Importance of English Learning in China 

English has been taught in China since the eighteenth century for political and economic 

reasons (Hu & Adamson, 2012). With China’s deepening contact with the rest of the world, 

being proficient in English has become an increasingly important criterion for education of 

the country’s population. Accordingly, English is taught as an obligatory school subject 

across the whole country from the third grade of primary school until the second year in 

university (Cheng, 2008). In all the school examinations from Grade Three of primary school 

to Senior Three of high school, Chinese, mathematics and English are always considered as 

three core subjects, particularly because they are worth the same grades bearing equal 

importance. Promoted by the market forces, in certain circumstances, the significance of 

English learning even exceeds that of Chinese and mathematics (Yu & Ruan, 2012). In 

addition to being tested as one of the three major subjects from primary to senior high schools 

in China, a large-scale and high-stakes English examination is also taken by all college and 

university students every June and December. To ensure that learners in universities have 

mastered the required English proficiency, most universities require all undergraduates to 

pass the national standardized College English Test (CET) Band Four for non-English majors 

and Test for English Majors (TEM) Band Four for English majors. Those who fail become 

ineligible for a bachelor’s degree (Cheng, 2008; Liao, 2004). In fact, English education is not 

limited to the compulsory phase. It is expanding to Primary One despite being non-

compulsory at many schools in metropolitan areas (Qi, 2016). Since English literacy is 

widely recognized as a basic skill for a student’s success in modern China, some foreign 
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language training organizations and kindergartens also run English programs that are 

specifically designed to target preschool children at the age of three to six (Yu & Ruan, 2012) 

to prepare their smooth study transition to primary school. In order to strengthen the 

academic exchanges with the rest of the world, China has even issued a policy calling for the 

use of English as the intermediate of instruction for certain subjects such as information 

technology, biotechnology, finance, economics and law (Guo, 2012). In conclusion, English 

has become an essential course in modern China’s education. 

Apart from being highly valued in the field of education, English is also a key criterion 

for job hunting and career promotion in China. College graduates with competence in their 

own discipline plus good English skills are more likely to find a decent job with higher 

starting salary than those who lack such skills (Gao, 2009). Those with a good command of 

English usually have more choices and chances to be promoted to an upper level of society 

(Li, 2009). According to Wei and Su (2012), the population of English learners in China has 

reached around 400 million. With China’s increasing economic power in recent years and the 

growing trend of globalization, the number of English learners in China will undoubtedly 

continue to increase at an accelerating pace. Therefore, it is no exaggeration to say that 

English is indispensable in various aspects of people’s lives in modern China. 

English Curriculum Reform in China 

Aiming to stimulate students’ interest in learning English, and to develop their ability to 

use the language, Ministry of Education (MOE) in China has made several reforms in English 

curriculum standards throughout primary school to university since 2000. In 2001, English 

curriculum standards for full-time compulsory education (from Grade 1 to Grade 9) and 
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senior high school released, and a separate English Curriculum Standards for Senior High 

School was developed in 2003. In response to National Framework for Mid- and Long-term 

Educational Reform and Development (2010-2020), Ministry of Education in China issued 

English Curriculum Standards for Compulsory Education in 2011, and English Curriculum 

Standards for Senior High School in 2017. At the university level, College English 

Curriculum Requirements (Trial version) and College English Curriculum Requirements for 

non-English Majors were issued separately in 2004 and 2007. These English curriculum 

standards and requirements are formulated and updated to provide guidelines for English 

teaching and solve the problems in the process of English education, aiming to improve 

English language teaching in China. One of the focal points of these curriculum reforms is 

that the teaching paradigm shifts from the traditional teacher-centered approach to student-

centered approach, knowledge-based English instruction to communicative competence-

based instruction, and summative, norm-referenced, high-stakes assessment to other forms of 

more authentic, classroom-based assessments (Wang, 2018). 

Rationale 

Teacher-Centered and Test-Driven Culture in China 

It is true that the recent two decades have witnessed the increasing student participation 

in the class and the reforms to the testing system in English education in China (Cheng & 

Wang, 2012; Hu & Adamson, 2012; Gu, 2012; Pan & Block, 2011; Qi, 2016; Rao, 2013; Xu 

& Liu, 2009; Zhang, 2012). Nevertheless, the misalignment between the expectations of the 

English curriculum standards and the test-driven culture of education in China is a serious 

issue. According to Cheng et al. (2018), formative assessment is emphasized in English 
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curriculum standards in China, however, its implementation remains largely unpacked in 

policy and curriculum documents. Implementing the formative assessment throughout 

schools and classrooms is a huge challenge for teachers. The expected goals, such as applying 

varied kinds of assessments and using student-centered approaches, have not necessarily been 

implemented in the classroom (Fang, 2017; Hu & Adamson, 2012; Pan & Block, 2011; Qi, 

2016). 

English teaching has traditionally been and will continue to be teacher-centered in China 

(Hu & Adamson, 2012), and examinations play an essential role in determining people’s 

success of study, work and life (Cheng & Curtis, 2010). Students have very limited freedom 

in deciding what to learn, how to learn, and how to be assessed. In China, various kinds of 

examinations are ubiquitous throughout basic education to higher education. Among varied 

examinations in basic education, Senior High School Entrance Examination (SHSEE) and 

College Entrance Examination (CEE) are the two most important large-scale and high-stakes 

examinations. SHSEE determines whether a student can enroll in a regional key high school, 

and the result of CEE is the main reference for colleges and universities admission. 

According to Li and Baldauf (2011), examination scores are treated by most teachers as the 

main or only purpose for students’ learning. To check students’ English proficiency and 

prepare them for the large-scale and high-stakes examinations, students are assessed by 

weekly internal tests and joint exams with neighboring schools or regional schools (Fang, 

2017). In higher education, non-English majors have to pass CET Band 4 and English majors 

have to pass TEM Band 4 to get a bachelor degree. In this situation, many university teachers 

have focused almost exclusively on teaching examination taking techniques (Pan & Block, 
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2011). The idea that put the examinations first is deeply rooted in teachers and students’ mind 

in China, and mountains of test papers are piled upon students unceasingly without students’ 

own autonomy in their learning (Zhang & Liu, 2014). 

Insufficient English Competence and Low Motivation 

Under such condition, students who are relatively good at taking examinations may not 

necessarily have developed corresponding English competence. Some researchers have 

noticed that many Chinese college students are still not able to engage effectively in basic 

communicative tasks even after receiving at least 9 years of formal English instruction (He & 

Zhang, 2010), and many students also struggle with English learning and have low self-

efficacy and poor attitudes towards English learning in China (Gan, 2013; Lin, 2015; Zheng 

et al., 2009; Zhou, 2016). In one study, students reported that they would reduce their focus 

on learning English in school if English was not included in the College Entrance 

Examination (Qi, 2016). According to Nanfang Daily (August 2017), many college students 

seem eager to take the CET Band 4 or 6 just to meet the requirements of the intense social 

recruitment, and many of these test-takers retake the tests just for obtaining higher scores 

instead of aiming to acquire certain English skills. 

Self-Assessment as Formative Assessment 

Formative assessment is defined as activities where judgements are made about the 

quality of students’ achievements, and where this information is used to facilitate students’ 

learning (Black and Wiliam, 1998; Sadlder, 1989). Encouraging students’ autonomy in 

learning and emphasizing the use of formative assessment in the process of teaching and 

learning have been paid more and more attention in English curriculums in China since 2001 
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(MOE, 2001). The latest English Curriculum Standards for Senior High School (MOE, 2017) 

specifically lists “choosing appropriate strategies and methods to monitor, evaluate, reflect 

and adjust learning content and process” (p. 57) as an important learning goal for students. 

However, three current obstacles inhibit the implementation of formative assessment in 

China: (1) the teacher-centered and test-driven culture is deeply rooted in the Chinese 

education system; (2) the policy and curriculum do not provide teachers with detailed and 

comprehensive information on how to implement formative assessment, which has caused a 

major challenge for teachers; and (3) there are a relatively large number of students in one 

class in China. The average class size in China is about 40 to 50 in primary and secondary 

classroom (Luo, 2014). The class size may reach 70 or more in some less developed areas 

(Rao, 2013). Therefore, few teachers have time to respond to each student’ work regularly or 

work with individual students. 

According to Heritage (2007), one of the essential elements of formative assessment is 

students’ involvement. Improving learning through formative assessment also depends on the 

active involvement of students in their own assessment. In formative assessment, students 

learn the skills of self-assessment so that they reflect on their learning, monitor what they 

know and understand and determine when they need more information. It is widely accepted 

in education that self-assessment improves students’ learning and achievement, particularly in 

regard to foreign language acquisition. Previous studies have indicated that EFL learners can 

improve their language proficiency through self-assessment (Anastasiadou, 2013; Duque & 

Cuesta, 2017; Mazloomi & Khabiri, 2018) and self-assessment helps learners increase their 

English learning confidence and motivation (Butler & Lee, 2010; Zhang & Kim, 2013). 
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Despite a robust research literature in other countries, self-assessment has not been 

sufficiently investigated in the context of English teaching and learning in China even though 

China has the world’s largest population of English language learners. 

Purpose and Research Questions 

Although previous studies indicated a positive correlation between students’ self-

assessment of language skills and their language proficiency (Ashton, 2014; 

Baniabdelrahman, 2010; Brantmeier & Vanderplank, 2008; Brantmeier, Vanderplank & 

Strude, 2012; Dolosic, Brantmeier, Strude & Hogrebe, 2016; Heilenman, 1990; LeBlanc & 

Painchaud, 1985; Li & Zeng, 2019; Liu & Brantmeier, 2019; Xu et al., 2010), and a positive 

correlation between students’ self-assessment of language skills and their perceptions towards 

self-assessment (De Saint Léger & Storch, 2009; Wang, 2017; Wong, 2016), a dearth of 

studies has examined whether these relationships exist among Chinese high school students, 

and whether these relationships are different among students of high, intermediate and low 

English levels. In addition, studies investigating the relationship between English proficiency 

and students’ perceptions towards self-assessment are also rare. The present study, therefore, 

aimed to investigate the relationships among Chinese high school students’ self-assessment of 

English skills, English proficiency and their perceptions towards self-assessment through a 

correlational design. Specifically, the following research questions are addressed: 

1. What are Chinese high school students’ self-assessment of English skills and their 

perceptions towards self-assessment?  

2. What is the relationship between Chinese high school students’ self-assessment of 

English skills and their English proficiency, and is this relationship different among 
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students of high, intermediate and low English levels? 

3. What is the relationship between Chinese high school students’ self-assessment of 

English skills and their perceptions towards self-assessment? 

4. What is the relationship between Chinese high school students’ English proficiency 

and their perceptions towards self-assessment? 

Overall Structure of the Thesis 

This thesis is organized into five chapters. 

Chapter One provides the introduction to the thesis. It includes the research context of 

this study, the rationale of conducting this study, purpose and research questions of this study 

as well as the overall structure of this thesis. 

Chapter Two reviews literature on the three research constructs of this study - self-

assessment of language skills, language proficiency, and perceptions towards self-assessment, 

as well as the relationships among them. 

Chapter Three describes the methodology of this thesis, including a description of the 

participants and the instruments, the rationale of developing self-assessment questionnaire, 

and a view of the data collection and data analysis. 

Chapter Four reports the results of the thesis.  

Chapter Five covers the discussion of the thesis in relation to the literature. Limitations 

and recommendations for future research are followed. Additionally, conclusions and 

implications of the thesis are also described in this chapter.   
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Chapter 2 Literature Review 

This chapter provides a thorough literature review in terms of the three research 

constructs - self-assessment of language skills, language proficiency, and perceptions towards 

self-assessment, as well as the relationships among them. This chapter consists of five 

sections. The first section provides the definition of self-assessment and language proficiency, 

and illustrates the processes of self-assessment in detail. The influence of self-assessment on 

language learning is also discussed in this section. The second section provides definition of 

perception and presents how students perceive self-assessment in the process of their 

language learning. Students’ perceptions towards self-assessment includes their beliefs, 

attitudes and responses to it. The third section summarizes the relationship between self-

assessment of language skills and language proficiency revealed in the previous studies, and 

the relationship between self-assessment of language skills and perceptions towards self-

assessment is concluded in the fourth section. The fifth section summarizes the importance of 

this study. 

Self-Assessment and Language Proficiency 

Definition of Self-Assessment 

Self-assessment has varied definitions, each with a slightly different emphasis. 

According to Dickinson (1987), students’ self-assessment generally involves learners 

collecting information about their own learning to monitor consciously their knowledge 

development. Panadero, Brown, and Strijbos (2016, p. 804) stated that “student self-

assessment most generally involves a wide variety of mechanism and techniques through 

which students describe (i.e., assess) and possibly assign merit or worth to (i.e., evaluate) the 
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qualities of their own learning process and products”. In this sense, self-assessment overlaps 

with other similar terms, such as self-evaluation, self-reflection and self-appraisal. Some 

scholars may use these terms interchangeably. Nevertheless, Yan and Brown (2017) claimed 

that these terms were different from self-assessment and generally referred to the practice of 

looking reflectively at one’s own work, but not exclusively, aiming for revision or 

improvement. In line with these arguments, self-assessment is defined in this article as “a 

process of formative assessment during which students reflect on the quality of their work, 

judge the degree to which it reflects explicitly stated goals or criteria, and revise accordingly” 

(Andrade & Valtcheva, 2009, p. 13). In this definition, self-assessment is an internal 

assessment from learners’ perspective to independently collect information about their own 

performance, evaluate and reflect on the quality of their learning process and outcomes 

according to the selected criteria designed by others, such as teachers, peers, and themselves 

to identify their own strengths and weaknesses, and most importantly, revise and make 

improvements accordingly. 

