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Abstract—This study was set out to investigate the effects of EFL teachers’ assessment literacy and 

professional identity on learners’ autonomy. Meanwhile, the relationship between teachers’ assessment 

literacy and professional identity was investigated. Moreover, educators’ perspectives on learner autonomy 

were studied. To this end, 40 EFL teachers participated in the study through completing assessment literacy 

scale developed by Mertler (2003) and teacher professional identity questionnaire designed by Beijaard et al. 

(2000). Besides, 20 EFL teachers were interviewed. Likewise, 110 upper-intermediate EFL learners answered 

Zhang and Li’s (2004) learner autonomy questionnaire. A mixed method design was used to answer the 

research questions. The findings revealed that teachers’ assessment literacy was linked to their professional 

identity. Moreover, assessment literacy and professional identity had fruitful effects on learner autonomy. The 

findings made it certain that teachers believed in learners’ abilities however they didn’t know how to cultivate 

autonomous learners.  

 

Index Terms—assessment literacy, autonomy, professional identity 

 

I.  INTRODUCTION 

The vital roles of teachers in educational context are undeniable. Teachers are considered as the main sources for 

selecting materials, arranging the classrooms, providing learning opportunities, and assessing learners’ advancement. 

Therefore, teacher’s professional identity and assessment literacy are considered as crucial components in determining 
the effectiveness of any educational context. On the other hand, equipping learners with skills to be autonomous 

received the attention of lots of teachers and researchers nowadays. Accordingly, this study tries to investigate the 

effects of teacher’s professional identity and assessment literacy on learners’ autonomy. 

Professional identity relates to teacher self-conception based on his/her experiences, perspectives, and believes 

(Ibarra, 1999). Timoštšuk and Ugaste (2010, p. 1564) refer to teacher professional identity as teacher understanding of 

“teaching related situations and relationships that manifest themselves in practical professional activities”. Bullough 

(1997) considers teacher identity as the essence of teacher decisions. It roots in sociocultural factors (Mofrad, 2016) and 

influences teacher manner and behavior (Abednia, 2012). Caihong (2011) notes that teachers’ professional identities 

determine their interpretations of learners’ behavior and improvements; it also effects teachers’ teaching methods. 

Ivanovaa and Skara-MincƗne (2016) mention that professional identity is linked to effective teaching. Therefore, 

effective teachers have positive professional identities.   
van Huizen et al. (2005) argue that one of the main aims of teacher training courses is boosting educators’ 

professional identities. Research indicates that teacher professional identity is linked to teaching quality (Veisson & 

Kabaday, 2018) and teacher pedagogical content knowledge (Atai & Khazaee, 2014). Moreover, teachers with high 

level of professional identity have better relationships with learners  (Rockoff, 2004) and are more effective in teaching, 

understanding learners’ needs, solving problems, and transferring knowledge (Levine, 2006). 

Assessment and learning opportunity are considered as two main concepts in language teaching. Creating appropriate 

contexts and providing accessible input seems not to be enough for language acquisition. Assessment determines 

learners’ strengths and weaknesses. It helps teachers to design, adopt, or change teaching methods. Likewise, 

assessment determines the quality and effectiveness of teaching (Stiggins, 1999). Therefore, teacher knowledge of 

assessment has direct effects on learners’ outcomes (Bennett, 2011). Messick (1989) mentioned that teachers should 

have accurate and acceptable knowledge of the effects, results, and consequences of assessment. 

In the same line, Stiggins (1991) coined the concept of assessment literacy and defined it as teacher comprehension 
of appropriate assessment. Ainsworth and Viegut (2006, p.53) described it as “the ability to understand the different 

purposes and types of assessment in order to select the most appropriate type of assessment to meet a specific purpose” 

(p. 53). More specifically in applied linguistics, the notion of language assessment literacy was defined as “the ability to 

design, develop and critically evaluate tests and other assessment procedures, as well as the ability to monitor, evaluate, 
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grade and score assessments on the basis of theoretical knowledge” (Vogt & Tsagari, 2014, p. 377). Language 

Assessment Literacy (LAL) is vital competence for stakeholders involved in language teaching and assessment (Taylor, 

2009; Yastıbaş & Takkaç, 2018). Scarino (2013) believed that developing LAL is necessary for a teacher. LAL helps 

educators to evaluate their attitudes, believes, actions, and understandings (Scarino, 2013). On the other hand, the low 

level of LAL leads to an invalid evaluation of a learner (Suah, 2012).  

