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Ab s t r Ac t

The current study investigates the CEFR-based self-assessment implementations in English as a foreign language (EFL) classes 
in secondary education in Türkiye. The study adopted a qualitative research design, and the data were collected via document 
analysis, an interview form, and an observation checklist. The results revealed an incongruity between theory and practice 
regarding the CEFR-based self-assessment implementations in 9th grade EFL classes; the CEFR-based self-assessment was 
provided in the coursebook through ‘can do’ statements at the end of each unit in the ‘Check Yourself ’ parts. However, the 
compatibility of these items with the EAQUALS Bank of Descriptors as Checklists was relatively low. In addition, the study 
revealed that the participating teachers favoured self-assessment implementations in their classes. However, they did not 
implement the self-assessment parts upon completing units in real EFL class contexts.  
Keywords: Self-assessment; CEFR; EFL; Language policy; Secondary education.
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In t r o d u c t I o n

Türkiye has given considerable attention to educational reforms 
in recent years. Following current foreign language education 
policies is essential for the Ministry of National Education 
(MoNE) to achieve the long-term educational objectives of 
the country. Türkiye is not a member of the European Union 
currently; however, the country pays ultimate attention to 
the educational policies developed within the union to keep 
up with international standards (Arikan, 2016). The MoNE 
has recently developed and implemented a new English as a 
Foreign Language (EFL) program for secondary education. 
The EFL program for secondary education was launched 
by the Board of Education of the MoNE on 17.07.2017 with 
Article Number 83, and its finalised version was announced 
with Article Number 40 on 19.01.2018 (MoNE, 2018). It was 
declared that the new EFL program would be implemented 
in all grades starting from the academic year of 2018-2019. 
The program was prepared in line with the educational 
standards of the Common European Framework of Reference 
for Languages (CEFR), which was proposed by the Council 
of Europe (CoE) in 2001. The main focus of the current study 
is self-assessment, one of the educational standards strongly 
suggested in the CEFR.

Policymakers and other stakeholder groups profoundly 
focus on designing and aligning content during the 
development of a new policy and curriculum; however, these 
efforts receive less attention during the real-life practice in 
school environments by practitioners who are the primary 
figures in implementing the new educational policy (Bhola 
et al., 2003; Sondergeld et al., 2020). Moreover, following 
appropriate standards and applying meaningful measurement 
tools in terms of processes and outcomes that conform to the 
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current understanding of validity need to be considered crucial 
(Sondergeld et al., 2020). At this point, comprehending the 
previous perspectives of the previous and new policies enacted 
in educational environments is necessary to have more insights 
into the policy development process (Kim, 2020). 

Education Policy

Whether the new policy would contribute to the quality of 
instruction and increase learner success has been on the 
agenda of researchers, as policy changes require significant 
investments in resources (Bani-Amer, 2022; Mintz & Kelly, 
2021; Sipple et al., 2004). The enactment of national educational 
policies affects the behaviours of all participants involved in the 
process, from learners and teachers of local education contexts 
to policymakers at national length (Bleiberg & Harbatkin, 
2020). Implementing a new policy relies mainly on teachers’ 
behaviours and acceptance; thus, teachers’ motivations 
towards policy changes must be assigned profound attention 
by policymakers and authorities (De Jesus & Lens, 2005). 
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Furthermore, whether an educational policy will succeed or 
fail largely depends on the views of the main stakeholders 
regarding the educational policy (Datnow & Castellano, 2000).

     Language testing is indispensable in language policy 
and education policy as it profoundly serves as a means of 
policy implementation (King & Bigelow, 2018; Shohamy & 
McNamara, 2009). Although policy advocators suppose that 
policy enactments directly or indirectly affect teacher work 
and achievement in education environments in line with 
standardised exam results, nationwide standardised test 
results may be problematic in measuring learners’ progress 
(Alexander & Jang, 2020). Moreover, the assessment and 
evaluation policies followed by state teachers may not appeal 
to some basic needs related to the learning progress of 
students (Alexander & Jang, 2020). For these reasons, learners’ 
reflections on their learning progress may provide valuable 
insights for teachers.

