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This study examines relationships among self-assessment and a high-stakes listening
and speaking exam with 82 adult Chinese scholars seeking scholarships from the China
Scholarship Council to support their research in the English-speaking academy.
Students completed a criterion-referenced self-assessment questionnaire (Brantmeier,
Vanderplank, & Strube, 2012) and a high-stakes test of English at the end of a rigorous
English training programme aimed to prepare students for life within the English-
speaking academy. Correlation analyses indicated correlations between listening and
speaking performance (r = .41, p < .01) on the exam. Likewise, correlations between
self-assessed listening and speaking were statistically significant (r = .76, p <.01). Yet,
there is a statistically significant difference between the performance and self-assessed
correlations, meaning students’ self-assessments of listening and speaking are
significantly more closely associated than their actual listening and speaking
performance. Further, students’ self-assessed listening and speaking abilities did not
significantly correlate with performance measures on the high stakes test of listening
and speaking ( p > .05). Together, these findings suggest that these learners were not
able to accurately depict their own strengths and weaknesses in listening and speaking.
These results are examined with reference to the unique learning context, providing
insights into how practitioners can encourage Chinese EFL learners to better self-assess.
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Introduction

Within China the population of individuals studying English as a foreign language (EFL)
is growing (Li & Cutting, 2011). This is partly due to English being the first foreign
language taught in middle schools in China (Wu, 2016), but also because millions of other
Chinese citizens including soldiers, business people, and government officials are
endeavouring to learn English (Lai, 2001) to equip themselves with the skills needed to
pass exams, thereby affording access to more desirable positions in society both within
and outside China (Cheng, 2008). Yet, when these EFL learners seek to traverse linguistic
and national boundaries for their own social, entrepreneurial, and academic pursuits, they
may not be aware of their own capabilities to succeed at these language exams (Dolosic,
2018; Schultz, 2017). Such self-knowledge could be crucial for lifelong language learning
(Brantmeier et al., 2012), because learners who are involved in the assessment of their
own language skills are able to become more autonomous learners (Little, 2009; Nguyen
& Gu, 2013). Prior research with Chinese EFL students has made substantial progress in
understanding university classroom activities that promote listening and speaking
proficiency (Gan, 2012) and the relationship among affective variables and the skills of
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listening and speaking (M. Liu & Jackson, 2008). Yet, despite the benefits of self-
assessment, few studies have examined whether learners who study EFL in a high-stakes
academic training programme are able to diagnose their own strengths and weaknesses in
EFL speaking and listening, particularly within mainland China. Therefore, the present
study examines the relationships between adult Chinese learners’ listening and speaking
self-assessment and their performance following an intensive academic English language
training programme. The goal is to understand whether these learners are able to depict
their own abilities with accuracy.