The third variable of this study is learner autonomy. Autonomy refers to learners’ “ability to take charge of one’s 

own learning” (Holec, 1981, p. 3). Nunan (2003) viewed autonomy as students’ capacity to monitor their acquisitions. 

Benson (2001) argued that autonomy has three main levels. These levels include monitoring learning, learning contents, 

and cognitive process (Benson, 2001). Little (2009) mentioned that autonomous learners do their works independently. 

Holec (1981) asserts that being autonomous enable learners to set goals, select contents, choose appropriate methods, 

control their learning, and assess their progress. Ghasedi et al. (2018) note that autonomous learners are more willing to 
participate in classroom interactions and negotiations. Zarei and Gahremani (2010) added that learners with the higher 

level of autonomy are more active and effective in language acquisition.   

The review of literature indicated that autonomy is linked to motivation (Hua, 2009; Li & Yu, 2008) self-efficacy (Li 

& Yu, 2008; Wu & Zhang, 2009) effective learning (Vickers & Enn, 2006), critical thinking (Fahim & Haghighi, 2014), 

language proficiency (Qi, 2011), and speaking fluency, accuracy, and complexity (Ghasedi et al., 2018) The efficacy of 

teachers’ professional identity and assessment literacy is well documented. Likewise, a conclusive review of previous 

studies indicates that learner autonomy is a vital variable in language acquisition. Some studies were conducted in this 

regard; however, no study investigated the links between teacher professional identity and assessment literacy. 

Moreover, no study investigated the effects of language assessment literacy and professional identity on learner 

autonomy. Accordingly, this study was set out to fill the gaps and find plausible answers to the following questions: 

1. Do teachers’ assessment literacy and professional identity affect learners’ autonomy? 
2. Is there any links between teachers’ assessment literacy and their professional identity? 

3. What are teachers’ perspectives about learners’ autonomy? 

II.  LITERATURE REVIEW 

A.  Professional Identity 

Professionalism has different meanings for different individuals (Fox, 1992). It is considered as a quality of any 

profession (Hoyle, 1980). Professional identity refers to the continuous procedure of understanding and re-translation of 
encounters (Kerby, 1991). In educational contexts, it is defined as the characteristics and behaviors of an expert 

educator (Hoyle, 1980). Lasky (2005) refers to teacher professional identity as the way educators characterize their jobs. 

Ashforth and Tomiuk (2000) contend that professional identity includes individual, expert, and situational factors. They 

added that in different contexts one of these factors became prevailing.  Kompf et al. (1996) mentioned that teachers’ 

professional identities determine their attitudes, convictions, actions, and reactions.  

Considering professionalism as one of the main characteristics of a professional teacher, McBer (2000) noted that 

responsibility, certainty, reliability, and regard are the main dimensions of teacher professional identity. Hoyle and John 

(1995) considered responsibility, autonomy, and knowledge as three main components of professional identity. David 

(2000) believed that hypothetical and practical ability, autonomy, ethicality, open assistance, and discipline were the 

main subcomponents of professional identity.  

Asserting that the identity of a teacher develops during teaching; Beauchamp and Thomas (2009) add that teachers’ 
professional identities enable them to shape their value system about how to comprehend their roles or how to be in 

school or society. Moore and Hofman (1988) noted that the higher the teachers’ professional identity the lower their job 

dissatisfaction and work stress. Gaziel (1995) showed that professional identity was negatively correlated with teacher 

burnout. İlgan et al. (2015) put forth that teachers with high professional identity spent more time on teaching tasks in 

order to increase the quality of teaching.  

The results of Veisson and Kabaday (2018) indicated that the lower the teachers’ professional identity, the lower 

their teaching quality. Aghaalikhani and Maftoon (2018) studied the effects of EFL teaching programs on teachers’ 

professional identities. They collected data from 150 Iranian EFL teachers. Their findings showed that teacher 

education programs only improved two dimensions of professionalism (professional development and reflection) and 

had no significant effects on responsibility and ethics. They added that context and politics are two main factors that 

affect teacher professional identity.  

B.  Language Assessment Literacy 

Assessment has different functions in various educational contexts. Fulcher (2010) summarized the main functions of 

an assessment as providing information to make decisions, gatekeeping, diagnose learner level, motivate student, and 

impose specific political and social norms. Likewise, assessment has lots of advantages such as providing data to 

improve teaching styles, control learner learning, make students aware of their competence, and improve learners’ self-

esteem (Yamtima & Wongwanich, 2014). Moreover, the direct link between teaching and assessment implies that 
assessment improves teaching (Malone, 2013). Consequently, assessment literacy or more specifically LAL could be 

considered as one of the main requirements of an effective teacher.  
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Assessment literacy refers to teacher sound understanding of the principles of evaluation, methods of assessment, 

assessment criteria, and assessment tools and strategies (Mertler, 2003; Popham, 2004; Volante & Fazio, 2007). 