Self-assessment

Self-regulated learning has affected research interest in self-
assessment as recent reforms in educational contexts intend to 
bring up autonomous learners. Self-assessment helps learners 
to increase their motivation, engagement, autonomy, and 
metacognition in learning (Yan, 2018). Self-assessment is the 
main element of self-regulation as it embodies the knowledge 
of the outcomes of a task and monitors one’s progress on 
these outcomes (Andrade & Valtcheva, 2009). Self-assessment 
contributes to enhanced self-regulated learning that requires 
intensive metacognitive functioning in which learners monitor, 
evaluate their performances and come to a conclusion on what 
is required next (Butler & Winne, 1995; Klenowski, 1995; Lew 
et al., 2010; Panadero et al., 2014; Ramdass & Zimmerman, 
2008; Zimmerman, 2008). It is an internal practice conducted 
by and within the learners themselves through which they 
consider their values, thoughts, aims, and skills (Yan & Brown, 
2017). It is not a process in which learners specify their grades 
(Andrade et al., 2010); it is a cyclical process in which learners 
return to their progress and revise themselves (Baldwin, 2000).

Learners’ being active in setting educational outcomes and 
assessing their progress have become increasingly important 
in educational contexts as active involvement makes learners 
more committed to the learning process, and, in return, 
they learn how to learn  (Boud, 1992). Self-assessment 
practices performed by students may encourage them to 
take responsibility for their performances by internalising 
the criteria proposed for work and make judgments about 
to what extent their products conform to the standards of a 
qualified one (Harris et al., 2015). During self-assessment, 
learners can reflect on their work, judge to what extent they 
reached a predetermined set of criteria, and revise their work 
accordingly (Andrade & Valtcheva, 2009; Andrade et al., 2010; 
Brown et al., 2015). Effective use of self-assessment can help 

learners monitor their strengths and weaknesses academically 
and regulate their resources to develop appropriate learning 
strategies which may increase their long-term performances 
(Boud, 1995; Yan et al., 2020; Yan & Brown, 2017). Academic 
achievement was found to positively correlate with self-
assessment in the literature (Brown & Harris, 2013; Jay & 
Owen, 2016; Kissling & O’Donnell, 2015; Orakcı & Gelişli, 
2019; Şentürk & Demir, 2019; Topping, 2003; Yan, 2020), and, 
in the same vein, self-assessment was found to be beneficial, 
especially for low achievers (Carroll, 2020).

Most teachers include self-assessment in educational 
contexts as an assessment reform since it enables transparency 
during evaluation by making all of the procedures visible to 
outsiders. In addition, self-assessment negotiates between 
teacher and student expectations by providing feedback 
and revisions for students, which consecutively contributes 
to student success (Ross & Starling, 2008). Self-assessment 
and learning outcomes correlate positively with each other 
according to the literature; however, several factors such as 
implementations, methods, educational environments, and 
learner teacher attitudes, etc. have primary roles in the extent 
of this effect (Brown & Harris, 2013; Ibabe & Jauregizar, 2010; 
Panadero & Jonsson, 2013; Ramdass & Zimmerman, 2008; 
Topping, 2003; Yan et al., 2020). Therefore, eliminating the 
debilitating factors of self-assessment implementations may 
help to promote its influence in education contexts.

Self-assessment serves an essential function in formative 
assessment, as it comprises learners’ thinking about the 
quality of their works instead of relying on their teachers’ 
judgments for evaluations (Andrade & Valtcheva, 2009). 
Making judgments about available knowledge and skills 
and defining compliance with the outcomes in practice 
are crucial to reflection and learning (Baldwin, 2000). In 
addition, predetermined criteria help learners monitor their 
learning regarding test scores, objectives, and whether they 
have fulfilled the expected progress (Bourke, 2016). In turn, 
these may help them become autonomous learners who are 
responsible for their learning.

The CEFR

The CoE released the CEFR as a framework to guide language 
teaching, learning, and assessment in 2001 (CoE, 2001). The 
CEFR has two main functions: to present descriptors for 
language proficiency under six general levels from A1 to C2 and 
to present pedagogical principles to enhance the efficiency of 
language education contexts to bring up autonomous learners. 
One of these pedagogical principles is self-assessment. The CEFR 
fosters self-directed learning, which involves raising learners’ 
awareness regarding their current state of knowledge, setting 
rationale and worthwhile objectives by learners, choosing 
appropriate materials, and self-assessment (CoE, 2001).  
The CEFR strongly suggests the implementation of  
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self-assessment in language education. Hence, language 
learners are increasingly recommended to monitor their 
development through self-assessment. Self-assessment enables 
language users to describe their proficiency levels in various 
domains of language use (CoE, 2001).