Although self-assessment has been investigated intensively in the field of language 

learning and has been considered an effective means to academic achievement, one of the 

practical challenges of self-assessment is whether students are able to self-assess their own 

performance and learning process accurately. The accuracy of self-assessment depends on 

whether students are able to self-assess their own performance and learning process 

accurately. According to Messick (1989), accuracy is an important facet in determining the 

validity of any assessment. Studies investigating the validity of self-assessment have often 

examined the correlations between self-assessment scores and scores obtained through 
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various types of external measurements, such as test scores, teacher ratings, and peer ratings. 

Therefore, one of the focuses of this study is to examine whether there is a relationship 

between Chinses high school students’ self-assessment of English skills and their English 

proficiency. 

Processes of Self-Assessment 

Different scholars in different fields perceive the process of self-assessment differently, 

but two of the key components of self-assessment are self-reflection and self-judgement. 

Self-reflection refers to the capacity to exercise introspection and the willingness to learn 

more about one’s purpose, essence, and true self (Roger, 2011). Self-judgement results from 

thoughts individuals have about themselves and the meanings attached to those thoughts 

(Phaedonos & Anastassiou, 2011). Andrade and Du (2007) concluded a pedagogical three-

step procedure based on the commonalities in the processes of self-assessment in literature: 

Step 1, the teachers share the expectations and standards for the expected performance with 

students; Step 2, students complete assignments and compare their works with the assessment 

criteria; and Step 3, students revise and improve their work according to the feedback. Fastré 

et al. (2012) described the student self-assessment process as: firstly, teachers and students 

select relevant assessment criteria; then students make judgments of their performance based 

on the selected criteria, and finally students identify areas needed for improvement. Rolheiser 

and Ross’s (2001) theoretical model of self-assessment illustrates how self-assessment 

contributes to the achievement of goals in the following processes: First, students set goals 

and make efforts after evaluating their performance; Second, the combination of goals and 

efforts leads to achievement; Third, the achievement results in self-judgement and self-
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reaction; And finally, goals, effort, achievement, self-judgment, and self-reaction all combine 

to impact self-confidence. 

Although these models or processes fit in the key components of Andrade and 

Valtcheva’s definition of self-assessment, none of these studies have unpacked the inner 

process of self-assessment. Andrade and Du (2007) depicted a flow of instruction which is 

facilitated by self-assessment, but not the self-assessment process itself. Fastré et al. (2012) 

presented a general process of self-assessment, but did not clear the way to implement the 

self-assessment. Rolheiser and Ross (2001) generalized the actions conducted in the self-

assessment, but did not explicitly illustrate how students engage in self-assessment. 

Therefore, based on previous studies, Yan and Brown (2017) presented a cyclical self-

assessment process (Figure 2.1) and identified three actions that are commonly undertaken in 

the self-assessment process: (1) determining the performance criteria, (2) self-directed 

feedback seeking, and (3) self-reflection. When the need for self-assessment arises, students 

first determine or adopt the performance criteria decided by teachers, performance of others 

and student’s internal goals. Subsequently, students follow two routes of self-assessment 

according to whether the feedback on their performance is sufficient. When students perceive 

they have enough feedback or information as the basis of self-assessment, they begin to 

reflect and evaluate the quality of their learning process and outcomes, and identify the 

strengths and weaknesses and the needs for improvement. On the other hand, if feedback is 

insufficient or unavailable, students take the initiation to seek feedback from external and/or 

internal sources that provide them with a foundation to self-reflection. Such feedback could 

be from: (1) external feedback from course tutors and classmates, and (2) internalized 
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standards or personal perceptions and sensations. Following self-reflection, students come to 

an evaluative judgement about their learning products or ability. Although such self-

assessment judgement is the normal outcome of the self-assessment process, it is not 

necessarily the end of it. Calibration is also required when new feedback occurs. Students 

calibrate their judgements either by moving the standards closer to their work quality or by 

moving their work quality closer to the standards. Therefore, self-assessment is a dynamic 

and cyclical process. 

 

 

 

 

 

 

 

 

 

 

Language Proficiency 

According to the Council of Chief State School Officers (CCSSO) (1992)’s definition of  

English language proficiency, a student who is fully proficient in English is able to ask 

questions in English, to understand teachers, and to read materials, to test ideas, as well as to 

challenge what is being talked in the classroom. In this definition, four language skills 

Figure 2. 1 The cyclical self-assessment process (Yan & Brown, 2017) 
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contribute to proficiency as follows (CCSSO, 1992, p. 7): 

1. Reading - the ability to comprehend and interpret text at the age and grade-

appropriate level. 

2. Listening - the ability to understand the language of teacher and instruction, 

comprehend and extract information, and follow the instructional discourse through 

which teachers provide information. 

3. Writing - the ability to produce written text with content and format fulfilling 

classroom assignment at the age and grade-appropriate level. 

4. Speaking - the ability to use oral language appropriately and effectively in learning 

activities (such as peer tutoring, collaborative learning activities, and 

question/answer sessions) within the classroom and in social interactions within the 

school. 

Captured again within the CCSSO definition of language proficiency is the necessity of 

language ability in the four modalities and the need to assess each of these four skills. 

Canales (1994)’s definition of language usage or proficiency is predicated on a socio-

theoretical foundation. What this means is that language is more than just the sum of discrete 

parts (e.g. pronunciation, vocabulary, grammar). It develops within a culture for the purpose 

of conveying the beliefs and customs of that culture. Canales states that language usage is: 

1. Dynamic and contextually-based (varies depending upon the situation, status of the 

speakers, and the topic); 

2. Discursive (requires connected speech); and 

3. Requires the use of integrative skills to achieve communicative competence (p. 60). 
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In other words, language proficiency is a coherent orchestration of discrete elements, 

such as vocabulary, discourse structure and gestures, to communicate meaning in a specific 

context (e.g. the school). 

Each of these educationally driven definitions of language proficiency shares at least 

two critical features. First, each definition accommodates the four linguistic modalities: 

speaking, listening, reading and writing. Second, each definition places language proficiency 

within a specific context, in this case the educational setting. Therefore, in this study, self-

assessment questionnaire of listening and speaking, reading and writing, as well as an English 

examination of these four skills were completed by participants to collect the data. 

Self-Assessment Effects on Language Learning 

Self-assessment has been widely studied and consensually emphasized by many 

language teachers and scholars (Ross, 1998). Oscarson (1989) outlines the rationales for 

adopting self-assessment in language teaching and learning: (1) Promotion of learning. Self-

assessment gives learners training in evaluation, which is beneficial to learning; (2) 

Enhancement of awareness. Training in self-assessment motivates learners to consider course 

content and assessment principles in a more insightful way than they usually do; (3) 

Guidance of goal-orientation. The practice of self-assessment helps to enhance learners’ 

understanding of various possible goals in most language learning contexts; (4) Expansion of 

range of assessment. Learner participation is likely to broaden the perspective of language 

competence assessment; (5) Sharing assessment burden. A further positive aspect of learner 

involvement in evaluation is the possibility that it may alleviate the assessment burden on the 

teacher; (6) Beneficial post-course effects. In foreign language instruction, it is universally 
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considered an important goal to teach students how to learn the language autonomously after 

the course. 

A robust number of empirical studies in the field have indicated that self-assessment 

plays a crucially effective and significant role in developing various language skills and 

raising the awareness and motivation required for language learning. Duque and Cuesta 

(2017) explored the influence of self-assessment on EFL learners’ oral fluency. By writing 

learning logs and field notes, as well as by analyzing the artefacts in the form of audio 

recordings, students were able to acknowledge their learning strengths and drawbacks 

through self-assessment. Thus, improvements in students’ oral fluency development were 

evinced through the implementation of a systematic cycle that applied self-assessment as a 

formative assessment source. Javaherbakhsh (2010) investigated self-assessment effects on 

EFL learners’ writing skill. Students were involved in an intervention that students assessed 

their own work with writing checklist after each writing activity. The findings indicated that 

self-assessment effectively helped students improve their writing skills, which in line with the 

influence of self-assessment on foreign language writing in other empirical studies 

(Khodadady & Khodabakhshzade, 2012; Matsuno, 2009; Mazloomi & Khabiri, 2018; 

Sullivan & Lindgren, 2002). Baniabdelrahman (2010) investigated the effects of self-

assessment on EFL learners’ performance in English reading. The experimental group used 

one-minute paper and rating-scale to declare their own strengths and weaknesses in the 

reading comprehension. Results indicated that self-assessment was an effective method in 

improving students’ reading performance, and it also helped students to become more 

involved and motivated in the learning process both inside and outside the classroom. 
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Similarly, with regard to the motivation in reading, Birjandi and Tamjid (2010) investigated 

the role of journal writing in a regular base as a self-assessment technique in student’s 

reading motivation. The analysis of the questionnaires regarding reading motivation revealed 

that self-assessment was effective in increasing learner’s motivation in reading. To reveal 

whether self-assessment has different effects on second language learners of different 

proficiency levels, Yoon and Lee (2013) provided students with self-assessment training in 

which students were instructed to self-assess their learning process at the end of each class. 

The findings indicated that self-assessment intervention had positive effect on students’ 

language learning, but it was greater for low- and intermediate-level learners than for high-

level learners. Yoon and Lee (2013) also revealed that there was a significantly positive effect 

of self-assessment on students’ motivation, confidence, and anxiety in the process of 

language learning. Lou (2005) investigated the effectiveness of self-assessment on Chinese 

postgraduate students’ autonomous learning ability. This study found that self-assessment 

improved students’ metacognitive awareness of speaking, enhanced students’ self-confidence, 

as well as strengthen students’ ability in self-monitoring and self-evaluation. Similarly, Liu 

and Yang (2006) also found that applying self-assessment in the EFL classes enhanced 

university students’ confidence and self-esteem, and helped them improve their English 

proficiency significantly.    

Perceptions towards Self-Assessment 

According to Collins English Dictionary, perception is the way that people think or the 

impression people have of something. Perception is also defined as a process which people 

are aware of objects and events in the external world and involves further processing of 
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sensory input (Essays, UK, November, 2018). How students perceive self-assessment will 

have an impact on how they use self-assessment in the long term. Students’ perceptions 

towards self-assessment will have a lasting effect on how they view assessment and learning 

(Wong, 2016). 

Most of the studies indicate that students perceive self-assessment as an effective 

technique to help their learning. Andrade and Du (2007) reported a classroom-based inquiry 

into students’ perceptions towards rubric self-assessment in EFL context. The authors 

collected Chinese university students’ reflective journals and six case study informants’ 

retrospective interviews. Results show that the rubric was perceived as a useful self-

assessment tool guiding them through the stages of goal-setting, planning, self-monitoring 

and self-reflection. Muñoz and Álvarez (2007) inquired students’ attitudes towards self-

assessment. Data were collected through a questionnaire which examined students’ feelings 

about self-assessment during the self-assessment training process. Results revealed that 

students perceived self-assessment training as a useful activity in terms of awareness, 

responsibility and critical thinking: (1) self-assessment practices teach students to become 

aware of their existing skills or awaken those they may have; (2) self-assessment offers 

students the possibility of taking charge of their own learning and making decisions; and (3) 

self-assessment involves students in various processes such as planning, setting goals, 

monitoring one’s production, and evaluating learning after an activity is completed. In 

Hanrahan and Isaacs’s (2001) study, both benefits and problematic aspects of self-assessment 

perceived by students were explored: (1) students could have better understanding of grading, 

high efficiency in improving assignment prior to submission and proper help to develop 
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critical thinking; but (2) it was difficult to be objective; and (3) it had implementation 

problems such as time-consuming. In line with Hanrahan and Isaacs’s (2001) study, a 

significant majority of students claimed that self-assessment made them independent, critical, 

think and learn more, though they also considered it challenging (Ross, 2006). 

Self-Assessment of Language Skills and Language Proficiency 

The majority of previous studies indicate that there is a positive correlation between 

students’ self-assessment of language skills and their language proficiency (see Table 2.1), 

which means that students have the competence to self-assess their language skills accurately. 

This section reviews previous studies of self-assessment outside and inside China.  

Studies of Self-Assessment outside China 

Heilenman (1990) investigated the role of response effect (a tendency for certain people 

to respond to factors other than question content) on self-assessment of second language. A 

self-assessment questionnaire with 65 items contained scales of grammar, vocabulary, 

accuracy and fluency was constructed by 232 students of French at a university in the USA. 