Arguing that assessment literacy involves theoretical and practical knowledge, Taylor (2009, p. 27) added that such 

knowledge should be contextualized “within a sound understanding of the role and function of assessment within 

education and society". The highly cited definition of LAL, proposed by Fulcher (2012, p. 125) is as: 

 “Knowledge, skills and abilities required designing, developing, maintaining or evaluating” different kinds of 

language tests. 

 Awareness of assessment strategies and familiarity with underling standards and ideas that guide and support 

evaluation 

 The capacity to implement such knowledge and skills “within wider historical, social, political and 
philosophical frameworks” 

Stiggins (1999) numbered the main criteria for a teacher to be assessment literate as starting with a specific purpose 

of assessment in mind, determining the level of requirement, selecting suitable methods of assessment based on the 

purpose and level of requirement, developing accurate test rubric, avoiding subjectivity in scoring, and giving 

appropriate feedback based on learners’ scores. These criteria were summarized by National Council on Measurement 

in Education (NCME), National Education Association (NEA), and American Federation of Teachers (AFT) in 1990. 

These criteria include being skillful in choosing suitable methods for assessment, designing or implementing accurate 

tools for assessment, taking the exam, scoring the answer sheets, and reporting the results, making differentiation 

between learners based on their scores, transferring the results of assessment to learners, learners’ parents, and other 

stakeholders, and being aware of the differences between ethical and unethical assessment and being unwilling to use 

unethical ones. Such criteria help teachers evaluate learners fairly (Lian & Yew, 2016). Fulcher (2010) believed that the 

teachers who have high level of LAL are able to distinguish notions like assessment for learning from assessment of 
learning. Likewise, they are familiar with different kinds of assessment such as formative, summative, self/peer 

assessment, and dynamic assessment (Fulcher, 2010). Accordingly, they can choose the best one based on their needs 

and contexts. 

Tsagari and Vogt (2017) investigated European EFL teachers LAL. Their findings indicated that teachers felt that 

they had low level of LAL. The participants in the study noted that their LAL was not enough for assessment activities. 

Tsagari and Vogt (2017) mentioned that teacher training courses didn’t prepare teachers to use assessment tools, 

strategies, and routines. In a similar study Volante and Fazio (2007) concluded that Canadian college teachers had low 

level of assessment literacy. They added that those teachers need more training on classroom assessment. The findings 

of Shim (2009) showed that teachers were assessment literate; however, they didn’t implement lots of assessment 

principles into practice. Xu and Brown (2017) reported that there wasn’t significant difference between male and female 

teachers concerning assessment literacy. 

C.  Learners’ Autonomy 

Autonomy has different interpretations in different cultures (Kumaravadivelu, 2012). It was regarded as learners’ 

responsibility for their improvement (Brindley, 1990). Being autonomous refers to being able to make decision for 

one’s own advancement. Taking the needs lacks, wants, and goals into account, autonomous learners are able to direct 

and manage their studying. Having the clear understanding of their purposes, duties, and expectations autonomous 

learners review their progress and assess their changes (Holec, 1981).  
Kumaravadivelu (2012) divided the autonomy into two kinds of academic and liberatory. He viewed academic 

autonomy as a narrowed view which aims to develop learners’ academic abilities. Kumaravadivelu (2012) added that 

this kind of autonomy boosts learner’s understandings of how to learn. On the other hand, the liberatory autonomy 

considered the academic autonomy as a mean to learning to liberate. Liberatory autonomy enables students to 

“recognize sociopolitical impediments placed on their paths to progress and provide them with the intellectual tools 

necessary to overcome them” (Kumaravadivelu, 2012, p. 47). This broad view of autonomy develops learners’ critical 

thinking abilities (Kumaravadivelu, 2012).  

Benson (2001) maintained that training learners are necessary for developing their autonomy. Balçıkanli (2010) 

proved that teachers have the high tendency to develop learners’ autonomy. Chen (2011) showed that the autonomy of 

teachers directly affect the autonomy of students. Birchley (2003) viewed teachers in autonomous contexts as assistors, 

models, suppliers, advisors, and instigators. Üstünlüoğlu (2009) compared teachers and learners’ perception of 
autonomous classrooms. The findings indicated that students had the capacity to monitor their learning; however they 

didn’t have the willingness to do so. On the other side, teachers perceived learners incapable of taking charge of their 

own learning.  