The Previous Studies Regarding Self-assessment

Many recent research studies have been conducted concerning 
various aspects of self-assessment in educational contexts. The 
findings gathered from different educational contexts regarding 
self-assessment may provide insights for professionals to 
enhance the efficiency of their classroom practices. The 
following paragraphs present research study results concerning 
self-assessment implementations in various educational 
contexts to give practitioners insights and contribute to the 
current study’s development.

Self-assessment studies have been carried out in educational 
contexts to increase the efficiency of teaching and learning 
activities. For instance, Baldwin (2000) charted a study 
exploring self-assessment in a group setting to discover how 
self-assessment could be promoted amongst students while 
conducting group assignments. The study showed that the 
teachers were committed to self-assessment in teaching and 
learning, used learning logs as self-assessment tools, carried 
out lessons enhancing learning in group contexts, and 
developed objectives that could align with self-assessment. 
However, allotting sufficient time to students during self-
assessment may affect the efficiency of the process. Andrade 
and Valtcheva (2009) discussed promoting learning and 
achievement through self-assessment and introduced criteria-
referenced self-assessment. The study recommended providing 
sufficient time for students to revise themselves after self-
assessment and not turning the self-assessment process into 
a self-evaluation process where students graded their work.

Scholars put the involvement of students in the self-
assessment process and their experience during it into 
search. Bourke (2016) endeavoured to reveal how school 
students’ self-assessment experiences reflected their perceived 
institutional respective expectations to reason their learning. 
The study reported that the assessment systems implemented 
in schools did not reflect learners’ valued learning socially 
and culturally, which negatively affected their learning 
outcomes. Contrarily, teachers can encourage learners to focus 
on their learning and liberate them from considering only 
the assessment requirements of schools by supporting self-
assessment in increasingly complex ways. The inclusion of the 
students in the self-assessment process in educational contexts 
provided insights for researchers. Bourke and Mentis (2013) 
investigated whether self-assessment could enhance learners’ 
involvement in their learning choices. The study concluded 
that encouraging learners to participate in their learning and 
assessment processes in inclusive settings enabled them to 

gain more insights into themselves, and their inclusion in such 
processes through self-assessment helped them develop their 
self-knowledge and identities.

Several studies investigated learners’ perceptions regarding 
self-assessment in practice. Elder (2010) searched for how 
elementary students reflected on their learning. The results 
revealed that learners relied on the evaluations made by others, 
and older learners enhanced their use of self-standards and 
considered multiple sources for their self-assessment. Hill 
(2016) probed the learner’s perceptions regarding the self-
assessment process. The study revealed that most learners 
did not self-assess themselves without encouragement and 
were optimistic about the self-assessment in supportive 
environments. Wong (2017) examined the influence of self-
assessment training on learners’ perceptions of self-assessment 
in primary schools in Singapore, discovering that the student’s 
perceptions in the intervention group improved after self-
assessment. In line with these results, training learners on 
self-assessment and supporting cooperation among learners 
through self-assessment were recommended. Ross (2006) 
reported that self-assessment supported higher achievement 
and enhanced positive educational behaviour in learners. 
Training learners on assessing their work and teacher action on 
weaknesses were recommended to enhance the self-assessment 
process. McDonald (2013) described several practical 
procedures for mentoring learners through self-assessment 
to set up and maintain collaboration in learning. The study 
emphasised the need for developing cooperation in learning 
through self-assessment, and it recommended presenting self-
assessment in a more user-friendly way to encourage learners 
to include themselves in the process.

Researchers searched the influence of self-assessment on 
learning regarding different linguistic competencies. Initially, 
Duque Micán and Cuesta Medina (2017) explored the influence 
of vocabulary competence self-assessment on EFL learners’ 
oral fluency. The findings indicated that the learners became 
more competent in self-monitoring, judging, and reacting to 
their gains in learning. The importance of goal setting as an 
indispensable component in self-assessment was highlighted 
in the study. Secondly, Kirby and Downs (2007) reported a 
study intending to develop students’ essay writing abilities and 
engage students in the self-assessment criteria. The students 
were given a self-assessment scheme along with the essay tasks. 
The results showed that the students could not accurately 
assess themselves due to their lack of experience completing 
the assessment criteria. Moreover, marker inconsistencies 
were specified between the students and teachers. The teachers 
were defined to have given lower marks than the students 
who did their evaluations of the writing tasks. Additionally, 
Fletcher (2020) explored the possibility of applying writing 
assessment rubrics for the primary purpose of formative 
assessment. The results indicated the significant role of  
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self-assessment in classroom settings and suggested the 
potential of implementing large-scale assessment rubrics as 
a fundamental part of formative assessment. Lastly, Sullivan 
and Hall (1997) described a study introducing self-assessment 
as a strategy for improving learning for 3rd-grade university 
students. The students were asked to self-assess texts using 
a marking guide proposed by the teacher. While a good 
agreement was reached between students and the teacher, more 
students overestimated their grades due to being less clear 
about the standards to judge their work and, also, including 
‘effort’ as a plus factor affecting their judgment. The students 
who were more optimistic about self-assessment were found 
to have stuck more to the marking guide.