Literature review

Listening and speaking
Listening and speaking are foundational to learners’ successful participation in academic
and professional settings, shaping individuals’ abilities to both understand and
communicate complex ideas in real-time interactions (Hughes & Reed, 2016; Rost, 2002).
Speaking is a communicative, interactional competence by which learners can produce
not only verbal output but deliver this output in a socially appropriate manner (Hughes &
Reed, 2016). This complicated process happens quickly with the speaker deciding what
to say and forming the words almost instantaneously (Hughes & Reed, 2016). Within
many communication paradigms, this speaking skill is critically associated with the
concept of listening. Listening is considered to be the act of attending to perceived sounds,
segmenting and parsing words and phrases, and integrating the information these words
and phrases carry into prior knowledge bases (Rost, 2002). This complex process relies
on the listener attending to the verbal and physical cues of the listening experience, using
their pragmatic and language knowledge to understand the intended meaning of the
speaker (Rost, 2002). These processes of speaking and listening can be particularly
difficult in second language (L2) academic settings because challenges arise from
processing the language input or producing the language output in addition to the
demands of processing the academic content itself (Gan, 2012). In academic settings, the
most commonly observed classroom speaking and listening difficulties among non-native
English speakers are comprehending lectures, presenting planned oral presentations, and
participating in and leading classroom discussions (Evans & Morrison, 2011; Kim, 2006).
Further complicating these processes, learners’ capabilities for L2 listening and
speaking are often closely associated with each other (Bozorgian, 2012; Yoo & Manna,
2017). As Buck (2001) and Brown (2004) argue, language use represents an integration
of skills rather than isolated capabilities and knowledge. Therefore, studies focusing on
communication performance among EFL students often teach speaking and listening
skills at the same time because a lack of either skill might lead to communication
breakdowns (Rabab’ah, 2016). Metacognitive strategies pertaining to mutual
understanding, such as paraphrasing the speaker, are also taught to develop the ability to
maintain a two-way conversation (Fang, Cassim, Hsu, & Chen, 2018; Nakatani, 2005).
Such studies have shown that training learners to be aware of their listening and speaking
performance enhances their communication performance (Fang et al., 2018; Nakatani,
2005). However, to date, little research has examined listening and speaking together for
adult Chinese professionals studying English, particularly in relation to metacognitive
and self-assessment capabilities.
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Speaking and listening in the Chinese EFL classroom
Classroom and teaching practices are unique to the cultures where they are practiced
every day (Paris-Kidd & Barnett, 2011). For example, within many language classrooms
in China, there are often separate segments of the lesson or distinct courses for each of
the four skills where learners are asked to focus exclusively on listening, speaking,
reading, or writing whereas other approaches, such as Communicative Language
Teaching, unite these skills into a single class (Lee & VanPatten, 2003). Chinese culture
may likewise impact students’ approaches to their own learning and teachers’ practices
in facilitating learning (Paris-Kidd & Barnett, 2011). In fact, these classrooms are often
designed to facilitate a transfer of knowledge from instructor to student, focusing on
grammar for understanding. More specifically, in a survey of more than 800 Chinese
university students in China, Maoying and Aiwu (2011) found that 42.5% of students felt
that the key role of their instructor was to provide the knowledge in the classroom, acting
as the “source of knowledge” (p. 83). In another study examining the Chinese EFL
learning context, Zheng and Borge (2013) found that secondary school instructors who
reported using more task-based and communicative pedagogy were likely to infuse their
lessons with a strong focus on grammar despite stating that they preferred to focus on
communicative activities, with their actions showing a preference for knowledge-transfer
paradigms. Such classroom culture may shape how learners conceive of their language
skills and their own abilities to self-assess their strengths and weaknesses in English.
With the majority of current studies with Chinese EFL learners focusing on secondary
school and undergraduate university settings, few have examined the realities of EFL
training courses for adults who are working as professionals. Yet, these learners are also
re-engaging in their study of English language in order to expand their capabilities in
English and attain their own personal and professional goals (Yang, 2006). As this
population of professionals seeking further English proficiency grows, it is vital to expand
our current examinations of listening and speaking in English with these professionals
studying in mainland China.

A need for self-assessment

Within this study, self-assessment is broadly defined as a student’s evaluation of their
own capabilities. Such judgements may appear to be simple, but prior research indicates
mixed results in learners’ abilities to accurately represent their own abilities (Brantmeier,
2005, 2006; Brantmeier & Vanderplank, 2008; Ross, 1998; Suzuki, 2015). Yet, self-
assessment is key to developing autonomous, life-long language learners. Specifically, as
Little (2005) argues, learners must be involved in their own learning and assessment in
order to develop their autonomous capacities, strengthening their abilities to manage their
own language learning. Huang and Benson (2013) further support this understanding of
self-assessment in their synthesis, constructing autonomy as a capacity that is concerned
with learners engaging in understanding and controlling their own learning. Prior research
has demonstrated positive results of training students to self-assess L2 listening and
speaking. For example, students who received self-assessment training outperformed
peers who did not experience the training on L2 listening and speaking (Mazloomi &
Khabiri, 2016; Poehner, 2012; Shahrakipour, 2012; Sweet & Mack, 2017, March; Yoon
& Lee, 2013). Understanding when and where students are able to self-assess may provide
insights which could improve language learning outcomes through increased learner
autonomy.
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Examining self-assessment

Due to its potential benefits, self-assessment has been examined by many researchers in
varied language contexts (Bachman & Palmer, 1989; Brantmeier, 2005, 2006; Brantmeier
et al., 2012; Dolosic, 2018; Krausert 1991; LeBlanc & Painchaud, 1985; H. Liu &
Brantmeier, 2019; Oskarsson, 1978; Ross, 1998). In many of these assessments, the
Pearson correlation has been the preferred method for assessing the association among
learners’ performance and reported capabilities, with stronger correlations indicating that
learners’ own assessments and performance aligned (Brantmeier et al., 2012; Ross, 1998).
Such relationships have demonstrated that many learners are able to accurately depict
their own strengths and weaknesses with their own evaluations matching their
performance (Brantmeier et al., 2012; Dolosic, 2018). However, to date, results appear
mixed about whether learners are able to accurately depict their own strengths and
weaknesses (Brantmeier, 2005, 2006). In seeking to understand these relationships more
fully, investigations have demonstrated three areas which may impact on learners’
abilities to accurately represent their own abilities in a foreign language. They are: (1) the
instruments and questionnaires used, (2) individual and cultural traits, and (3) prior
experiences using the language.