Results indicated that the correlation between the total self-assessment score and course grade 

was significant and positive but relatively low. In addition, both an acquiescence (a tendency 

to respond positively regardless of item content) and overestimation were present, which in 

line with Anderson’s (1982) declaration that people tend to overestimate their actual ability, 

particularly in the case of less proficient learners. In an investigation with Spanish as Foreign 

Language learners of high level, Brantmeier (2006) reported that self-assessment of second 

language reading, when measured with self-rated scales, surprisingly, could not predict 

students’ subsequent reading performance as measured via multiple choice items. In another 
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experiment with high-level learners that utilized criterion-referenced self-assessment items, 

Brantmeier and Vanderplank (2008) revealed that learners could estimate their reading 

accurately when it was measured via multiple choice items. These two studies concluded that 

individual differences, language levels and test types could influence the accuracy of self-

assessment. LeBlanc and Painchaud (1985) revealed that the total scores of the self-

assessment questionnaire were positively correlated with those on the proficiency tests, and 

positive correlations were also established between each subtest of the proficiency tests 

(listening, reading and cloze) and each part of the self-assessment questionnaire (listening, 

reading, speaking and writing), which indicated that students were able to self-assess their  

second language skills. In line with LeBlanc and Painchaud (1985), Brantmeier, Vanderplank 

and Strube (2012) examined skill-based self-assessment (listening, speaking, reading and 

writing) across 276 Spanish as Foreign Language learners of low, intermediate and high 

levels, and it offered evidence to confirm the relationship between the self-assessment scores 

and the achievement on an online abilities test with high-level learners. This study stated that 

second language learners of low- and intermediate- levels may not have the ability to self-

assess their language proficiency, therefore, no analyses between the relationship of self-

assessment and Spanish proficiency among those learners were provided. To explore whether 

different languages also have the impact on the accuracy of self-assessment, Ashton (2014) 

used a can-do survey to investigate and compare secondary school learners’ self-assessment 

of reading in originally different languages (German, Japanese and Urdu). The results 

indicated that there were significant and positive correlations between learners’ self-

assessment and their test data regardless languages, and learners at lower proficiency levels 
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were less able to accurately self-assess their second language proficiency. Dolosic, 

Brantmeier, Strube and Hogrebe (2016) examined the relationship between self-assessment 

and oral production in French. The results revealed that the self-assessment scores and 

performance on oral production were significantly and positively correlated. 

In conclusion, the results of previous empirical studies investigating the relationship 

between self-assessment of language skills and language proficiency outside China are as the 

following: (1) it is prevalent that a significant and positive correlation between learners’ self-

assessment of language skills and their language proficiency exists, while (2) learners’ self-

assessment of language skills could also be an inaccurate predictor of language proficiency 

due to individual differences, language levels, and measurement types; and (3) the majority 

of previous studies focus on the self-assessment of reading and writing, scarce studies on 

listening and speaking. 

Studies of Self-Assessment inside China 

Despite the robust literature in other countries, there are a dearth of studies investigating 

self-assessment in China, especially in the context of basic education. Liu (2002) examined 

the reliability and validity of university students’ self-assessment of English writing in China 

by comparing students’ and teachers’ grades of writing. The results indicated that students of 

low English level were not able to accurately self-assess their English writing, and students of 

high English level tended to self-assess their English writing accurately. However, students of 

high English level tended to overestimate their writing ability. Similarly, Xu, Li and Li (2010) 

investigated university students’ self-assessment of English reading in China. the results 

indicated that students had the competence to self-assess their reading ability, and the higher 
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students’ English level, the more accurately they self-assessed their reading. In line with the 

above two studies, Dolosic (2018) demonstrated that the scores of self-assessment were 

statistically and positively correlated with the English reading proficiency of learners in 

university in China. In response to the reform of English curriculum standards, two recent 

studies (Li & Zeng, 2019; Liu & Brantmeier, 2019) examined the reliability and validity of 

students’ self-assessment of their English skills in middle and high schools. These two studies 

indicated that middle and high school students were able to self-assess their reading and 

writing accurately. Liu and Brantmeier (2019) aimed to explore Chinese young students’ 

(ages 12 to 14) self-assessment of English reading and writing and the relationship between 

their self-assessment and objective tests of reading and writing. Correlational analyses 

revealed a significant and positive correlation between students’ self-assessment of reading 

and their reading comprehension test scores. The correlation between students’ self-

assessment of writing and their writing production scores was also found to be significantly 

positive. Different from Liu and Brantmeier (2019), Li and Zeng (2019) explored the 

relationship between Chinese high school students’ self-assessment of reading and their 

reading test scores. The results indicated that a significant and positive correlation existed 

between students’ self-assessment of reading and their reading test scores. However, the 

correlation coefficients were relatively low, which means that their self-assessment accuracy 

needs improvement. This study also found that students’ self-assessment accuracy in English 

reading did not have significant difference among students of different English levels. 

Whether Chinese high school students of different English levels are able to self-assess their 

English skills, especially in terms of speaking and listening skills needs more exploration. 
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Table 2. 1 Selected studies on self-assessment and language proficiency 

Author/year Participants Skill Results 

LeBlanc and 

Painchaud (1985) 

Students of English 

and French at a 

university in 

Canada 

Listening 

and reading 

Positive correlations between SA 

and standardized proficiency tests 

Heilenman (1990) Students of French 

at a university in 

the USA 

Grammar, 

vocabulary, 

accuracy 

and fluency 

Low positive correlation between 

SA and course grade 

Brantmeier 

(2006) 

Adult students of 

Spanish at 

university in the 

USA 

Reading SA is not an accurate predictor of 

reading scores from a computer-

based test and the subsequent 

reading performance 

Brantmeier and 

Vanderplank 

(2008) 

Students of Spanish 

at university in the 

USA 

Reading Learners accurately self-assess 

reading when comprehension is 

measured via multiple choice 

Brantmeier et al. 

(2012) 

Students of Spanish 

at a university in 

the USA 

Listening, 

speaking, 

reading and 

writing 

Positive correlation between SA 

and test scores among the learners 

of high level 

Ashton (2014) Students of 

German, Japanese 

and Urdu at a 

secondary school in 

the UK 

Reading Positive correlation between SA 

and test scores 

Dolosic et al. 

(2016) 

Adolescent students 

of French in the 

USA 

Speaking Positive correlation between SA 

and speaking test scores 

Dolosic (2018) EFL students in a 

university in China 

Reading Criterion-referenced SA 

significantly correlated with 

reading performance 

Li and Zeng 

(2019) 

EFL students in 

high school in 

China 

Reading Positive correlation between 

students’ SA of reading and their 

reading test scores 

Liu and 

Brantmeier 

(2019) 

EFL students in a 

middle school in 

China 

Reading 

and writing 

Students tend to self-assess their 

reading and writing accurately 
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Self-Assessment of Language Skills and Perceptions towards Self-Assessment 

Students’ perceptions towards assessment significantly influence their approaches to 

learning and studying (Struyven, Dochy & Janssens, 2005). Despite the importance and 

meaningfulness of investigating how students perceive self-assessment, there are scarce 

studies in this field. Wong (2016) compared the perceptions of students and teachers towards 

the students’ self-assessment in two Singapore primary schools. Findings indicated that 

students both overestimated and underestimate their self-assessment scores. Surprisingly, 

Alwis and Schmidt (2010) stated that there was no significant association between students’ 

beliefs about the utility of self-assessment and the accuracy of their self-assessment. In this 

sense, the theoretical claims of the important role of perception in self-assessment seems to 

be contradictory to the findings of the empirical studies. Therefore, more attention should be 

addressed in this field. 

The Current Study 

To summarize, previous research on self-assessment have the following characteristics: 

(1) most studies on self-assessment were conducted in western countries and markedly less in 

Asian countries, especially in China; (2) there are much more studies on students’ self-

assessment in higher education and much less in high schools; (3) abundant number of 

studies investigate the relationship between self-assessment of language skills and language 

proficiency, while few investigate students’ perceptions towards self-assessment. Therefore, 

to address this gap, the present study aims to investigate how Chinese high school students 

self-assess their English skills, what their perceptions towards self-assessment are, and what 

the relationship is between their self-assessment of English skills and English proficiency. 
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Previous studies have shown that a positive correlation between self-assessment of language 

skills and language proficiency, as well as a relationship between self-assessment of language 

skills and perceptions towards self-assessment exists. Therefore, theoretically, there should be 

a certain relationship between students’ perceptions towards self-assessment and their 

language proficiency. Therefore, the relationship between Chinese high school students’ 

perceptions towards self-assessment and their English proficiency was also investigated in 

this study. 
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Chapter 3 Methodology 

Research Design 

This study adopted a survey design using a questionnaire to collect participants’ self-

assessment of English skills and their perceptions towards self-assessment. As the indicator 

of participants’ English proficiency, participants’ scores of Guangzhou English Examination 

[广州市调研考], including reading, writing and computer-based English listening and 

speaking tests, were collected and their scores were linked to their questionnaire responses. 

The summary of research design is presented in Table 3.1. 

In addition, before distributing the questionnaires to participants in the main study, a 

pilot study was conducted to ensure the validity and reliability of the Self-Assessment of 

English Skills Scale, and to examine whether the Perceptions towards Self-Assessment Scale 

is appropriate for high school students in China. The detailed conduction of the pilot study 

and data analysis of it are presented in the instrument section.  

Prior to the administration of the questionnaire, this study received clearance (see 

Appendix A) in September, 2019 from the General Research Ethics Board (GREB) at 

Queen’s University. All participants were provided with a Letter of Information and Consent 

Form and consented to the research prior to complete the questionnaire.  

Participants 

The participants included 302 high school students from Grade 12 (15 to 19 years of 

age) at one public high school in Guangzhou, China. These participants were recruited by 

means of convenience sampling. The choice of Grade 12 students is justified given that 

students in Grade 12 are required to frequently practice the Computer-Based English  
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Table 3. 1 Summary of research design 

Research purpose Research questions Instruments Analysis 

To examine the validity 

and reliability of 

questionnaire before 

distribution 

 1. Self-Assessment of 

English Skills Scale 

2. Perceptions towards 

Self-Assessment Scale 

Descriptive statistics 

analysis and Exploratory 

Factor Analysis 

To investigate how 

Chinese high school 

students self-assess 

their English, and how 

they perceive self-

assessment 

1. What are Chinese high 

school students’ self-

assessment of English 

skills and their 

perceptions towards self-

assessment?  

1. Self-Assessment of 

English Skills Scale 

2. Perceptions towards 

Self-Assessment Scale 

Descriptive statistics 

analysis and One-Sample t-

test. 

To identify whether 

high school students of 

different English levels 

in China can self-assess 

their English skills 

accurately 

2. What is the 

relationship between 

Chinese high school 

students’ self-assessment 

of English skills and their 

English proficiency, and 

is this relationship 

different among students 

of high, intermediate and 

low English levels? 

1. Self-Assessment of 

English Skills Scale 

2. Guangzhou English 

Examination 

Pearson Correlation 

Analysis:  

1. between the total SA score 

and the total examination 

score;  

2. between SA sub-scores 

and sub-examination scores. 

One-way ANOVA:  

compare the SA means 

among students of high, 

intermediate and low 

English levels. 

To examine the power 

of students’ perceptions 

towards self-assessment 

in predicting their self-

assessment of English 

skills 

 

3. What is the 

relationship between 

Chinese high school 

students’ self-assessment 

of English skills and their 

perceptions towards self-

assessment? 

1. Self-Assessment of 

English Skills Scale 

2. Perceptions towards 

Self-Assessment of 

English Scale 

 

Pearson Correlation 

Analysis: 

between SA and perceptions.  

Multiple regression: 

three variables of 

perceptions as independent 

variables and SA as 

dependent variable. 

To confirm the 

theoretical relationship 

between students’ 

English proficiency and 

perceptions towards SA 

4. What is the 

relationship between 

Chinese high school 

students’ English 

proficiency and their 

perceptions towards self-

assessment? 

1. Perceptions towards 

Self-Assessment of 

English Scale 

2. Guangzhou English 

Examination 

Pearson Correlation 

Analysis: 

between examination score 

and perceptions.  

Multiple regression: three 

variables of perceptions as 

independent variables and 

examination score as 

dependent variable. 
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Listening and Speaking Test (Guangdong Version) at the majority of the high schools. To 

investigate whether there are differences in relationships between students’ self-assessment of 

English skills and their English proficiency among students of different English levels, the 

researcher divided the participants into students of high English level (n = 75), intermediate 

English level (n = 151), and low English level (n = 76). English level was determined by 

participants’ total score on the English examination. According to Qin (2003), examination 

takers whose scores were at the top 25% of the total scores were assigned to be the high-level 

group, those who had scores at the bottom 25% of the total scores were grouped into low-

level category, and the rest were intermediate-level group. The detailed demographic 

information is presented in Chapter Four. 

Instruments 

Two instruments were used in this study to collect data. The first instrument was Self-

Assessment Questionnaire, which was used to collect participants’ demographic information 

and measure participants’ self-assessment of English skills and their perceptions towards self-

assessment. The second instrument was the Guangzhou English Examination. This 

instrument was used to measure participants’ overall English proficiency and their separate 

proficiency in computer-based listening and speaking, reading and writing.  

Self-Assessment Questionnaire 

Purpose and Content of Self-Assessment Questionnaire. Self-Assessment 

Questionnaire (Appendix B) consists of three sections: demographic information, Self-

Assessment of English Skills Scale, and Perceptions towards Self-Assessment Scale. Section 
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One, demographic information, aims to profile participants. Section Two, Self-Assessment of 

English Skills Scale, consists of three parts - self-assessment of listening and speaking, self-

assessment of reading, and self-assessment of writing. Section Three, Perceptions towards 

Self-Assessment Scale, aims to examine how participants perceive self-assessment in their 

English learning process. 

Section One: The demographic information included participants’ gender, age, student 

number, years of studying English, extra English learning activities after class, time spent in 

learning English after class, familiarity with self-assessment in English learning, and how 

well they have done in recent English examination in regard to computer-based listening and 

speaking, reading and writing. This section has 10 items. 

Section Two: The items in can-do statement may give more accurate results than other 

formats of self-assessment (Ross,1998). Therefore, the items of the Self-Assessment of 

English Skills Scale used in this study were developed into can-do statements. This section is 

a 41-item scale that measures students’ self-assessment of their computer-based English 

listening and speaking, reading and writing. Participants respond to items such as “I can 

pronounce words clearly and accurately, i.e. without missing, adding and mispronouncing 

syllables” and “I can summarize the main ideas of the paragraphs and articles” on a 5-point 

Likert scale (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly agree).  