Several studies investigated teachers’ and teacher 
candidates’ reactions to self-assessment. Boud (1992) discussed 
the application of the self-assessment schedule in postgraduate 
courses. As a result of the study, the teachers were discovered 
to be intrigued by the process, while most students were 
observed to regard the combination of self-assessment and 
self-grading as a problematic exercise. Training teachers on 
implementing self-assessment can change their perceptions of 
self-assessment. Panadero et al. (2014) investigated teachers’ 
beliefs about learner self-assessment and their reasons for 
employing self-assessment in their classrooms. The results 
showed that most of the teachers used student self-assessment 
in their classrooms and had positive experiences regarding 
self-assessment. Furthermore, teachers’ positive experiences 
out of the process, belief in student inclusion, willingness to 
involve self-assessment in specifying final grades, observing 
advantages of self-assessment, and having been trained on self-
assessment were the strong predictors of their implementation 
of student self-assessment in educational contexts. Moreover, 
Seifert and Feliks (2019) identified the prospective teachers’ 
attitudes toward self-assessment, anonymous peer-self-
assessment, and improvement of assessment skills. The 
intervention involved responses to a questionnaire, peer 
and self-assessments, comments regarding assignments, 
and written blog content concerning students’ activities and 
performances of peer evaluations. The study participants 
asserted that they significantly learned from the intervention 
involving various methods of assignments and performances. 
They further reported that they learned how others evaluated 
them, and an anonymous evaluation helped them overcome 
the limitations and develop their skills regarding assessments.

In conclusion, recent research studies have focused on 
self-assessment regarding teacher and learner beliefs, language 
competencies, skills, etc. There seems an urgent need for data 
revealing the implementation of self-assessment from policy 
to practice. The current study fills this gap by revealing to what 
extent the CEFR-based self-assessment as a foreign language 
evaluation policy is applied from theory to practice in Turkish 
EFL educational contexts. The data collected from this study 

may contribute to shaping the future of foreign language 
education and evaluation policies both in Turkish EFL contexts 
and in EFL contexts across the globe.

The Rationale behind the Study and Research 
Questions 

 ‘Evidence-based’ policy is emphasised as a crucial scientific 
approach in policy-making (Lingard, 2013). Moreover, the 
quality of the evidence affects the policy implemented and 
followed in educational environments (Stratford & Wals, 
2020). Moving from this reality, evaluating foreign language 
programs in terms of theory and practice is both a compelling 
and crucial issue in Türkiye. It closely follows and adopts 
developments in its educational contexts to avoid falling 
behind internationally recognised standards. This contextual 
fact highlights the importance of the current study. In 
this regard, the current study may contribute to the policy 
development processes in Turkish EFL education contexts 
with the results achieved regarding implementing the self-
assessment based on the CEFR descriptors. Within this scope, 
the research questions of the study are:

• To what extent are the 9th Grade EFL coursebook self-
assessment items compatible with the CEFR descriptors?

• Do EFL teachers cover self-assessment items in their EFL 
classes?

• What do the observations regarding the implementation of 
self-assessment practices in EFL classes indicate?

Me t h o d

Research Design

The current study employed a qualitative research design by 
adopting the phenomenological approach. The qualitative 
design uses data collection techniques: document analyses, 
interviews, and observations (Fraenkel et al., 2012). This study 
systematically applied all of these techniques to enhance the 
trustworthiness of the processes. In addition, it adopted a 
phenomenological understanding since the data sources were 
individuals who experienced a new foreign language education 
policy by implementing a new EFL program and could reflect 
on their experiences regarding the new situations (Creswell, 
2012b; Patton, 2002). 