Dafei (2007) examined the relationship between learner autonomy and language proficiency. Findings highlighted 

the differences between learners with different levels of autonomy. The findings of Sakai and Takagi (2009) and 

Yasmin and Sohail (2017) proved such results and showed a positive correlation between learners’ autonomy and 

language proficiency.  Zarei and Gahremani (2010) showed the significance of learners’ autonomy in developing their 

reading comprehension. Zhalehgooyan and Alavi (2014) reported the efficacy of autonomy in developing learners’ 

listening comprehension.  
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A conclusive review of the previous studies highlights the significance of teachers’ professional identity and 

assessment literacy. The benefits of autonomy in language acquisition and advancement were also accentuated. Some 

studies have been conducted in this regard; however, no studies examined the links between teachers’ professional 

identity and assessment literacy. Moreover, no study addressed the effects of teachers’ professional identity and 

assessment literacy on learners’ autonomy. Therefore, this study was set out to fill the gaps and provide fruitful 

theoretical and pedagogical implications in this regard.  

III.  METHOD 

A.  Participants 

Forty EFL teachers (17 males and 23 females) participated in this study. Their age ranged from 28-45 and all of them 

were Persian native speakers. They were selected from three cities (Qorveh, Dehgolan, and Sannandaj) of Kordestan 

province, Iran. They had different years of teaching experiences, ranged from 5 years to 15 years. It should be noted 

that they taught EFL in different private institutes.  

Likewise, 110 upper-intermediate EFL learners (47 males and 63 females) answered learner autonomy questionnaire. 

They were Persian and Kurdish native speakers who had no opportunities to talk to native speakers. Their age ranged 

from 16-22.  

B.  Instruments 

Assessment Literacy Scale  

The first instrument that was used in this study was classroom assessment literacy inventory developed by Mertler 

(2003). It was adopted from Teacher Assessment Literacy Questionnaire developed by Plake et al. (1993). Classroom 

assessment literacy inventory involves two parts. The first part includes 35 items (4 choices for each item) about seven 

standards concerning teacher assessment knowledge. These standards include teacher skill in selecting appropriate and 

accurate assessment methods (items 1,2,3,4, and 5), designing and developing methods for assessment (items 6,7,8,9, 
and 10), administrating the test, scoring it, and making meaning of scores (items 11, 12, 13, 14, and 15), taking 

appropriate action based on test result (items 16, 17, 18, 19, and 20), gradation and categorization of learners (items 

21,22,23,24, and 25), reporting the test results (items 26,27,28,29, and 30), and detecting biased, illegal, and inaccurate 

items (items 31, 32, 33, 34, and 35). The second part of classroom assessment literacy inventory asks questions about 

teachers’ backgrounds such as gender, educational level, and general knowledge concerning teaching and assessment. 

The reliability of the instrument conducting Cronbach’s alpha was .97 (Mertler, 2003). 

Professional Identity Questionnaire 

Teacher professional identity questionnaire developed by Beijaard et al. (2000) was used to measure teacher 

professional identity. The scale consists of four sections. The first section includes questions about teacher’s years of 

experience, age, subject matter taught, and gender. The second section asks questions about subject matter field (item1, 

2, 3, and 4). The third section has questions about teachers’ understanding of professional teaching (items 5,6,7,8,9, and 
10). The fourth section includes items about supporting learners socially, mentally, and emotionally (items 11, 12, 13, 

and 14). The participants were asked to what extent they were agreed with each item on four-point Likert scale. The 

reliability of the inventory running Cronbach’s alpha was .91.  

Learner Autonomy Scale 

The third instrument that was used in the current study was learner autonomy scale designed by Zhang and Li (2004). 

The scale has two parts. The first part involves 11 items with five options, 1= never, 2= rarely, 3= sometimes, 4= often, 

and 5= always. The second part includes 10 items in multiple-choice format. The choices ranged from A to E which A 

is equal to 1 point and E is equal to 5 points. The reliability and validity of this scale was established (Dafei, 2007). 

Semi-structured interview  

A semi- structured interview was conducted to investigate teachers’ perspectives about learners’ autonomy. The 

interview includes five questions with follow up questions (Appendix A). The interview questions focused on teachers’ 

perspective about learner autonomy. Moreover, some questions were asked about the teacher training programs, 
conferences, and workshops. It’s worth noting that the validity of the interview was confirmed by two experts who had 

P.h.D in applied linguistics.  