Section Three: Perceptions towards Self-Assessment Scale (adapted from the 

questionnaire in Lew, Alwis & Schmidt, 2010) is a 10-item scale. The original questionnaire 

has three underlying variables in sentence statement (e.g., the self-assessment enables me to 

make an appraisal of my learning, assessing my own performance is more of a habitual action 
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than to improve on my learning, and the self-assessment enables me to manage my tutor’s 

impressions of how I performed) measuring participants’ perceptions in the usefulness of 

self-assessment. In this thesis, the three variables were transformed into phrases, which are 

appraisal function, habitual action and impression management. Participants respond to 

items, such as, “Doing the self-assessment of English enables me to judge my performance 

better” and “I assess my English in order for the tutor to grade me” on a 5-point Likert scale 

(1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly agree). The final 

score of each variable was calculated by separately summing up scores of the items in each of 

the three variables mentioned above. The original questionnaire is initially developed in 

English. However, as the target participants of this study have Mandarin Chinese as their 

native language, it is possible that accurate interpretations of items on this scale may be 

hindered due to participants’ insufficient proficiency in English. Thus, the Perceptions 

towards Self-Assessment Scale in this study was translated into Mandarin (see Appendix C) 

so that participants were able to comprehend the items, and meanings of the texts were not 

lost. In order to ensure the adequacy of the translation, two graduate students majoring in 

English-Chinese translation and one graduate student who is a native English speaker assisted 

in translation, back-translation and the comparison between the questionnaires of Chinese 

version and the original English version. 

Construction and Validation of the Self-Assessment of English Skills Scale. 

Concerning the construction and validation of the Self-Assessment of English Skills Scale, 

which is the second section of the whole questionnaire, three main methods were employed 

to ensure its validity and reliability - qualitative input, in-service teacher and peer 
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evaluations, and a pilot study. 

First, qualitative input (to integrate relevant previous studies and China’ educational 

documents as a resource base to compile the scale) was to ensure the content validity. 

Following is the detailed information of constructing the Self-Assessment of English Skills 

Scale.  

Self-Assessment of English Skills Scale measures students’ self-assessment of their 

computer-based English listening and speaking, reading and writing. The computer-based 

English listening and speaking test has three parts (Part A Reading Aloud, Part B Role Play 

and Part C Retelling). Therefore, based on Chen’s study (2017), scoring standard of 

computer-based listening and speaking test of 2019, and college entrance examination 

syllabus of 2019, the self-assessment of listening and speaking scale is developed into three 

parts (self-assessment of reading aloud, self-assessment of role play, and self-assessment of 

retelling). The self-assessment of writing is adapted from Li and Zeng (2019), which is 

originally developed based on college entrance examination syllabus of 2018 and China’s 

Standards of English Language Ability (MOE, 2018). The final part of this questionnaire is 

the self-assessment of writing which was developed according to the college entrance 

examination syllabus and scoring standards of writing in 2019.  

Second, to ensure content validity, in-service teacher and peer evaluations were adopted 

before conducting a pilot study. The researcher collected feedback from three in-service 

English teachers with more than 20 years teaching experience and two postgraduates 

specialized in language testing to evaluate its validity, clarity, read-ability and redundancy. 

Based on their feedback, modifications to the item wording were made to ensure the content 
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validity. 

Third, a pilot study was conducted to examine if there were any unexpected results, and 

to further identify the ambiguous or confusing items with regard to wording format and 

content. 32 students from one class at the same grade and the same high school as the 

participants in the main study were randomly chosen to complete the questionnaire and 6 of 

them were randomly chosen to be interviewed for the reading and comprehension problem, 

and modifications of wording were made according to their feedback. Table 3.2 presents the 

descriptive statistics of all the 41 items, with the means ranging from 3.16 to 3.97. The values 

for skewness and kurtosis between -2 and +2 are considered acceptable for normal 

distribution (George & Mallery, 2016), therefore, all the results of the items are considered 

normally distributed. Therefore, no unexpected outliers were found. Cronbach’s alpha was 

also calculated for the whole questionnaire ( =.98), listening and speaking variable ( =.98), 

reading variable ( =.97) and writing variable ( =.93). According to Zhou et al. (2015), 

Cronbach’s  in language research higher than .90 is excellent, .80-.90 good, .70-.80 

acceptable, and lower than .70 unacceptable. The above statistical analyses suggest that the 

questionnaire is reliable for main study.  

Guangzhou English Examination 

Guangzhou English Examination [广州市调研考] is a traditional simulation test, which 

has been held for more than 20 years. It is well known for a large number of test-takers, 

authoritativeness of test questions, a high test-reliability, sound evaluation mechanism, and 

high social attention. It is mainly used to detect the effectiveness of the first round of College  
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Table 3. 2 Descriptive statistics for Self-Assessment of English Scale in pilot study 

 M (SD) 95% CI Skewness Kurtosis 

LS1 3.34 (.937) [3.01, 3.68] -.266 .141 

LS2 3.47 (.915) [3.14, 3.80]  -.306 -.747 

LS3 3.41 (1.043) [3.03, 3.78] -.189 -.439 

LS4 3.38 (.871) [3.06, 3.69] -.528 .688 

LS5 3.28 (.924) [2.95, 3.61] -.089 .260 

LS6 3.53 (1.016) [3.17, 3.90] -.287 -.114 

LS7 3.47 (.916) [3.14, 3.80] -.575 .550 

LS8 3.53 (.983) [3.18, 3.89] -.418 .133 

LS9 3.31 (.859) [3.00, 3.62] -.349 .736 

LS10 3.41 (.875) [3.09, 3.72] -.311 .865 

LS11 3.31 (.896) [2.99, 3.64] -.110 .578 

LS12 3.16 (.920) [2.82, 3.49] .203 .423 

LS13 3.53 (.950) [3.19, 3.87] -.336 .384 

LS14 3.16 (.767) [2.88, 3.43] -.280 1.516 

LS15 3.19 (.859) [2.88, 3.50] -.059 .709 

LS16 3.34 (.971) [2.99, 3.69] -.091 .000 

LS17 3.47 (1.077) [3.08, 3.86] -.079 -.538 

R1 3.66 (.827) [3.36, 3.95] .011 -.492 

R2 3.66 (.827) [3.36, 3.95] -.354 -.179 

R3 3.56 (.716) [3.30, 3.82]  .330 -.216 

R4 3.63 (.907) [3.30, 3.95] -.536 .992 

R5 3.97 (.782) [3.69, 4.25] -.375 -.152 

R6 3.69 (.821) [3.39, 3.98] -.090 -.408 

R7 3.69 (.738) [3.42, 3.95] .068 -.301 

R8 3.41 (.837) [3.10, 3.71] .492 -.203 

R9 3.44 (.669) [3.20, 3.68] -.102 -.098 

R10 3.25 (.842) [2.95, 3.55] .173 -.466 

R11 3.56 (.759) [3.29, 3.84] .011 -.188 

R12 3.21 (.803) [3.21, 3.79] .398 -.304 

R13 3.66 (.745) [3.39, 3.92] .171 -.373 

W1 3.88 (.833) [3.57, 4.18] -.112 -.787 

W2 3.88 (.793) [3.59, 4.16] -.181 -.459 

W4 3.53 (.842) [3.23, 3.83] .415 -.509 

W5 3.53 (.915) [3.20, 3.86] -.233 .675 

W6 3.16 (.884) [2.84, 3.47] -.024 -.390 

W7 3.44 (.759) [3.16, 3.71] .460 -.011 

W8 3.66 (.827) [3.36, 3.95] -.354 -.179 

W9 3.56 (.716) [3.30, 3.82]  .330 -.216 

W10 3.63 (.907) [3.30, 3.95] -.536 .992 

W11 3.97 (.782) [3.69, 4.25] -.375 -.152 

Note: LS = listening and speaking; R = reading; W = writing 
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Entrance Examination preparation for the Grade 12 students. Therefore, the score of the  

Guangzhou English Examination, which was held on December 17, 2019, was used as the 

indicator of participants’ English proficiency.  

Data Collection and Data Analysis Procedures 

Data Collection 

The data collection, including the collection of participants’ Guangzhou English 

Examination scores and questionnaire responses was conducted from December 18, 2019 to 

December 31, 2019 in a senior high school of Guangzhou, China. The Guangzhou English 

Examination was held on December 17, 2019. The day after the examination, the electronic 

version of the Self-assessment Questionnaire was sent to all Grade 12 students’ learning 

tablet with the consents of the school and all the English teachers of Grade 12. With consent 

of the school and participants, the researcher was given the English transcript report of all the 

12th grade students on December 31, 2019. The English transcript report records the students’ 

total English scores, as well as their reading, writing and computer-based listening and 

speaking scores in detail. Participants’ responses to the Self-Assessment Questionnaire were 

collected on the same day.  

Data Preparation and Analysis 

Participants’ questionnaire responses and their English examination scores were linked 

and entered into the Statistical Package for Social Sciences 25 (SPSS 25). After the matching, 

any information that could identify participants, such as name, class number and student 
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number, was deleted. Among the 311 questionnaires obtained from the participants, 9 

questionnaires were excluded because only the first several items were responded (this is 

probably related to students’ unwillingness to fill the rest questionnaire items) and their 

missing data exceeded 50% of the total answers (Field, 2018). No missing data existed in the 

remaining 302 questionnaires. Therefore, the results of the rest 302 questionnaires were used 

in data analyses. 

Participants’ gender was coded, male as 1, female as 2, and other as 3. Time spent on 

learning English after class was clustered into four time spans, which were “0-30 minutes”, 

“more than 30 minutes up to 60 minutes”, “more than 60 minutes up to 120 minutes”, and 

“more than 120 minutes”, and they were coded as 1, 2, 3, and 4 respectively. For the 5-point 

Likert scale of the remaining items, 1 = strongly disagree, 2 = disagree, 3 = neutral, 4= agree, 

and 5 = strongly agree.  

Next, the data was analyzed in four phases. First, to further ensure the construct validity 

of the Self-Assessment Questionnaire, exploratory factor analysis was conducted with the 

extraction method of principal axis factoring and the rotation method of varimax in order to 

identify the underling factors of the constructs. The criteria for retaining the factors include 

Kaiser’s criterion (i.e., the eigenvalue above 1.0), the cumulative percentage of explained 

variance (approximately 60%), and visually examining the scree plot (Fabrigar & Wegener, 

2012; Field, 2018). Besides, internal consistency values (Cronbach’s α) were also calculated 

for each factor. This step aims to examine if the data set from the questionnaire is reliable for 

further statistical analyses. 

Second, according to the results of the first step, descriptive statistics (e.g., means, 
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standard deviations, confidence intervals, skewness and kurtosis) were calculated and One-

Sample t-test (between the mean of each skill-based item and the mean of the overall skill-

based items) was conducted to answer the first research question. For example, One-Sample 

t-test was run between the mean of the first item in the reading category and the mean of the 

overall reading items. Normality assumption was also checked in this phrase by examining 

skewness and kurtosis. 

Third, Pearson product-moment correlation coefficients were calculated to investigate 

the bivariate relationship among students’ total scores of self-assessments of their English 

skills, the total scores of the English examination, and the total scores of students’ perceptions 

towards self-assessment. English proficiency subtests scores (the scores of computer-based 

listening and speaking, reading and writing) were also respectively linked to the scores of 

self-assessment of each skill (listening and speaking, reading and writing) in correlational 

analysis. In addition, One-way ANOVA analysis was also conducted among the self-

assessment mean of students with different English levels (high, intermediate and low-levels) 

to answer the second research question. 

Finally, multiple regression analyses were conducted to disclose the power of each of the 

perception variables in predicting students’ self-assessment of English skills and their English 

proficiency. The multiple regression analysis revealed whether high or low self-assessment of 

English and English proficiency were related to one specific aspect of perceptions towards 

self-assessment. The purpose of this phase was to answer the third and fourth research 

questions. To address the third research question, standard multiple regression was conducted 

with perception variables as the independent variables and self-assessment of English skills 
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as the dependent variable. To address the fourth research question, perception variables were 

entered as independent variables to standard regression models with English proficiency as 

dependent variable. 
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Chapter 4 Results 

This chapter reports the results with respect to the research questions. There are five 

sections in this chapter. The first section reports participants’ demographic information. The 

second section shows results of exploratory factor analysis, which confirms that the data from 

the questionnaire is reliable for further statistical analysis. The following three sections report 

the results of descriptive statistics of the questionnaire, One-Sample t-test, Pearson 

correlation analysis, One-way ANOVA, as well as multiple regression, which correspond to 

the four research questions.  

Demographic Information 

The participants were 302 EFL students of Senior Three in high school between the ages 

of 15 and 19, M = 17.16, SD = .562. Among the 302 participants, there were 170 females 

(56.3%) and 132 males (43.7%). Most of the participants have been learning English for 

more than 9 years (n = 230, 76.2%). 27.8% of the participants indicated their time spent in 

learning English after class every day was up to 30 minutes (n = 84), 53% was more than 30 

minutes up to 60 minutes (n = 160), 16.6% was more than 60 minutes up to 120 minutes (n = 

50 ), and 2.6% was more than 120 minutes (n = 8). The activities they completed to learn 

English after class involved English tutoring, watching English TV shows, English website 

reading and doing homework. Two most frequently mentioned activities were watching 

English TV shows (n = 108, 35.8%) and doing homework (n = 239, 79.1%). Participants’ 

familiarity with self-assessment was measured by “I am familiar with self-assessment” on a 

5-point Likert scale (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly 
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agree). The result suggested their familiarity with self-assessment was moderate on average, 

M = 2.96, SD = .99, 95% CI [2.85, 3.07]. Participants’ frequency of using self-assessment in 

their English learning was measured by “I often participate in self-assessment during my 

English learning process” on a 5-point Likert scale. The results indicated that students’ 

frequency of using self-assessment was moderate on average, M = 2.99, SD = .95, 95% CI 

[2.89, 3.10]. The means of participants’ perceptions on whether they had done well in the 

recent examination of computer-based listening and speaking (M = 2.96), reading (M = 2.99) 

and writing (M = 2.85) were moderate on average.  