Participants and Setting 

In this qualitative research, the researchers benefited from 
purposeful sampling, convenient sampling and redundancy 
criterion on a voluntary basis. In purposeful sampling, 
participants are deliberately chosen to collect data regarding 
the study (Creswell, 2012a). Convenience sampling is fast and 
practical, as researchers include the most appropriate ones in 
the process (Fraenkel et al., 2012; Scott & Morrison, 2007).  
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The redundancy criterion is applied in qualitative studies in 
cases where the inclusion of further participants does not 
improve the collected data (VanderStoep & Johnson, 2009). The 
study participants comprised 11 volunteer EFL teachers, all of 
whom were female. The sample size of this study stemmed from 
the redundancy criterion, mainly because including further 
participants would not have contributed to the quality and 
content of the collected data. The majority of the participants 
(n=10) graduated from an English Language Teaching (ELT) 
department, and only one of them (n=1) graduated from the 
English Language and Literature (ELL) department. Their ages 
ranged from 30 to 52, and their teaching experiences were 
between 6 and 30 years. To keep their identities confidential, 
the participants were coded in alphabetical order.

The permissions from the local authorities were obtained 
before the interviews and observations began. To carry out 
interviews and observations, the researchers visited five 
different conventional high schools in one of the provinces 
of Türkiye. The schools were traditional ones involving 
classes from 9th to 12th grade. The student populations in the 
classrooms varied between 30 and 35 students. The interviews 
were conducted on a face-to-face basis. The meetings were 
prearranged according to the teachers’ schedules. The 
researchers did not use recording devices but took notes during 
the interviews. Each interview took approximately 25 and 45 
minutes. The participants checked the interview notes to avoid 
misunderstandings and meaning loss. The observations were 
carried out in two of the 9th-grade classrooms. In addition, 
the researchers observed classroom practices during 20 class 
hours, performing the non-participant observer (complete 
outsider) role during the observations.

Data Collection Instruments 

In the study, the data were collected by conducting the 
triangulation model based on the following instruments:

Document analysis was conducted to see to what extent the 
self-assessment items corresponded to the descriptors of the 
CEFR and the appropriate pedagogical principles. Document 
analysis relies on handy materials researchers can obtain 
in educational contexts (Scott & Morrison, 2007). In this 
study, the researchers used EAQUALS Bank of Descriptors 
as Checklists based on the CEFR descriptors released by the 
CoE (2008), and the coursebook “Teenwise” (Bulut et al., 2017) 
prepared and distributed to the schools across the country 
by the MoNE. The MoNE designs and distributes the course 
materials to students freely for all grades from primary to 
tertiary education in Türkiye to follow the same standards 
across the country. The EAQUALS project group developed 
the EAQUALS Bank of Descriptors as Checklists in 2008. 
Plus levels were added to the existing CEFR levels to make 
the descriptors more useful for language users and teaching 
institutions. There are 162 descriptors in total for A1, A1+, A2, 

and A2+ levels, and the researchers used these descriptors as a 
reference in order to define whether the self-assessment items 
in the coursebook correspond to the CEFR. In addition, there 
were ‘Check Yourself ’ parts involving self-assessment items 
for students to assess themselves at the end of each unit in the 
coursebook. These self-assessment items were compared to the 
items of the EAQUALS Bank of Descriptors as Checklists in 
order to reveal the congruity between them in the document 
analysis. 

Interviewing aims to explore the views and actions of the 
individuals on a topic, experience, or program, which are 
practical in analysing the viewpoints (Creswell, 2012a; Miller 
& Glassner, 2016; Silverman, 2006). “Participant Information 
Form” and “Individual Interview Form”, developed by the 
researchers, were utilised to gather data about the participating 
teachers’ views regarding the applicability of self-assessment in 
their classes. The Participant Information Form was designed 
to give information to the participants about the study. The 
Individual Interview Form involved two parts; the first part 
had five questions regarding participants’ demographic 
profiles, and the second part had ten semi-structured interview 
questions prepared in line with the purpose of the study (see 
Appendix-A for sample items). The forms were developed in 
line with the previous literature studies and the current study’s 
purpose. The questions were formed by the researchers in a 
way that addresses the research questions. Two experts in the 
field were consulted while developing the forms to ensure the 
credibility of the process. Additionally, the statements in the 
interview forms were analysed by a language expert to prevent 
any misunderstanding and semantic loss.   

Observations enable researchers to record and reveal 
to what extent the individuals’ responses comply with 
their actions in natural contexts (Merriam, 2009; Scott & 
Morrison, 2007). The “Observation Checklist” developed by 
the researchers was used during in-class implementations to 
observe whether the EFL classes were conducted concerning 
the CEFR. There were twenty items designed in line with the 
CEFR principles in the checklist. There were three options ‘Yes’, 
‘Partly’, and ‘No’, and a ‘Notes’ part to take field notes during 
the observations in the checklist (see Appendix-B for sample 
item). The items were formed in line with the purpose of this 
study. Two experts in the field were consulted while designing 
forming the items and designing the checklist to enhance the 
credibility of the checklist. Finally, a language expert analysed 
the checklist items and their applicability to prevent problems 
during the application process.