For example, when developing a self-assessment tool for a university Spanish
language programme, Brantmeier (2005) sought to understand students’ abilities to self-
assess their reading in Spanish. Yet, her findings indicated that with descriptive items,
students’ self-ratings correlated with only some measures of L2 reading comprehension,
and did not significantly discriminate among different student capabilities (Brantmeier,
2005). In a further investigation, using a computer-based test with the same population of
students, student responses to descriptive self-assessment items did not align with their
reading comprehension scores (Brantmeier, 2006). In seeking a more effective self-
assessment tool, Brantmeier and VVanderplank (2008) built on the work of the DIALANG
project (for a description of the project, see, Zhang & Thompson, 2004; for the project
itself, see, https://dialangweb.lancaster.ac.uk/) to implement a criterion-referenced self-
assessment that situated the learner in a specific context of language use. Findings for this
self-assessment tool indicated that university students studying Spanish were able to
accurately self-assess their reading comprehension when they were given this criterion-
referenced self-assessment (Brantmeier & Vanderplank, 2008). Such results aligned with
the findings of Ross’ (1998) meta-analysis of self-assessment, indicating that more
concrete and situated items lead to more accurate self-assessments. Continuing
examinations of these criterion-referenced items, Brantmeier et al. (2012) expanded the
instrument to include listening and writing, finding that students of university Spanish
were able to accurately self-assess across these skills. Therefore, using criterion-
referenced questionnaires may be the support that learners need to accurately depict their
own strengths and weaknesses. Yet, there is a need to explore this finding across learning
contexts in order to develop a full understanding of the role of the instrument in self-
assessment accuracy.

In addition to the design of the instrument, learners’ abilities to represent their own
capabilities are often shaped by the learners’ cultural and individual characteristics. For
example, Hung, Samuelson, and Chen (2016) found that learners studying English in
Taiwan were likely to rate themselves lower than their teacher would. The authors of this
study suggest that these findings are tied to the cultural values in Taiwan which support
humility as a positive attribute (Hung et al., 2016). Examining self-assessment alongside
an interactive listening paradigm, Jingyan and Baldauf (2011), found that Chinese
university students studying EFL demonstrated improvements on their interactive
listening after a special classroom condition where learners completed an interactive
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learning intervention, yet these students did not rate themselves more highly on self-
assessments. Rather, their own ratings of their listening capabilities were nearly equal
before and after training. The authors suggest that this may be explained by the strong
preference for modesty that is present in Chinese society (Jingyan & Baldauf, 2011). Yet,
with EFL reading comprehension and a criterion-referenced self-assessment
questionnaire, Dolosic (2018) found that Chinese university students enrolled in an
English for Academic Purposes class were able to accurately self-assess, particularly with
narrative texts and multiple-choice tests. This apparent contradiction indicates a need for
more careful examination of self-assessment across skills within this educational context.
Individual differences have also been shown to shape L2 self-assessment. For example,
Maclintyre, Noels, and Clément (1997) reported that learners with an L2 of French in
Canada were less able to accurately represent their own strengths and weaknesses when
they had higher levels of language anxiety. Proficiency in the language may also play a
role as discovered by Heilenman (1990) in a study of more than 200 learners of French at
a university in Canada which showed that learners at earlier stages in their language study
often overestimate their abilities while those further into their programmes are likely to
underestimate their abilities.

Alongside these personal characteristics, learners’ experiences using their linguistic
abilities have also demonstrated a role in accuracy of self-assessment. For example, with
American high school students studying French in a specialized immersion summer
camp, Dolosic, Brantmeier, Strube, and Hogrebe (2016) found that while students were
unable to self-assess using a criterion-referenced self-assessment at the beginning of their
experience, they were able to self-assess their French speaking accurately after the highly
experiential and interactive language learning of the camp. Similarly, Suzuki (2015)
investigated the experiential factors of Chinese university students studying Japanese,
finding that factors such as time spent in Japan were closely tied to students’ abilities to
self-assess. These studies suggest that listening and speaking a language in everyday life
may promote accurate self-assessment, even when learners are using criterion-referenced
self-assessments.