Exploratory Factor Analysis 

Self-Assessment of English Skills Scale 

The exploratory factor analysis (EFA) was run to further validate the Self-Assessment of 

English Skills Scale, and to ensure that the data obtained from this instrument were reliable 

for further statistical analysis. As the Table 4.1 shows, the results of the Kaiser-Meyer-Olkin 

Measure of Sampling Adequacy is .97 and Bartlett’s Test of Sphericity is significant (p < .01), 

which indicates that the data set satisfies the criteria for EFA. Thus, the principal component 

analysis method of extraction was conducted.  

Table 4. 1 KMO and Bartlett’s Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy .97 

Bartlett’s Test of Sphericity Approx. Chi-Square 11891.28 

df 820 

Sig. .000 
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Table 4. 2 Total variance explained of Self-Assessment of English Skills Scale 

Initial Eigenvalues Extraction Sums of Squared Loadings Rotation Sums of Squared 

Loadings 

Component Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 21.57 52.62 52.62 21.57 52.62 52.62 8.41 20.51 20.51 

2 3.54 8.64 61.26 3.54 8.64 61.26 7.65 18.65 39.16 

3 2.07 5.05 66.30 2.07 5.05 66.30 6.94 16.93 56.09 

4 1.35 3.28 69.58 1.35 3.28 69.58 5.02 12.24 68.34 

5 1.05 2.57 72.15 1.05 2.57 72.15 1.56 3.82 72.15 

Note. The rest components are not presented in this table to save the space since they are smaller than 1.0. 

Five factors were extracted out with eigenvalues greater than 1.0. The proportion of 

variance explained by the five factors is 52.62%, 8.64%, 5.05%, 3.28%, and 2.57% 

respectively, accounting for 72.15% (see Table 4.2). Since the factor of listening and speaking 

has three sub-factors, three among the extracted five factors can be seemed as one. Therefore, 

three factors were extracted out, representing the factor of listening and speaking, reading and 

writing (see Table 4.3). 

 Crocker and Algina (1986) suggested that modification or deletion of questionnaire 

items were needed if: 1) their factor loadings were lower than .30; 2) they loaded on more 

than one factor; or, 3) they reduced the reliability of the sub-scale. Thus, according to the 

results of Table 4.2 and Table 4.3, no item needs to be deleted or refined. The results of EFA 

suggest that the construct validity of the Self-Assessment of English Skills Scale is good. 

The Cronbach’  of the whole Self-Assessment of English Skills Scale is .98, and of the 

factor of listening and speaking, factor of reading, and factor of writing is .96, .96 and .95 

respectively, which indicates that all 41 items were of high internal consistency. In 

conclusion, the Cronbach’  and the results of EFA confirm that the data obtained from this 

instrument were reliable for further statistical analysis. 
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Table 4. 3 Rotated component matrix for Self-Assessment of English Skills Scale in Main Study 

 Factor 

 1 2 3 

R7 .757   

R6 .752   

R12 .727   

R4 .714   

R3 .714   

R8 .710   

R9 .688   

R10 .688   

R1 .684   

R13 .663   

R11 .658   

R5 .644   

R2 .640   

W10  .791  

W9  .788  

W3  .753  

W7  .750  

W4  .741  

W8  .738  

W11  .698  

W5  .674  

W6  .672  

W2  .635  

W1  .585  

LS2   .807 

LS3   .797 

LS13   .771 

LS16   .761 

LS1   .753 

LS14   .738 

LS4   .727 

LS17   .716 

LS5   .707 

LS15   .691 

LS12   .639 

LS10   .631 

LS9   .612 

LS11   .586 

LS7   .558 

LS8   .551 

LS6   .533 
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Note. LS: self-assessment of listening and speaking; R: self-assessment of reading; W: 

self-assessment of writing.  

Perceptions towards Self-Assessment Scale 

This instrument is adapted from Lew, Alwis and Schmidt’s (2010) questionnaire on 

students’ self-assessment beliefs, which has three variables (appraisal function, habitual 

action and impression management). The results of EFA in this study (see Table 4.4 and Table 

4.5) suggest the same three variables as the original questionnaire.  

Table 4. 4 Total variance explained of Perceptions towards Self-Assessment Scale 

Initial Eigenvalues Extraction Sums of Squared 

Loadings 

Rotation Sums of Squared 

Loadings 

Component Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 3.493 34.928 34.928 3.493 34.928 34.928 3.161 31.609 31.609 

2 2.854 28.545 63.473 2.854 28.545 63.473 2.832 28.321 59.931 

3 1.053 10.526 73.999 1.053 10.526 73.999 1.407 14.068 73.999 

Note. Extraction Method: Principle Component Analysis. 

The rest components are not presented in this table to save the space since they are smaller than 1.0. 

 

Table 4. 5 Rotated component matrix for Perceptions towards Self-Assessment Scale in Main Study 

 Factor 

 1 2 3 

P3 .913   

P1 .883   

P4 .863   

P2 .844   

P10  .890  

P9  .845  

P8  .781  

P5   .891 

P6   .656 

P7   .633 

Note. P: perception. 

The Cronbach’  of Perceptions towards Self-Assessment Scale is .78, and of the factor 

of appraisal function, habitual action and impression management is .90, .65, .83 respectively. 
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The Cronbach’  and the results of EFA suggest that the data from this questionnaire is 

reliable for further statistical analysis. 

Descriptive Statistics and One-Sample t-test 

Results for Research Question 1: What are Chinese High School Students’ Self-

Assessment of English Skills and their Perceptions towards Self-Assessment 

Overall, the mean for self-assessment of listening and speaking was 3.42 (SD = .73), 

reading 3.65 (SD = .69), writing 3.54 (SD = .68), and for perceptions towards self-assessment 

of English was 2.96 (SD = .57) (appraisal function = 3.4, habitual action = 2.8, and 

impression management = 2.5). Table 4.6 details the mean and standard deviation of each 

item in the Self-Assessment of English Skills Scale and Perceptions towards Self-Assessment 

Scale. The table also presents the One-Sample t-test results comparing the mean score of each 

item and the mean score of all corresponding items in the same category. 

For the self-assessment of listening and speaking, the One-Sample t-test analyses 

revealed that the means for items 13, 8, 6, and 10 were self-rated by participants significantly 

higher than the overall mean of SA of listening and speaking items, whereas items 11 and 12 

were self-rated significantly lower. Therefore, participants self-assessed that they were better 

in the following areas with regard to their listening and speaking skills: to retell most of the 

information in their own language; to understand and get the gist of short dialogues on 

familiar topics; to speak fluently and coherently; and to deduce what they hear and 

understand the speaker’s intentions, opinions and attitudes. They self-assessed their 

weaknesses in asking questions according to the requirements while making sure that the 
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grammatical structure and word selection are correct, and answering the questions according 

to the requirements while making sure that the grammatical structure and word selection of 

the answers are correct.  

For the self-assessment of reading, the One-Sample t-test analyses revealed that the 

means for items 5 and 1 were self-rated by participants significantly higher than the overall 

mean of self-assessment of reading items, whereas items 8, 9, and 10 were self-rated 

significantly lower. Therefore, participants self-assessed that they were better in the following 

areas with regard to their reading skills: to identify the types of articles (such as genre, 

origin); to quickly find relevant details (such as date, name, location, etc.) from the article. 

They self-assessed their weaknesses in making reasonable inferences about the implicit 

relationship between the events and the arguments that the author did not explicitly mention, 

comparing the similarities and differences between two similar viewpoints and choosing the 

most appropriate one from several options with similar meanings, and applying the 

grammatical knowledge they have learned to analyze long sentences with complex structures. 

For the self-assessment of writing, the One-Sample t-test analyses revealed that the 

means for items 1 and 2 were self-rated by participants significantly higher than the overall 

mean of self-assessment of writing items, whereas item 6 were self-rated significantly lower. 

Therefore, participants self-assessed that they were better in the following aspects with regard 

to their writing skills: to write in rich content according to the requirements; and to cover and 

clearly express all the main points according to the writing requirements. They self-assessed 

their weaknesses in writing with both basic and advanced vocabulary flexibly. 
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Table 4. 6 Descriptive statistics and One-Sample t-test 

Item Mean Standard 

Deviation 

One-Sample 

t-test Sig. (2-

tailed) 

Item Mean Standard 

Deviation 

One-Sample t-

test Sig. (2-tailed) 

Listening and Speaking 

13 3.67 0.872 p<.001 16 3.39 0.892 p>.05 

8 3.57 0.87 p<.05 15 3.38 0.861 p>.05 

6 3.55 0.931 p<.05 5 3.34 0.985 p>.05 

10 3.53 0.826 p<.05 14 3.34 0.874 p>.05 

17 3.48 0.918 p>.05 1 3.31 1.045 p>.05 

7 3.45 0.927 p>.05 3 3.31 0.996 p>.05 

9 3.44 0.875 p>.05 11 3.3 0.822 p<.05 

4 3.41 0.993 p>.05 12 3.3 0.85 p<.05 

2 3.4 0.996 p>.05     

Reading 

5 3.94 0.784 p<.001 11 3.64 0.818 p>.05 

1 3.85 0.789 p<.001 3 3.62 0.822 p>.05 

2 3.7 0.858 p>.05 7 3.6 0.832 p>.05 

4 3.67 0.852 p>.05 8 3.54 0.841 p<.05 

12 3.66 0.811 p>.05 10 3.48 0.91 p<.001 

6 3.65 0.801 p>.05 9 3.47 0.865 p<.001 

13 3.65 0.821 p>.05     

Writing 

1 3.91 0.794 p<.001 7 3.5 0.834 p>.05 

2 3.77 0.784 p<.001 8 3.48 0.892 p>.05 

4 3.61 0.781 p>.05 11 3.46 0.895 p>.05 

3 3.53 0.81 p>.05 10 3.4 0.89 p<.05 

5 3.53 0.805 p>.05 6 3.26 0.871 p<.001 

9 3.52 0.869 p>.05     

Perception 

3 3.52 0.838 p<.001 7 2.71 1.034 p<.001 

4 3.46 0.865 p<.001 6 2.63 0.992 p<.001 

1 3.43 0.819 p<.001 8 2.6 1.029 p<.001 

2 3.27 0.874 p<.001 9 2.58 1.037 p<.001 

5 3.01 1.204 p>.05 10 2.35 1.032 p<.001 

As for students’ perceptions towards self-assessment of English, the means of all the 

items of appraisal function variable were significantly higher than the mean of overall 

perceptions items. Almost all the means of all the items of habitual action and impression 

management variables were significantly lower than the overall means. 
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Descriptive Statistics for the Main Constructs 

Table 4. 7 Descriptive statistics for the main constructs or variables 

 M (SD) 95% CI Skewness Kurtosis 

ES 124.6 (9.1) [123.6,125.6] -.795 .916 

E_LS 12.7 (.88) [12.6, 12.8] -.903 1.086 

E_RA 4.1 (.18) [4.08, 4.12] -.803 .464 

E_RP 3.2 (.38) [3.18, 3.25] -.584 .348 

E_Re 5.4 (.5) [5.33, 5.45] -.984 .501 

E_R 37.9(4.2) [37.4, 38.4] -.854 .981 

E_W 28.7(3.5) [28.3, 29.1] -.476 .508 

LS 58.18 (12.4) [56.78, 59.59] -.370 1.143 

RA 23.77 (5.8) [23.11, 24.43] -.335 .451 

RP 17.15 (3.7) [16.72, 17.57] -.328 1.237 

Re 17.26 (3.89) [16.82, 17.71] -.356 .777 

R 47.47 (8.9) [46.46, 48.48] -.028 .660 

W 38.98 (7.47) [38.13, 39.83] -.223 1.110 

SA 144.63 (25.73) [141.72, 147.55] -.175 1.249 

P 29.57 (5.70) [28.92, 30.21] .708 1.843 

AF 13.69 (2.99) [13.35, 14.02] -.361 1.31 

HA 8.35 (2.48) [8.07. 8.63] -.271 .425 

IM 7.52 (2.69) [7.23, 7.84] .319 .170 

Note. ES: examination score; E_LS: examination score of listening and speaking; E_RA: examination 

score of reading aloud; E_RP: examination score of role play; E_Re: examination score of retelling; 

E_R: examination score of reading; E_W: examination score of writing; LS: self-assessment of listening 

and speaking; RA: self-assessment of reading aloud; RP: self-assessment of role play; Re: self-

assessment of retelling; R: self-assessment of reading; W: self-assessment of writing; SA: self-

assessment; P: perceptions towards self-assessment; AF: appraisal function; HA: habitual action; IM: 

impression management. 