Data Analysis 

The constant comparative method was used to evaluate and 
report the common features of the data obtained from the 
document analysis, interviews, and observations during the 
study (Sherman & Webb, 2005). The description is one of the 
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The researchers then analysed these self-assessment items 
to see whether they were compatible with the proficiency 
descriptors of the CEFR. The researchers used the EAQUALS 
Bank of Descriptors for the document analyses as Checklists. 
The self-assessment items in the course books were compared 
to the checklists of the EAQUALS. The results of the analyses 
indicated that while there were 63 self-assessment items in total 
in the course book, only 18 were compatible with the descriptors 
of the EAQUALS when the researchers considered the targeted 
students’ levels (A1, A1+, and A2) by the MoNE. The other 
descriptors were found to be either above the students’ level or 
not compatible with the checklists of the EAQUALS.

The researchers conducted face-to-face interviews with 
the participant teachers to reveal whether they cover these 
self-assessment items in their EFL courses. All participants 
(n=11) expressed that the self-assessment principle of the CEFR 
was available in the 9th Grade EFL Program, and the ‘Check 
Yourself ’ parts enabled the students to self-assess themselves 
on completing the units. Several direct quotations from the 
interviews regarding the issue were as follows:
Participant C:   “...There are self-assessment activities at the end 

of the units...” 
Participant E:   “...There are unit-based self-assessment activities 

containing ‘can do’ statements at the end of the 
units.” 

Participant F:   “...There are practices of this type, and they have 
the students review themselves.” 

Participant G:  “...Yes, it does. We have our students fill in the 
‘Check Yourself ’ parts.” 

Participant H:  “...These self-assessment tools are provided for 
the students.” 

Participant J:  “... They can assess themselves by using ‘Check 
Yourself ’ parts...” 

basics of a qualitative research design in which researchers 
need to be f lexible as they handle dynamic procedures 
throughout an inquiry (Creswell, 2009; Wolcott, 1994). The 
data obtained from the analyses were described in a detailed 
way through tables and direct quotations when necessary to 
provide a full projection for readers and other researchers in 
the area.

Trustworthiness 

Trustworthiness in qualitative designs sets rational bases for 
the processes followed (Schwandt, 2007). The trustworthiness 
of the study was ensured via several strategies. Triangulation, 
peer review, member checking, external audit, and intercoder 
agreement strategies were employed to the data obtained 
from multiple sources. Triangulation enables comparing the 
data obtained from multiple sources (Given, 2016; Palmer & 
Bolderston, 2006). This study followed three data collection 
procedures; document analysis, interviews, and observations, 
to see whether the data exhibited intra-congruency. Experts 
review all research processes and data in a peer review strategy 
(Creswell & Miller, 2000). Another expert experienced in 
qualitative designs reviewed the processes and data of this 
study. The credibility of the findings is reviewed through 
member checking (Creswell, 2012b), and the transcriptions 
of the interviews and the notes from the observations were 
shared with the participants to avoid any semantic loss and 
enhance the findings’ credibility in this study. External audits 
provide comments regarding a study (Erlandson et al., 1993). 
Within the framework of this study, the experts who had no 
direct connection with the study provided comments on the 
processes and data of the study. The intercoder agreement 
seeks agreement among multiple experts on the data 
(Creswell, 2012b); the researchers sought an agreement on the 
data set obtained from document analysis, interviews, and 
observations by consulting different experts throughout the 
research. Furthermore, 95% agreement was reached between 
the two observers after the application, indicating the  
high credibility of the observations (Miles & Huberman, 
1994).

FI n d I n g s

The researchers initially analysed the coursebook to see 
whether it involved self-assessment items. The analyses 
showed that the coursebook had ten units total, and each unit 
contained self-assessment items at the ‘Check Yourself ’ parts 
at the end of the units. There were 63 self-assessment items 
in total in ten units (Unit 1, page 24; Unit 2, page 36; Unit 3, 
page 48; Unit 4 page 60; Unit 5, page 72; Unit 6 page 84; Unit 7  
page 96; Unit 8, page 108; Unit 9, page 120; Unit 10, page 132). 
Table 1 presents samples of the self-assessment items in the 
coursebook:

Table 1: Sample self-assessment items from the coursebook.