While the studies reviewed above suggest potential for self-assessment as a language
learning tool such studies are relatively sparse and the findings are not always consistent.
Further research is needed to fully understand the use, accuracy and potential for self-
assessment across varying contexts of language learning.

Research questions

1. What is the relationship between adult Chinese EFL learners’ listening and speaking
scores?

2. When measured with a criterion-referenced instrument, how do Chinese learners of
English self-assess listening and speaking? Is there a relationship between learners’
self-assessment and their subsequent performance on listening and speaking
measures?

Materials and methods

Research design

This correlational, observational study used quantified measures of self-assessment,
listening, and speaking in order to examine and understand the relationships among these
variables within the context of adults experiencing a specialized English training



The Asian Journal of Applied Linguistics 33

programme tailored to their needs. This study was conducted with a subset of data from
a large-scale investigation examining a variety of linguistic and social psychology
variables within the language learning context of this specialized English programme.
Other aspects of the wider investigation are reported elsewhere (H. Liu & Brantmeier,
2019; Schultz, 2017). This paper focuses on understanding self-assessment, listening, and
speaking within the context.

Participants and learning context
All students enrolled in one semester of the specialized EFL programme at a university
in Northern China voluntarily participated in this study. This group contained eighty-two
Chinese learners of English, aged 25-46, with balanced self-reported gender (forty-one
men, forty-one women). All participants entered the programme with an intermediate
level of English. The specialized English training programme is highly regarded within
China and offers separate, intensive courses in reading, writing, listening, and speaking
of English. In each class, approximately thirty learners have a single instructor who
practices important tasks with students, such as listening to a recording for understanding.
Using these tasks, teachers highlight difficulties and strategies to overcome challenges.
This programme prepares scholars of various disciplines for a year abroad at an
English-speaking university, usually in the United Kingdom, Canada, Australia, or the
United States. It prepares them to use English both in common daily tasks and discipline-
specific discussions of research or advanced practice in fields such as medicine. In order
to gain access to funding that supports their year abroad, the scholars are required to pass
a test of English language across the skills of reading, writing, listening, and speaking.
The programme assists participants in preparing for the test.

Instruments

Self-assessment data were collected using a criterion-referenced questionnaire consisting
of items drawn from the Reading, Writing, Listening and Speaking Self-assessment Grid
of the DIALANG project (as described earlier). It presented participants with statements
about their language use such as “I can understand basic conversation if the speaker talks
slowly” and asked them to respond using a five-point Likert scale ranging from strongly
disagree to strongly agree. The self-assessment items were presented in the learners’ L1
and divided into sections for listening and speaking. The Cronbach o for listening and
speaking were high (listening Cronbach o = .95; speaking Cronbach a = .93), suggesting
high reliability of this self-assessment questionnaire.

The language test used in this study was the same test that was used to determine
whether students will have access to funding following their English language
programme. It specifically tests the language knowledge and abilities needed for the
exchange programme. Due to its place within the travel grant system in China, reliability
and validity statistics of this test cannot be reported here. However, it was designed with
care to provide a benchmark for scholars embarking on a year abroad.

The test includes speaking and listening sections. The listening section contained four
sub-sections each of which focused on a different listening passage and contained ten
items. The listening passages are selected to examine a broad range of listening skills with
one passage focusing on social needs and dialogues, another being a recorded news report,
and two others that were lectures on education, living situations, or topics of general
academic interest. Task types include true/false, short answer, fill-in-the-blank, and
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summary completion. Scores on this assessment depict learners’ accuracy in answering
questions about the information presented through these recorded passages.

In the speaking section, examinees speak to two examiners: an observer and an
interlocuter who both rate the student. This section includes three tasks. First, examinees
speak about their work, family, hometown, and/or hobbies. Then, they are handed a cue
card presenting a specific situation which they prepare (for one minute) and then respond
to. Cards contain topics such as how to order food at a restaurant or discuss rent prices
over the telephone. Finally, examinees respond to a complex social issue in China or
abroad . Speaking for about three minutes they are expected to provide an opinion and
support it with clear personal or academic examples. Topics cover areas such as the
housing shortage in China or marriage and divorce rates in a community. The speaking
performances are scored on a rubric that instructors are trained to use which include
measures of both accuracy and fluency of English language use, focusing on the
comprehensibility of the information that speakers share.

The listening and speaking task scores from both parts of the language test were
compiled to provide an overarching understanding of participants’ abilities to listen and
speak in English.