 

Table 4.7 presents the means, standard deviations, confidence intervals, skewness and 

kurtosis of the constructs or variables that need to be put into correlation analysis and 

multiple regression. As can be seen from the table, all the skewness is between -1 and +1, and 

kurtosis is within the range of -2 to +2, which means that all the data are assumed to be 

normally distributed. Therefore, the following Pearson correlation analysis and multiple 

regression can be conducted to answer the rest three research questions. 
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Pearson Correlation Analysis and One-way ANOVA Analysis 

Results for Research Question 2: What is the Relationship between Chinese High School 

Students’ Self-Assessment of English Skills and their English Proficiency, and is this 

Relationship Different among Students of High, Intermediate and Low English Levels 

Research question 2 investigated the relationship between Chinese high school students’ 

self-assessment of English skills and their English proficiency, and whether this relationship 

is different among students of high, intermediate and low English levels. Pearson correlation 

was firstly run between the overall English examination scores and the overall self-

assessment scores, and then conducted between English examination sub-scores (e.g., 

examination scores of listening and speaking, reading, and writing) and self-assessment sub-

scores (e.g., self-assessment score of listening and speaking, reading, and writing) to further 

examine if students were able to accurately self-assess their English skills. Table 4.8 presents 

the detailed results of Pearson correlation analysis. Based on the general benchmarks for 

interpreting the effect size of correlations (Plonsky, 2015), small, intermediate, and large 

correlations were defined as .25, .40, and .60. 

As presented in Table 4.8, the correlations are intermediate and small in effect size. The 

overall English examination score is significantly and positively correlated with the overall 

self-assessment score (r = .32, p < .001), which indicates that students could self- assess their 

English proficiency accurately, and students of higher English proficiency had higher self- 

assessment score. The coefficient between examination score of listening and speaking and 

self-assessment of listening and speaking is the highest (r = .46, p < .001), and among the 
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three sub-skills the accuracy of self-assessment of retelling is the highest (r = .41, p < .001). 

The correlations between examination score of writing and self-assessment of writing (r 

= .30, p < .001), between examination score of reading and self-assessment of reading (r 

= .27, p < .001) are both small in effect size. 

Table 4. 8 Correlations between overall English examinations scores and overall SA of English 

 

To further investigate whether the correlation between students’ self-assessment of 

English skills and their English proficiency is different among students of different English 

levels, Pearson correlation analyses were also conducted for students of different English 

levels (see Table 4.9, 4.10, and 4.11). Table 4.9 indicates that students of high English level 

could accurately self-assess their English proficiency in general. Surprisingly, the correlation 

between reading score and self-assessment of reading was not significant. Table 4.10 and 4.11 

indicates that students of intermediate and low English levels were not able to accurately self-

assess their overall English proficiency, however, they were all able to accurately self-assess 

their listening and speaking skill. Surprisingly, students of low English level were able to 

 SA LS RA RP Re R W 

ES .32**       

E_LS  .46**      

E_RA   .37**     

E_RP    .28**    

E_Re     .41**   

E_R      .27**  

E_W       .30** 

Note. ** Correlation is significant at the .001 level (2-tailed) 

ES: examination score; E_LS: examination score of listening and speaking; E_RA: examination score of 

reading aloud; E_RP: examination score of role play; E_Re: examination score of retelling; E_R: 

examination score of reading; E_W: examination score of writing; LS: self-assessment of listening and 

speaking; RA: self-assessment of reading aloud; RP: self-assessment of role play; Re: self-assessment of 

retelling; R: self-assessment of reading; W: self-assessment of writing; SA: self-assessment. 
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self-assess their reading skill accurately.  

Table 4. 9 Correlations between English examinations scores and self-assessment of English 

for students of high English level 

 

Table 4. 10 Correlations between English examinations scores and self-assessment of English 

for students of intermediate English level 

 

The results of One-way ANOVA analysis (See Table 4.12) revealed that there were 

significant differences in overall self-assessment of English skills among students of high, 

 SA LS RA RP Re R W 

ES .40**       

E_LS  .45**      

E_RA   .31**     

E_RP    .34**    

E_Re     .38**   

E_R      .15  

E_W       .30* 

Note. ** Correlation is significant at the .001 level (2-tailed) 

* Correlation is significant at the .05 level (2-tailed) 

ES: examination score; E_LS: examination score of listening and speaking; E_RA: examination score of 

reading aloud; E_RP: examination score of role play; E_Re: examination score of retelling; E_R: 

examination score of reading; E_W: examination score of writing; LS: self-assessment of listening and 

speaking; RA: self-assessment of reading aloud; RP: self-assessment of role play; Re: self-assessment of 

retelling; R: self-assessment of reading; W: self-assessment of writing; SA: self-assessment. 

 SA LS RA RP Re R W 

ES .12       

E_LS  .36**      

E_RA   .24**     

E_RP    .24**    

E_Re     .25**   

E_R      .07  

E_W       .10 

Note. ** Correlation is significant at the .001 level (2-tailed) 

ES: examination score; E_LS: examination score of listening and speaking; E_RA: examination score of 

reading aloud; E_RP: examination score of role play; E_Re: examination score of retelling; E_R: 

examination score of reading; E_W: examination score of writing; LS: self-assessment of listening and 

speaking; RA: self-assessment of reading aloud; RP: self-assessment of role play; Re: self-assessment of 

retelling; R: self-assessment of reading; W: self-assessment of writing; SA: self-assessment 
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intermediate and low English levels. The Post Hoc Tests presented that the mean difference 

was significant between students of high English level and students of intermediate English 

level (mean difference was 12.59, p < .05), between students of high English level and 

students of low English level (mean difference was 21.06, p < .05), but no significant 

difference existed between students of intermediate English level and students of low English 

level. 

Table 4. 11 Correlations between English examinations scores and self-assessment of English 

for students of low English level 

 

Table 4. 12 The comparison of SA of English skills among students of different English levels 

Group N Mean Std. Deviation Test of Homogeneity of 

Variances 

ANOVA 

    Sig. F Sig. 

High 75 156.23 26.7  

.241 

 

13.97 

 

.000 

Intermediate 151 143.64 23.6 

Low 76 135.17 24.8 

Total 302 144.63 25.7    

 SA LS RA RP Re R W 

ES .17       

E_LS  .37**      

E_RA   .51**     

E_RP    .10    

E_Re     .30**   

E_R      .26*  

E_W       .16 

Note. ** Correlation is significant at the .001 level (2-tailed) 

ES: examination score; E_LS: examination score of listening and speaking; E_RA: examination score of 

reading aloud; E_RP: examination score of role play; E_Re: examination score of retelling; E_R: 

examination score of reading; E_W: examination score of writing; LS: self-assessment of listening and 

speaking; RA: self-assessment of reading aloud; RP: self-assessment of role play; Re: self-assessment of 

retelling; R: self-assessment of reading; W: self-assessment of writing; SA: self-assessment. 
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Multiple Regression 

Results for Research Question 3: What is the Relationship between Chinese High School 

Students’ Self-Assessment of English Skills and their Perceptions towards Self-Assessment 

In order to answer the third research question, which aims to investigate the relationship 

between students’ self-assessment of English skills and their perceptions towards self-

assessment, Pearson correlation analysis was firstly conducted to test if there was a linear 

relationship between these two constructs. The result indicates that there was a significant 

and positive correlation between students’ self-assessment of English skills and their 

perceptions towards self-assessment (r = .48, p < .001). Therefore, standard and hierarchical 

multiple regression analysis was run to find out the power of the three underlying variables of 

perceptions in predicting the self-assessment of English skills.  

Table 4. 13 Standard regression analysis of students’ SA of English skills and perceptions towards SA 

R2 Adjusted 

R2 

F Variable Standardized 

Coefficients 

β 

t p 95% CI for 

B 

.31 .30 43.71 Appraisal 

function  

.48** 9.89 .000 [3.3, 5.0] 

   Habitual 

action 

.24** 4.27 .000 [1.4, 3.7] 

   Impression 

management  

.01 .11 .914 [-1.0, 1.1] 

Note: ** p < .001 

As is shown in Table 4.13, perceptions towards self-assessment explained 30% of 

variance in the positive self-assessment, with the variables of appraisal function (β = .48, p 

< .01) and habitual action (β = .24, p < .01) as the two significant predictors among the three 

identified perceptions variables.  
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Results for Research Question 4: What is the Relationship between Chinese High School 

Students’ English Proficiency and their Perceptions towards Self-Assessment 

Research question 4 aims to confirm if there is a relationship between students’ English 

proficiency and their perceptions towards self-assessment. Pearson correlation partial analysis 

was firstly conducted to test if there was a linear relationship between these two constructs. 

The result indicates that there is significant and negative correlation between students’ 

English proficiency and their perceptions towards self-assessment (r = -.15, p < .05). When 

correlated students’ English proficiency with the three perception variables, which are 

appraisal function, habitual action and impression management, significant and positive 

correlation existed between student’s English proficiency and appraisal function (r = .16, p 

< .05) though the effect size is small. Although the correlations between students’ English 

proficiency and habitual function (r = -.05), between students’ English proficiency and 

impression management (r = -.08) were not significant, they were all slightly negatively 

correlated, indicating students of higher English scores tended to have lower scores on 

habitual function and impression management. 

Table 4. 14 Standard regression analysis of students’ English proficiency and perceptions 

towards SA 

R2 Adjusted 

R2 

F Variable Standardized 

Coefficients 

β 

t p 95% CI for 

B 

.04 .03 3.98 Appraisal 

function  

.18** 3.14 .002 [.09, .78] 

   Habitual 

action 

.01 .06 .953 [-.35, .62] 

   Impression 

management  

-.11 -1.70 .091 [-.77, .14] 

Note: ** p < .01 
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As is shown in Table 4.14, perceptions towards self-assessment explained 3% of 

variance in the positive self-assessment of English, with the variable of appraisal function (β 

= .18, p < .01) the only significant predictor among the three identified perceptions variables.  
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Chapter 5 Discussion and Conclusion 

This research addressed four research questions concerning Chinese high students’ self-

assessments of English skills, their perceptions towards self-assessment, and the relationships 

among their self-assessment of English skills, English proficiency, and their perceptions 

towards self-assessment. As a result, students’ self-assessment of their English skills and their 

perceptions towards self-assessment were revealed. The significant and positive correlations 

among Chinese high school students’ self-assessment of English skills, English proficiency 

and their perceptions towards self-assessment were confirmed. 

 This chapter addresses the research questions and discusses the results in both research 

and education contexts. First, students’ self-assessment of their English skills and their 

perceptions towards self-assessment are discussed. Second, the relationship between students’ 

English proficiency and their self-assessment of English skills is discussed. Next, the 

contribution of appraisal function, habitual action and impression management to students’ 

self-assessment of English skills and their English proficiency are discussed. Finally, the 

limitations and suggestions for future research are also discussed, followed by conclusions 

and implications. 

Discussion 

Chinese High School Students’ Self-Assessment of English Skills and their Perceptions 

towards Self-Assessment 

The first research question was “What are Chinese high school students’ self-assessment 
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of English skills and their perceptions towards self-assessment?” Findings revealed that 

students self-rated their reading and writing high, and listening and speaking moderately 

high, indicating that they perceived their overall English ability to be highly proficient. 

Meanwhile, they also self-assessed their strengths and weaknesses concerning their English 

skills.  

For listening and speaking skills, students held the perceptions that they were especially 

good at speaking fluently and coherently, understanding the gist of dialogues, deducing 

underlying meanings behind the sentences, and keeping the integrity of retelling. However, 

they self-assessed their weaknesses in asking and answering questions according to the 

requirements while making the correct grammatical structure. Zhang (2014) showed that the 

training of listening and speaking abilities of Chinese high school students depended more on 

students own repeated practice, and teachers seldom provided explanation and feedback for 

students. Therefore, students were good at obtaining and expressing general information 

while weak in ensuring the correct grammatical structure and using proper vocabulary. With 

regard to reading, students’ self-assessment revealed that they exceled in identifying the types 

of articles and finding details. However, they were weak in making reasonable inferences, 

comparing similarities and differences, and analyzing complex sentences. In China, English 

teachers pay a great deal of attention on teaching students the strategies to answer the reading 

comprehension questions while they pay less attention on teaching students how to read and 

understand the article as a whole (Ge, 2012; Liu, 2010). Therefore, students are better at 

strategies (such as locating the detail information to the questions, judging the genre of the 

article, and finding the topic sentence) to answer simple questions while they are weak in 
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understanding the whole articles and mining the hidden meanings behind the articles. 

Students self-rated that they were able to do better in writing rich content and expressing 

ideas clearly concerning the writing task, but weak in applying vocabulary flexibly. Teachers 

seldom spend time in explaining vocabulary specifically in daily writing instruction (Chen, 

2016), therefore, even if students accumulate abundant words in their mind, they are still not 

able to use them properly in sentence writing. 

Moreover, the results showed that students tend to perceive self-assessment as an 

appraisal tool rather than just a habitual action or an impression management tool, inferring 

that they had positive attitudes towards self-assessment in general. The results of this study 

are in line with Andrade and Du’s (2007) research, which concluded that students perceived 

self-assessment as an effective technique helping their learning. However, participants in this 

study also perceived that too frequent application of self-assessment in English learning was 

a waste of time, which is in line with the claim of Hanrahan and Isaacs (2001) and Ross 

(2006) that doing self-assessment was time-consuming. 