Units Items

Unit 1 I can ask for and give simple directions in simple phrases.

Unit 2 I can locate the things as I listen to information about 
the instructions.

Unit 3 I can identify time expressions of daily routines while 
listening.

Unit 4 I can scan reading passages about people to find out 
different abilities.

Unit 5 I can guess the meanings of unknown words from the 
contexts.

Unit 6 I can order food at a restaurant / café.

Unit 7 I can reorder the events in a short story.

Unit 8 I can ask for help from the emergency services.

Unit 9 I can agree or disagree with my friends.

Unit 10 I can write my ideas about social media and TV 
programmes.



Self-assessment in EFL Classes of Secondary Education in Türkiye: The Common European Framework of Reference for Languages

Pegem Journal of Education and Instruction, ISSN 2146-0655 355

The results from the interviews indicated that the EFL 
teachers were aware of the self-assessment principle of the 
CEFR. Also, they claimed to have used self-assessment parts 
at the end of the units in tune with the interviews.

The researchers observed two 9th Grade classes at two 
different conventional high schools. The classroom practices 
were observed throughout 20 class hours in total by using the 
Observation Checklist. Each class hour was 45 minutes, and 
two classes were observed each week. The observations took 
ten weeks in total. The non-participant observer (complete 
outsider) role was performed during the observations. The 
observation results reported that the coursebook provided 
self-assessment parts for the students to self-evaluate 
themselves. However, one of the researchers observed that 
the teachers proceeded to the next activity without covering 
the self-assessment items at the ‘Check Yourself ’ part of the 
unit. The observations revealed that although the coursebook 
had self-assessment parts and the teachers were aware of 
the self-assessment policy presented in the EFL program, 
implementing the self-assessment in EFL classrooms was 
problematic.  

dI s c u s s I o n

The policy is implemented and managed by schools where 
successful research studies are conducted regarding policy 
and management (Shannon & Saatcioglu, 2018). In this regard, 
this study investigated the reflections of a recent EFL policy 
enactment comprising self-assessment based on the CEFR 
descriptors in 9th Grade courses in secondary schools in 
Türkiye. Furthermore, all of the participants in an educational 
context, from students to politicians, respond to policy changes 
congruously because it is believed that education has an 
indispensable role in the success (Kim, 2020). Accordingly, 
the study investigated the responsive behaviours of the 
participants towards the policy changes in education contexts 
from theory to practice.

The results obtained from the document analysis showed 
that the new policy of the MoNE regarding the inclusion of 
self-assessment into student evaluation was reflected in the 
9th Grade EFL coursebook through the ‘Check Yourself ’ parts 
which involved self-assessment items in the form of ‘can do’ 
statements. However, the correspondence of the self-assessment 
items to the descriptors of the EAQUALS was relatively low 
(18 out of 63), as some of the items were above the students’ 
levels (the intended student levels for the 9th Grade were A1, 
A1+, and A2 at the end of the term). The others were not in line 
with the descriptors of the EAQUALS. These results showed 
that the new policy of the MoNE regarding the inclusion of 
self-assessment into EFL programs was represented in the 
course material though not reflecting the levels satisfactorily. 
The literature supports the current study regarding the new 

policy enactment of the MoNE regarding self-assessment. 
Zorba (2012) reported that the coursebook of the 9th grade did 
not involve any self-assessment parts for learners. Özer (2012) 
analysed the compatibility of the 3rd Grade EFL program with 
the CEFR and found out that the language skills reflected in 
the EFL program did not correspond to the CEFR descriptors 
at the supposed level. Sarıca (2009) explored that the 8th Grade 
EFL program of the MoNE was incompatible with the CEFR 
proficiency levels. Based on these results, it can be stated that 
the MoNE follows educational developments and tries to 
reflect them in educational contexts through policy changes, 
new programs, course materials, etc.; however, the alignment 
of self-assessment items to the CEFR descriptors seemed still 
problematic.

The interviews indicated that the teachers were aware of 
the new policy regarding the self-assessment proposed in the 
9th Grade EFL program. They claimed they were in favour 
of student self-assessments and covered the self-assessment 
items presented in the ‘Check Yourself ’ parts of the coursebook 
during the lessons. This result contradicts the literature. Ayar 
(2010) reported negative attitudes of the teachers towards 
self-assessments through student portfolios. Contradicting 
results may show that EFL teachers’ self-assessment awareness 
has changed. Each policy enactment brings new ideas, issues, 
etc., into the agenda of teachers, and the total acceptance 
and application of these developments may take time. 
Teachers’ acceptance of new policy implementations affects 
their educational practices in classrooms. Teachers’ beliefs 
contribute to the pedagogical strategies they follow and apply 
in their classrooms (Panadero et al., 2014).