Procedures

The data were collected in the final week of the semester. Participants signed a consent
form. On a day separate from their courses, participants came to large lecture halls where
they completed the self-assessment measures as well as the reading, writing, and listening
portions of their language exam. For the speaking section, learners were distributed
among raters who scored their performances on the three speaking tasks based on a rubric.

Analysis

First, descriptive statistics of key outcome variables were examined, and assumptions
were checked. To examine the relationship between learners’ listening and speaking
performance scores, initial plotting of the listening and speaking performance scores were
conducted, followed by a Pearson correlation analysis on actual listening and speaking
performance. Another Pearson correlation was found among the self-assessment scores
of listening and speaking. These scores were compared and analysed to understand
differences between perceived abilities and performed abilities. All analyses were
conducted with the open-source statistical program, R version 3.3.3 (R Core Team, 2017),
using additional packages including psych (Reville, 2017), psychometric (Fletcher,
2010), and car (Fox & Wdeisberg, 2011). Figures were generated using GGPlot2
(Wickham, 2009).

Results

RQ1. What is the relationship between adult Chinese EFL learners’ listening and
speaking scores?

Learners within this particular context demonstrated a wide range of scores for both
listening and speaking performance (see Table 1). Yet, listening performance
demonstrated greater variability than speaking performance. Further, the two
performance measures were significantly related, (r = .41, p < .01, see Figure 1),
indicating a relationship between these skills for these participants.
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Table 1. Descriptive and correlational statistics of listening and speaking performance

Listening Performance

r=041]

1 L] 1
22 5 15.0)

Speaking Performance

Figure 1. Association between listening and speaking performance

RQ2. When measured with a criterion referenced instrument measuring self-
assessment, what are the speaking and listening ratings of Chinese learners of
English? Is there a relationship between learners’ self-assessment and their
subsequent performance on listening and speaking?

Learners in this context averaged a neutral rating of their own performance; however,
scores spanned the possible range (1-5), as can be seen in Table 2. Further, learners’ self-
assessment ratings correlated across skills (r = .76, p < .01). This demonstrates a
perceived association of these skills which is larger than the association that performance
measures demonstrated (see Figure 2). With a Fisher’s Z transformation significance
comparison, these correlations were examined, and correlations among listening self-
assessment and speaking self-assessment were found to be greater than correlations
among listening and speaking performance, with that difference being statistically
significant (p < .01). However, no significant relationships were found between listening
self-assessment and performance measures (p > .05) or speaking self-assessment and
performance measures (p > .05), and in fact, the relationships were slightly negative (see
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Figure 3). As such, students who performed worse on performance measures tended to
assess themselves slightly more highly. However, this trend was not consistent enough to
yield statistically significant results. Rather, this lack of statistically significant
correlations demonstrates that students’ self-evaluations did not consistently predict
performance. Thus, any specific rating on a speaking or listening self-assessment did not
associate with actual speaking or listening performance.

Table 2. Descriptive and correlational statistics of listening and speaking self-assessment

Standard

Minimum Maximum Mean - Correlation
Deviation
Listening SA 1.64 4.23 2.93 0.67 r=.76
<.01
Speaking SA 1.67 5.00 3.08 0.72 P

Note: N = 82; SA is self-assessment

Listening Self—Assessment

4 5

Spea]émg Self-Assessment

Figure 2. Association among listening and speaking self-assessment
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Speaking Performance
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Listening Self-Assessment Speaking Self—Assessment

Figure 3. Relationships between speaking and listening self-assessment and performance