Relationship between Chinese High School Students’ Self-Assessment of English Skills 

and their English Proficiency 

The second research question was “What is the relationship between Chinese high 

school students’ self-assessment of English skills and their English proficiency, and is this 

relationship different among students of high, intermediate and low English levels?” Findings 

confirmed that intermediate correlations existed between the overall English proficiency and 

the overall self-assessment of English skills (r = .315, p < .001), between the English sub-
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scores and self-assessment sub-scores (listening and speaking r = .459, p < .001; reading r 

= .265, p < .001; and writing r = .296, p < .001 ). And the correlation between the score of 

listening and speaking and self-assessment of listening and speaking are highest among all 

the skills. Compared to Li and Zeng (2019) and Xu et al. (2010), the correlation coefficients 

in this study are smaller. Although there was a significant and positive correlation between 

students’ self-assessment of English skills and their English proficiency, the weak correlation 

also meant that the accuracy of Chinese high students’ self-assessment ability still needed to 

be improved. In this study, the correlation coefficient between students’ self-assessment of 

English skills and their English proficiency was smaller than that of previous studies, which 

may be related to students’ lack of self-assessment experience in this study. Students in China 

are seldom given the opportunities to self-assess their English skills in their English learning 

process. Therefore, students may have the tendency to respond positively other than item 

content (Heilenman, 1990) of the self-assessment questionnaire, which affected the accuracy 

of students’ self-assessment of their English skills. 

The correlations between English proficiency and self-assessment of English skills 

varied among students of high, intermediate and low English levels. For students of high 

English level, they were able to self-assess their overall English proficiency with a moderate 

correlation between their overall English proficiency and their overall self-assessment of 

English skills. This may be related to students’ self-awareness. Generally speaking, students 

of high level are better aware of their learning process so that they can make a more accurate 

self-assessment of their English proficiency than students of intermediate or low English 

levels. Specifically, students of high level were able to accurately self-assess their listening 
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and speaking skill and writing skill, while their self-assessment of reading was not accurate. 

This result contradicts the previous research results in China. Xu, Li and Li (2010) indicated 

that university students had the competence to self-assess their reading ability, and the higher 

students’ English proficiency, the more accurately they tended to self-assess their reading. In 

addition, the findings of this study are also different from the indications of Dolosic (2018), 

Liu and Brantmeier (2019), and Li and Zeng (2019) that EFL learners in China had the 

competence to self-assess their reading abilities accurately. The contradiction could due to the 

individual differences and test types, which could influence the accuracy of self-assessment 

(Brantmeier, 2006; Brantmeier & Vanderplank, 2008). 

For students of intermediate and low English levels, they were not able to self-assess 

their overall English proficiency, which is in line with Brantmeier’s (2006) and Ashton’s 

(2014) claims that the accuracy of self-assessment was affected by language levels and 

learners at lower proficiency levels were less able to accurately self-assess their language 

skills. However, students of intermediate and low English levels all had the competence to 

self-assess their listening and speaking skill accurately. That could be the result of the 

intensive training of listening and speaking tasks. The participants in this study had been 

trained at least one semester to prepare for the Computer-Based Listening and Speaking Test 

(Guangdong Version) which would be held in March 2020.  

Relationship between Chinese High School Students’ Self-assessment of English Skills and 

their Perceptions towards Self-Assessment 

The third research question was “What is the relationship between Chinese high school 
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students’ self-assessment of English skills and their perceptions towards self-assessment of 

English?” Findings indicated that students’ self-assessment of English skills and their 

perceptions towards self-assessment was significantly and positively correlated. The overall 

correlation was intermediate (r = .48, p < .001). Two variables of the perceptions, which were 

appraisal function (β = .48, p < .01) and habitual action (β = .24, p < .01)), had significant and 

positive power in predicting students’ self-assessment of English skills. Students who had 

higher ratings of self-assessment functioning as an appraisal tool had higher scores of self-

assessment of their English skills, which indicated that students had positive attitudes towards 

self-assessment. However, students who had higher ratings of self-assessment as a habitual 

action also had higher scores of self-assessment of English skills, indicating that students 

tended to believe the no necessity of too frequent application of self-assessment in their 

English learning process. Previous empirical studies indicated that L2 learners perceived self-

assessment as a useful tool guiding them throughout the stages of goal-setting, planning, self-

monitoring and self-reflection (Andrade & Du, 2007; Muñoz & Álvarez, 2007) but also a 

challenging means to be objective and time-efficient (Hanrahan & Isaacs, 2001; Ross, 2006). 

In conclusion, although students perceived self-assessment as a useful appraisal tool 

contributing to improving their English, they held the idea that overuse of self-assessment 

should be avoided.  

Relationship between Chinese High School Students’ English Proficiency and their 

Perceptions towards Self-assessment 

The fourth research question was “What is the relationship between Chinese high school 
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students’ English proficiency and their perceptions towards self-assessment?” Pearson 

correlation analysis revealed that there was a significant and negative correlation between 

students’ English proficiency and their overall perceptions towards self-assessment of English 

although the correlation was small (r = -.15, p < .05). Pearson correlation analysis also found 

the correlations between students’ English proficiency and the variable of appraisal function 

(r = .16, p < .001), between students’ English proficiency and the variable of habitual action 

(r = -.05, p > .001), between students’ English proficiency and the variable of impression 

management (r = -.08, p > .001). Therefore, students of higher English proficiency tended to 

perceive self-assessment as a useful appraisal tool contributing to their English improvement. 

This could be related to students’ degree of involvement in self-assessment. Dolosic et al. 

(2016) and Butler and Lee (2010) indicated that learners were able to assess their language 

skills better if they were provided more opportunity to get involved in self-assessment during 

their language learning process. The mean of high-level students’ involvement in self-

assessment was 3.36 out of 5, and the means of intermediate-level and low-level students’ 

involvement in self-assessment were 2.95 and 2.71 respectively. Therefore, strengthening 

students’ participation in self-assessment helps enhance their positive perceptions towards it. 

The results of multiple regression analysis revealed that only the variables of appraisal 

function had significant power in predicting students’ English proficiency (β = .18, p < .01), 

indicating students who had higher score of the appraisal function variable tended to obtain 

higher English score. Self-assessment plays a crucially effective and significant role in 

developing various language skills by guiding learners to self-reflect, self-judge their learning 

and then revise their work (Andrade & Valtcheva, 2007; Yan & Brown, 2017). The variable 
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of appraisal function consists of four perception items and each item represents the process of 

self-judgement, language improvement, better learning awareness and strengths and 

weakness assessment respectively. Those processes help students’ self-reflection, self-

monitoring and revision in their English learning process thus finally contribute to students’ 

English proficiency improvement.  

Limitations and Recommendations for Future Research 

This study revealed several significant findings on Chinese high school students’ self-

assessment of English skills in relation with their English proficiency and their perceptions 

towards self-assessment. However, there are a few limitations in the study that must be 

addressed. First, the sample is limited in that it comes from one grade (Grade 12) and one 

school in a city of China. This limitation resulted from limited research time and funding for 

a Master’s thesis. Therefore, findings of my study are limited to the present sample. Future 

researchers should seek to collect data in multiple Chinese high school contexts to validate 

the results of the present study. Second, the Self-Assessment of English Skills Scale in this 

study has not been strictly tested for its reliability and validity within this research context. 

The data collected from this scale may have discrepancy from how students actually self-

assess their English skills and how they perceive self-assessment in their English learning 

process. Finally, the Perceptions towards Self-Assessment Scale in this study only has three 

dimensions, which are appraisal function, habitual action and impression management. If 

more variables were involved in the study, the relationships among students’ English 

proficiency, self-assessment of English skills and their perceptions towards self-assessment 
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could be examined to a further extent. However, there is a lack of questionnaires on the 

perceptions towards self-assessment in previous studies that the current study could draw 

upon. Therefore, future researchers could also use qualitative methods to investigate how 

students perceive the usefulness of self-assessment in their English learning process.  

Conclusions and Implications 

This study investigated the relationships among Chinese high school students’ self-

assessment of English skills, English proficiency and their perceptions towards self-

assessment. Consistent with previous empirical researches, there were intermediate 

significant and positive correlations between students’ self-assessment of English skills and 

their English proficiency (Dolosic, 2018; Li & Zeng, 2019; Liu & Brantmeier, 2019), 

between students’ self-assessment of English skills and their perceptions towards self-

assessment (Wong, 2016). This study also revealed that students of high English level had the 

competence to self-assess their overall English skills accurately while students of 

intermediate and low English levels were not able to do the accurate self-assessment of their 

overall English skills. Moreover, this study confirmed that there was a significant and 

negative correlation between students’ English proficiency and their perceptions towards self-

assessment, which limited previous studies have investigated before.  

The findings of this study have a number of implications for future research. First, this 

study contributes to the research body on self-assessment in the context of China. Self-

assessment has been investigated for more than five decades in many countries other than 

China. It was not until after the year of 2000 that Chinese researchers began to examine the 



64 

 

effect of self-assessment on learning (Liu, 2002; Xu et al., 2010), and the studies 

investigating the relationship between self-assessment of English skills and English 

proficiency just began to rise in China after the publication of the English Curriculum 

Standards for Senior High School (2017 Version) (Dolosic, 2018; Li & Zeng, 2019; Liu & 

Brantmeier, 2019). Second, the findings of this study confirmed that self-assessment 

difference does exist among students of different levels, which has not been extensively 

investigated in the previous empirical studies (Brantmeier et al., 2012; Dolosic, 2018). This 

may be due to the stronger self-awareness of high-level students, who pay more attention to 

their English learning in their daily learning process, so they have the competence to self-

assess their English skills accurately. Finally, students’ perceptions towards self-assessment 

were rarely investigated in the previous studies, and this study provides more information in 

this area, especially in the context of China.  

The findings of this study also have implications for educational practice. First, students’ 

self-assessed weaknesses of their English skills can inform teachers of students’ particular 

difficulties in learning English. Thus, not only students can use the self-assessment to support 

and diagnose their learning, teachers can also make efficient and effective teaching plans to 

help students make up their shortcomings in listening and speaking (e.g., asking questions 

according to the requirements while making sure that the grammatical structure and word 

selection of the questions are correct), in reading (e.g., making reasonable inferences about 

the implicit relationship between the events and the arguments that the author did not 

explicitly mention), and in writing (e.g., writing with both basic and advanced vocabulary 

flexibly). Second, this study indicates that Chinese high school students of high English level 
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have the competence to self-assess their English skills accurately. Thus, school teachers 

should provide opportunities for these students to self-monitor their own learning, which 

improves students’ learning motivation and enhances their ability of autonomous learning. In 

addition, knowing that students of different English levels have different self-assessment 

accuracy, school teachers are able to make specific and supplementary training plans of self-

assessment for students of different levels, which could eventually help Chinese student’s 

English learning and their self-assessment development. Finally, this study could help 

educators and school teachers understand students’ attitudes and beliefs of self-assessment in 

their English learning process. Students’ perceptions towards self-assessment influence their 

application of self-assessment (Struyven, Dochy & Janssens, 2005). Findings revealed that 

Chinese high school students held positive attitudes towards self-assessment in general. 

However, too frequent application of self-assessment in students’ English learning process 

should be avoided since students’ perceptions towards self-assessment of English skills as a 

habitual action had significant power in predicting students’ self-assessment of English skills. 

Therefore, the frequency of applying self-assessment in students’ English learning should be 

appropriate. 

In conclusion, this study adds empirical evidence that can be used to deepen educators 

and school teachers’ understanding on Chinese high school students’ self-assessment of 

English skills and their perceptions towards self-assessment. Based on students’ current self-

assessment of English skills and their perceptions towards self-assessment, teachers can 

provide students of different levels with related and effective instruction to help students’ 

English learning. The results of this study can also be used to encourage teachers to apply 
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student-centered instruction by providing opportunities for students of high English level to 

self-assess their English learning process, and by providing self-assessment training to 

students of intermediate and low levels to self-monitor their English learning process, which 

may promote the practice of the new English curriculum standards for senior high school and 

finally contributes to students’ self-assessment development and their English learning skills. 
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Appendix B Self-Assessment Questionnaire (In English) 

Dear students, 

Thank you for your time filling in this questionnaire. The purpose of the questionnaire is 

to investigate your self-assessment of English, and how you perceive self-assessment in your 

English learning process. Your responses will not have any impact on your English grades. All 

the information you fill in is only available to the research team. This questionnaire consists of 

three sections, which will take you 10-15 minutes to complete. Thank you for your cooperation! 

Section One: Demographic Information 

1. My gender: □female   □male   □others 

2. Date of Birth: ___YY____MM______DD 

3. Class Number: ______________ 

4.Student Number: _____________ 

5. Years of studying English: _______ 

6. How much time do you spend per day learning English after school (including independent 

study and study in after school English institution)? (please draw √ in the box that suits your 

situation) 

□ 0-30 minutes 

□ more than 30 minutes up to 60 minutes 

□ more than 60 minutes up to 120 minutes 

□ more than 120 minutes 

7. What activities do you do for English learning after school (e.g., English tutoring, English 

TV shows, and English website reading)? Please indicate here _______________________ 
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8. I am familiar with self-assessment: (please draw √ in the box that suits your situation) 

□Strongly Disagree   □Disagree   □Neutral   □Agree   □Strongly Disagree 

9.I often participate in self-assessment in my English learning process: (please draw √ in the 

box that suits your situation) 

□Strongly Disagree   □Disagree   □Neutral   □Agree   □Strongly Disagree 

10.I think I did well in the recent English examination in terms of listening and speaking, 

reading and writing: (please draw √ in the box that suits your situation) 
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I think I did well in listening and speaking.  □ □ □ □ □ 

I think I did well in reading.  □ □ □ □ □ 

I think I did well in writing.  □ □ □ □ □ 
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Section Two: Self-Assessment of English Skills Scale 

Please use the number 1-5 to indicate whether you agree with the following statements 

regarding your self-assessment of your English listening and speaking, reading, and writing 

(1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, 5 = Strongly Disagree), and 

please draw √ in the box that you agree with. 
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Listening and Speaking 

Part A: Reading Aloud 

1. I can pronounce words clearly and accurately, i.e. without 

missing, adding and mispronouncing syllables. 