The observation results revealed that self-assessment was 
not performed in the classroom. The students moved on to 
the next unit without conducting self-assessment items at the 
“Check Yourself” part upon completing the unit. This result 
was in line with the previous results in the literature. Dönmez 
(2010) revealed that the teachers ignored some parts of the 8th 
Grade EFL program and did not implement the alternative 
assessment tools. Similarly, Karci and Türkoğlu (2014) explored 
in their study investigating the 9th Grade EFL program’s 
implementation of peer and self-assessments was problematic 
due to the teachers’ attitudes. In line with these results, King 
and Bigelow (2018) reported the immediate need for training 
testers in a planned manner. Integrating new approaches 
in educational settings without training teachers rationally 
about these developments may detract their attention towards 
these changes (Rowe et al., 2020).   Institutional practices 
and rational expectations from the authorities in educational 
environments lead many professionals to refrain from these 
contexts (Spillane et al., 2019).

Stratford and Wals (2020) assert that designing healthy 
policy ecologies by building creative and critical policy 
alternatives is vital for sustainable education. At this point, 
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training teachers come to the fore as a preliminary point 
in education. Teachers need intensive and comprehensible 
training that combines pedagogical practices and realities 
of education contexts, enabling them to overcome conflicts 
stemming from policy adaptations and reforms during their 
university education (Feitosa, 2021). Training both teachers 
and students on self-assessment helps them make informed 
self-judgments, and plentiful opportunities should be provided 
for them to make judgments against predetermined criteria to 
be successful self-assessors (Brown & Harris, 2014). The success 
of formative assessment relies on learners’ understanding of the 
gap between their current level of performance and reference 
level of performance and to what extent they are motivated to 
reach the reference level (Wong, 2017). Research highlights 
the importance of self-assessment as a beneficial practice in 
developing learners’ evaluative judgments (Carroll, 2020). 

co n c lu s I o n 
This study investigated the CEFR-based self-assessment 
implementations as language evaluation policy in EFL classes 
in secondary education in Türkiye. The study revealed that 
the course material of the 9th Grade EFL learners involved 
self-assessment items in the form of ‘can do’ statements 
in ‘Check Yourself ’ parts of the units in line with the new 
language evaluation policy proposed by the MoNE. However, 
the compatibility of these self-assessment items with the 
proficiency descriptors of the CEFR was relatively low (18 
out of 63 items). The teachers expressed that they favour self-
assessment and its implementation in language evaluation. 
However, the observation revealed that the self-assessment part 
was disregarded in classroom practices. The learners and one 
of the teachers proceeded to the next unit without covering 
the self-assessment items.

Pe dAg o g I c A l IM P l I c At I o n s

Several pedagogical recommendations may be suggested 
for education contexts based on the abovementioned issues. 
First, designing and enhancing self-assessment items 
compatible with the CEFR descriptors may help develop a 
shared understanding in EFL educational contexts. Second, 
providing teachers with in-service training activities on self-
assessment may contribute to self-assessment implementations 
in classroom contexts. Since teachers are the final decision-
makers in classrooms, their attitudes towards self-assessment 
affect their practices significantly. Their attitudes may be 
bettered by emphasising the prominence of student self-
assessment practices. Third, developing an understanding 
of self-assessment among students and giving them enough 
time to monitor and revise their performances may promote 
academic success. For this reason, additional tasks enabling 
students to see their progress on the specifics of the units may 
be prepared for students on time.   

lI M I tAt I o n s A n d Fu t u r e dI r e c t I o n s

This study was qualitative, comprising document analysis, 
interviews, and observations. A quantitative or mixed methods 
study can be designed for further studies to reach more teachers 
from different regions of the country. Due to formal procedures 
and officials’ permission, the classroom observations were 
limited to 20-course hours. An observational study that lasts 
for the entire term can be designed and involving more than 
two classrooms can give more detailed information about 
implementing the CEFR-based self-assessments in 9th Grade 
classrooms. This study was limited to 9th Grade EFL courses 
in secondary education. The other grades (10th, 11th, and 
12th) of secondary education can be included in research 
studies to reveal the current situation of the new CEFR-based 
self-assessment policy in classrooms.
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