Discussion
Results demonstrate students were not able to accurately self-diagnose their strengths and
weaknesses in speaking and listening as their self-ratings did not align with their
performance. These findings both parallel and contradict previous findings due to the
mixed results surrounding self-assessment in various language learning contexts
(Brantmeier, 2005, 2006; Brantmeier et al., 2012; Dolosic et al., 2016; Krausert 1991;
Oskarsson, 1978; Ross, 1998). Previous studies have, however, demonstrated that self-
assessment is more accurate when learners are situated in a specific language use situation
through activities or question items (Brantmeier & Vanderplank, 2008; Brantmeier et al.,
2012; Ross, 1998) or when they have concrete language learning experiences (Dolosic et
al., 2016; Suzuki, 2015). Yet, there are a number of factors (such as: the instruments and
questionnaires used; individual and cultural traits; and prior experiences using the
language) that shape accuracy in self-assessment (Dolosic, 2018). With the lack of a clear
relationship among learners’ self-assessments and performance in this study, it is possible
that one of these factors has affected these self-assessments. This suggests the need to
examine the multiple facets of self-assessment simultaneously and comprehensively.
Within this study, self-assessment was not found to align with learners’ performance.
One possible explanation for this result could be drawn from the learning context. More
specifically, the commonly teacher-centred and grammar-focused ways in which Chinese
EFL classrooms are typically structured (J. Y. Liu, Chang, Yang, & Sun, 2011; Maoying
& Aiwu, 2011; Paris-Kidd & Barnett, 2011; Zheng & Borge, 2013) may impact these
learners’ abilities to self-assess. In the teacher-centred classroom where an instructor is
seen primarily as the source of knowledge (Maoying & Aiwu, 2011), students may not
be encouraged to reflect on their own abilities, instead allowing for their understanding
of their own English language abilities to come from the instructor. In addition, teachers
who focus on grammar may not be able to also provide time for students to work
collaboratively in English, resulting in few interactive experiences, ultimately limiting
experiences for learners to draw on when assessing their own abilities (Zheng & Borge,
2013). Yet, Gan (2012) argued that providing practice conditions that are interactive and
more relevant to the actual conditions outside the classroom can help expose learners to
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their own strengths and weaknesses. Alongside prior findings that learners with greater
concrete experiences of language use are more able to accurately self-assess (Dolosic et
al., 2016; Suzuki, 2015), these results suggest that these Chinese EFL learners may be
less accurate in self-assessment because they have not had such reflective or interactive
experiences in their learning of listening and speaking.

Another explanation for these results could emerge from the culture that surrounds
these students’ learning experiences. As researchers have indicated previously in studies
of self-assessment, within China there is a preference for modesty (Hung et al., 2016;
Jingyan & Baldauf, 2011). In prior studies of Chinese learners, individuals have appeared
to underrate their own performances and abilities consistently. In this way, these cultural
values may shape how some learners approach self-assessment of their strengths and
weaknesses. However, the results of this study do not indicate a significant trend where
all learners underrate their own performance. Rather, the wide dispersion of data suggests
that while some learners acted humbly in rating their own performance, this was not the
overarching trend. These results align with the complexity of self-assessment ratings
found in varied language learning contexts (Brantmeier, 2005, 2006; Brantmeier et al.,
2012; Dolosic, 2018).

The findings in this study further affirm the relationship between listening and
speaking performance found in prior studies (Fang et al., 2018; Nakatani, 2005;
Rabab’ah, 2016). Yet, the results of this study also indicated that the association among
learners’ self-ratings did not match up with the association among actual performance
abilities. Specifically, students’ self-ratings of listening and speaking were more highly
correlated than their actual performance measures of listening and speaking, possibly
demonstrating that learners believe that their skills are more balanced than their
performance indicates. Such a discrepancy further highlights the need for these learners
to develop a better understanding of their own strengths and weaknesses (Brantmeier,
2006; Brantmeier et al., 2012).

With reference to Chinese EFL classrooms the findings of this study suggest that
learners need greater interactive opportunities to explore their own individual strengths
and weaknesses when encountering language so that they will be able to develop
capabilities to become autonomous, life-long language learners.

Limitations

The use of composite exam scores to represent performance prevented the investigation
of test method effects. This practice is consistent with prior research in self-assessment.
However, it would be interesting in future research to investigate this aspect of the
complex relationships between self-assessment and performance. Further, the sample was
relatively small so more and larger investigations are needed to expand understanding of
this growing population of adult EFL learners.

Conclusion

Findings of this study clearly demonstrate that these Chinese EFL adult learners were
unable to accurately depict the strengths and weaknesses of their English listening and
speaking abilities. These results, taken within the reality of Chinese classroom culture,
indicate a need for greater understanding of the associations among Chinese EFL self-
assessment abilities and listening and speaking. As learning experience has been shown
to shape learners’ perceptions of their weaknesses and strengths in speaking and listening,
the pedagogical implications for practitioners are: (1) to create learning conditions in
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which learners can practice and become aware of their language gap, thus potentially
better self-assessing their abilities, and (2) to integrate formative assessment tools such
as self-assessment questionnaires to help learners reflect on their own speaking and
listening abilities throughout the learning process. Future studies should examine self-
assessment across different instructional contexts and investigate the effectiveness of
specialized self-assessment training. Further research in these areas will contribute to the
development of self-assessment as a tool for developing learner autonomy and supporting
life-long learning.
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