□ □ □ □ □ 

2. I can distinguish whether a liaison is needed in a sentence, 

and I can read two or more words without interval in a sentence 

if needed.  

□ □ □ □ □ 

3. I can recognize the words that need to be stressed in a 

sentence and can stress them correctly. 

□ □ □ □ □ 

4. I can divide meaning groups in a sentence, and pause where I 

need to pause. 

□ □ □ □ □ 

5. I can intonate sentences accurately and naturally, i.e. 

accurately using rising and falling intonation. 

□ □ □ □ □ 

6. I can speak fluently and coherently.      

7. I can read aloud at the speed of the original video without 

adding and deleting any contents. 

□ □ □ □ □ 

Part B: Role Play 

8. I can understand and get the gist of short dialogues on 

familiar topics. 

□ □ □ □ □ 

9. I can grab specific information. □ □ □ □ □ 

10. I can deduce what I hear and understand the speaker’s 

intentions, opinions and attitudes. 

□ □ □ □ □ 

11. I can ask questions according to the requirements, and can 

make sure that the grammatical structure and word selection of 

the questions are correct, so as not to affect the listener’s 

understanding of my questions. 

□ □ □ □ □ 
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12. I can answer the questions according to the requirements, 

and can make sure that the grammatical structure and word 

selection of the answers are correct, so as not to affect the 

listener’s understanding of the information expressed. 

□ □ □ □ □ 

Part C: Retelling 

13. I can retell most of the information in my own language. □ □ □ □ □ 

14. I can retell the passage in accordance with the language 

norms to make sure that my grammatical structure and word 

selection are correct.  

□ □ □ □ □ 

15. I can effectively use connective elements between sentences 

to make the retelling text compact and logical. 

□ □ □ □ □ 

16. I can retell fluently.  □ □ □ □ □ 

17. I can retell with correct pronunciation and intonation 

without affecting listener’s comprehension. 

□ □ □ □ □ 

Reading 

1. I can quickly find relevant details (such as date, name, 

location, etc.) from the article. 

□ □ □ □ □ 

2. I can understand most of the words in the article. □ □ □ □ □ 

3. I can understand the literal meaning of a single sentence as 

well as paraphrase and translate it. 

□ □ □ □ □ 

4. I can understand the literal meaning of several words and 

express them in my own words as coherent and smooth texts. 

□ □ □ □ □ 

5. I can identify the types of articles (such as genre, origin) □ □ □ □ □ 

6. I can summarize the main ideas of the paragraphs and 

articles. 

□ □ □ □ □ 

7. I can take use of the context to infer the meanings of 

pronouns, vocabularies and phrases. 

□ □ □ □ □ 

8. I can make reasonable inferences about the implicit 

relationship between the events and the arguments that the 

author did not explicitly mention. 

□ □ □ □ □ 

9. I can compare the similarities and differences between two 

similar viewpoints and choose the most appropriate one from 

several options with similar meanings. 

□ □ □ □ □ 

10. I can apply the grammatical knowledge I have learned to 

analyze long sentences with complex structures. 

□ □ □ □ □ 

11. I can distinguish primary and secondary information in an 

article. 

□ □ □ □ □ 

12. I can understand the structure of the article and use it to 

help me understand the article. 

□ □ □ □ □ 

13. I can understand the author’s views and attitudes. □ □ □ □ □ 

Writing 

1. I can write in rich content according to the requirements, and 

the number of words meets the requirements. 

□ □ □ □ □ 
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2. I can cover and clearly express all the main points according 

to the writing requirements. 

□ □ □ □ □ 

3. I can use topic sentences to highlight the main idea of a 

paragraph. 

□ □ □ □ □ 

4. I can effectively use connective elements between sentences 

to make my writing compact and logical. 

□ □ □ □ □ 

5. I can use words accurately, such as part of speech, tense of 

verbs and number of nouns, etc. 

     

6. I can write in both basic and advanced vocabulary flexibly. □ □ □ □ □ 

7. I can use comprehensive grammatical structures in the 

process of writing, such as simple sentences, clauses and 

inverted sentences etc.  

□ □ □ □ □ 

8. I can check and correct my spelling mistakes. □ □ □ □ □ 

9. I can check and correct my obvious grammar mistakes. □ □ □ □ □ 

10. I can check and correct errors in the use of words and 

cohesion in my writing. 

□ □ □ □ □ 

11. I can revise the content, structure and format after finishing 

the first draft of writing. 

□ □ □ □ □ 
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Section Three: Perceptions towards Self-Assessment Scale 

Please use the number 1-5 to indicate whether you agree with the following statements 

regarding how you perceive the usefulness of self-assessment in your English learning 

process (1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, 5 = Strongly Disagree), 

and please draw √ in the box that you agree with. 
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Appraisal function 

1. Doing the self-assessment of English enables me to judge my 

English performance better. 

□ □ □ □ □ 

2. The self-assessment of English enables me to improve on my 

English learning in area that I am not so good at. 

□ □ □ □ □ 

3. I become better aware about my English learning through 

doing the self-assessment of English. 

□ □ □ □ □ 

4. The self-assessment of English helps me to assess my 

strengths and weakness of English accurately. 

□ □ □ □ □ 

Habitual action 

5. Doing the self-assessment of English every day is too 

frequent. 

□ □ □ □ □ 

6. Doing the self-assessment of English is a waste of time. □ □ □ □ □ 

7. I do the self-assessment of English without thinking how the 

statement are related to my English performance during the day. 

□ □ □ □ □ 

Impression management 

8. The self-assessment of English is mainly useful in managing 

the tutor’s impression of my English performance. 

□ □ □ □ □ 

9. My tutor looks at my self-assessment of English when he/she 

grades. 

□ □ □ □ □ 

10. I assess my English in order for the tutor to grade me. □ □ □ □ □ 
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Appendix C Self-Assessment Questionnaire (In Chinese) 

亲爱的学生， 

你好！非常感谢你对此次问卷调查的参与和配合。此问卷的目的是调查你对自身英

语的自我评估情况，以及你对英语学习过程中的自我评估的看法。你的评分不会对你的

成绩有任何影响，你填写的所有信息只有本研究团队可以获取，对外保密。此问卷由三

部分组成，大约需要 10-15分钟完成。你的认真填写，是对本研究最大的支持，感谢配

合！ 

第一部分：基本信息 

1. 性别：□男       □女       □其他 

2. 出生日期：___年____月____日 

3. 班级：_____________ 

4. 学号：_____________ 

5. 英语学习年限：_______ 

6. 你课后每天花多长时间学习英语（包括自学和在教育机构学习）？ 

□ 0-30 分钟 

□ 30-60分钟 

□ 60-120分钟 

□ 超过 120分钟 

7. 你在课后会做什么活动学习英语（如课外英语辅导、观看英语电视节目和英语网站

阅读等）？请在这里注______________________________________________________ 

8. 我对英语自我评估很熟悉： 

□完全不同意  □不同意  □一般  □同意  □完全同意 
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9. 在英语学习过程中我经常进行自我评估： 

□完全不同意  □不同意  □一般  □同意  □完全同意 

10. 我认为我最近的英语考试在听说、读、写方面考得很好： 

 

1 
完
全
不
同
意

 

2 
不
同
意

 

3 
一
般

 

4 
同
意

 

5 
完
全
同
意

 

我认为我的听说部分做得很好。  □ □ □ □ □ 

我认为我的阅读部分做得很好。 □ □ □ □ □ 

我认为我的写作部分做得很好。 □ □ □ □ □ 

 

 

 

 

 

 

 

 

 

 

 



88 

 

第二部分：英语技能自我评估量表 

数字 1-5表示你是否同意以下关于你的英语听说、读、写的自我评估的陈述 （1=

完全不同意，2=不同意，3=一般，4=同意，5=完全同意），请在你认同的方框里打√。 

 

1
 完

全
不
同
意
 

2
 不

同
意
 

3
 一

般
 

4
 同

意
 

5
 完

全
同
意
 

听说 

A节：模仿朗读 

1. 我能发音清晰、准确，即不吞音、增音和错音。 □ □ □ □ □ 

2. 我能分辨是否需要连读，并能正确地进行连读。 □ □ □ □ □ 

3. 我能分辨句子中需要重读的单词，并能正确地进行重读。      

4. 我能正确地划分意群，并在需要停顿的地方停顿。 □ □ □ □ □ 

5. 我能正确地运用升降调，语调有起伏，做到语调正确、自然。 □ □ □ □ □ 

6. 我能做到语流连贯、流畅。      

7.我能按照原语速朗读，而且内容无增加或删减。 □ □ □ □ □ 

B节：角色扮演 

8. 我能听懂熟悉话题的对话，理解主旨和要义。 □ □ □ □ □ 

9. 我能获取具体的信息。 □ □ □ □ □ 

10. 我能对所听内容做出推断，理解说话者的意图、观点和态度。 □ □ □ □ □ 

11. 我能按照要求进行提问，并且提问的问题语法结构和选词正确，

做到不影响听者理解我的提问。 

□ □ □ □ □ 

12.我能按照要求进行回答，并且回答的内容语法结构和选词正确，

做到不影响听者理解所表达的信息。 

□ □ □ □ □ 

C节：故事复述 

13. 我能用自己的语言复述原文的大部分信息。 □ □ □ □ □ 

14.我能遵循语言规范进行复述，做到语法结构和选词正确。 □ □ □ □ □ 

15. 我能有效地使用语句间的连接成分，使复述全文结构紧凑和逻

辑清晰。 

□ □ □ □ □ 

16. 我能流利地进行复述。 □ □ □ □ □ 

17. 我能在复述时做到语音语调正确，不影响听者理解。 □ □ □ □ □ 

阅读 

1. 我能快速从文章中找到相关的细节信息（如日期、姓名、地点等）。 □ □ □ □ □ 

2. 我能理解文章中绝大部分单词的意思。 □ □ □ □ □ 

3. 我能理解单个句子的字面意思，对其进行转述和翻译。 □ □ □ □ □ 

4. 我能理解几个单词的字面意思，用自己的话转述为意义连贯、通 □ □ □ □ □ 
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顺的语篇。 

5. 我能辨别文章的类型（如体裁、出处等）。 □ □ □ □ □ 

6. 我能总结段落和文章的大意。 □ □ □ □ □ 

7. 我能利用上下文推断代词、单词和短语的意思。 □ □ □ □ □ 

8. 我能对作者未明确提及的论述、事件之间的隐含关系等做出合理

的推断。 

□ □ □ □ □ 

9. 我能比较两个相似观点的异同，如从意义相近的几个选项中选出

与文章最相符的一个。 

□ □ □ □ □ 

10. 我能应用所学的语法知识去分析文章中结构复杂的长句子。 □ □ □ □ □ 

11. 我能区分文章的主要和次要信息。 □ □ □ □ □ 

12. 我能看懂文章的结构，并利用它来帮助我理解文章。 □ □ □ □ □ 

13. 我能理解作者的观点和态度。 □ □ □ □ □ 

写作 

1. 我能根据写作要求有话可说，字数符合写作要求。 □ □ □ □ □ 

2. 我能按照写作要求涵盖并清楚表达所有内容要点。 □ □ □ □ □ 

3. 我能用主题句突出段落的主旨大意。 □ □ □ □ □ 

4. 我能有效地使用语句间的连接成分，使全文结构紧凑。 □ □ □ □ □ 

5. 我能准确地使用词语，如词性、动词时态要求、名词的数的要求

等。 

     

6. 我能灵活运用基本词汇和高级词汇进行写作。 □ □ □ □ □ 

7. 我能在写作过程中正确地运用较多的语法结构，如简单句、从句、

倒装句等综合运用。 

□ □ □ □ □ 

8. 我能检查并改正自己的拼写错误。 □ □ □ □ □ 

9. 我能检查并修改明显的语法错误。 □ □ □ □ □ 

10. 我能检查并改正作文中的用词和衔接错误。 □ □ □ □ □ 

11. 我能在完成写作初稿后从内容、结构和格式等方面进行修改。 □ □ □ □ □ 
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第三部分：英语自我评估效用感知量表 

数字 1-5表示你是否同意以下关于你如何看待自我评估在英语学习过程中效用的

陈述（1=完全不同意，2=不同意，3=一般，4=同意，5=完全同意），请在你认同的方框

里打√。 

 

1
 完

全
不
同
意
 

2
 不

同
意
 

3
 一

般
 

4
 同

意
 

5
 完

全
同
意
 

评价功能 

1. 通过英语自评，我能更好地判断自己的英语水平。 □ □ □ □ □ 

2. 通过英语自评，我能在自己不太擅长的英语学习

方面有所提升。 

□ □ □ □ □ 

3. 通过英语自评，我能对自己的英语学习有更好的

认识。 

□ □ □ □ □ 

4. 通过英语自评，我能准确判断自己英语学习上的

优势和劣势。 

□ □ □ □ □ 

习惯性为 

1. 每天英语自评过于频繁。 □ □ □ □ □ 

2. 英语自评是在浪费时间。 □ □ □ □ □ 

3. 英语自评时，我不会考虑自评结果与我的英语水

平有何关联。 

□ □ □ □ □ 

印象管理 

1. 英语自评主要用于影响科任老师对我英语表现的

印象。 

□ □ □ □ □ 

2. 我科任老师给我打分时，会参照我的英语自评表

的结果。 

□ □ □ □ □ 

3. 我自评英语是以便科任老师给我的英语打分。 □ □ □ □ □ 

 

 

 