C.  Data Collection Procedures 

The researcher obtained the permission from heads of institutes and teachers before conducting the study. Moreover, 

the participants were asked if they wanted to participate in the study. Teachers and learners were given necessary 

instruction concerning answering the scales. Then, the classroom assessment literacy inventory was distributed among 
teachers. They were given enough time to answer the questions. After ten minutes brake, the professional identity scale 

was distributed. Teachers were given necessary information concerning how to answer the scale. The questionnaires 

were collected after completing. Learner autonomy scale was administered among language learners to measures their 

autonomy. The researcher guides learners and translate the words or expressions that caused difficulty for them. 

It should be noted that the two different meetings were held in each city (Qorveh, Dehgolan, and Sanandaj) for 

collecting data; one meeting for teachers and the other one for learners.  
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The interview was administered by the researcher. Teachers were selected based on availability and willingness to 

participate in the interview. The interviews were conducted in the institutes that the teachers worked. The researcher 

went to the institute one by one and invited the teachers into a room. The time of each interview lasted 20 minutes. The 

researcher transcribed the teachers’ answers.   

IV.  RESULTS AND DISCUSSION 

The collected data were codified and entered into SPSS version 21. To answer the first research question Pearson 

Product Moment Correlation was used. The results of descriptive statistics are presented in Table 1 and the results of 

correlation are shown in Table 2.  
 

TABLE 1. 

DESCRIPTIVE STATISTICS OF TEACHERS’ ASSESSMENT LITERACY AND PROFESSIONAL IDENTITY 

 N M Std. Deviation 

assessment literacy 40 .792 .227 

professional identity 40 3.246 .115 

 

Table 1 shows that the mean and standard deviation for assessment literacy and professional identity are M= .792, 

Std.= .227 and M=  3.246 , Std.= .115, respectively. 
 

TABLE 2 

CORRELATION COEFFICIENT OF  TEACHERS’ ASSESSMENT LITERACY AND PROFESSIONAL IDENTITY 

Professional identity 

 R .427
** 

Assessment literacy Sig. (2-tailed) .006 

 N 40 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

As the data in Table 2 reveals, there is a significant positive correlation between teachers’ assessment literacy and 

their professional identity (r= .427, p= 006). Accordingly, it could be claimed that the higher the teachers’ assessment 

literacy, the higher their professional identity. 

Results of the first question revealed that there was a positive link between teachers’ assessment literacy and their 

professional identity. Such findings are consistent with the results of Jumardin et al. (2014). They believed that 
professional identity enables teachers to evaluate and guide learners better.  Similarly, Connelly and Clandinin (1999) 

noted that teachers’ identities affect the way of institutional evaluation and changes. On the other hand, teachers’ 

identity is considered to be dynamic which is affected by many factors (Beijaard et al., 2000; Bressler & Rotter, 2017; 

Kostogriz & Peeler, 2007; Wang & Du, 2014). Beauchamp and Thomas (2009) asserted that teachers’ professional 

identities are formed by their encounters.  Kostogriz and Peeler (2007) showed that teaching and interactions among 

teachers and learners have significant role in developing learners’ professional identity. Accordingly, assessing learners 

and giving feedbacks to interlocutors could be considered as one of the main factors in developing teachers’ 

professional identity.  

Moreover, Ivanovaa and Skara-MincƗne (2016) added that the contextual setting provides the ground for developing 

teachers’ professional identities. Hence, the sociocultural setting of teaching and evaluation a combined by factors that 

were mentioned for being assessment literate teachers and teachers trying to achieve such factors boost teacher 

professional identity. Factors like having the accurate understanding of the subject matter field, principles and methods 
of assessment, reporting the assessment results, and consequences of assessment improve teachers’ professional identity. 

In sum, it seems that there is a direct link between assessment literacy and professional identity which implies that 

assessment literacy improves professional identity and professional identity improves assessment literacy. 

The second question investigates the effects of teachers’ assessment literacy and professional identity on learners’ 

autonomy. The results of statistical analysis are depicted in Table 3 and Table 4. 
 

TABLE 3 

DESCRIPTIVE STATISTICS FOR TEACHERS’ ASSESSMENT LITERACY/PROFESSIONAL IDENTITY AND LEARNERS’ AUTONOMY 

 N M Std. Deviation 

Learners’ autonomy 110 2.919 .295 

Assessment literacy 40 .792 .227 

Professional identity 40 3.246 .115 

 

The mean and standards deviation of teachers’ assessment literacy and professional identity were discussed in the 

previous question. The mean and standards deviation of learners are 2.919 and .295 respectively.  
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TABLE 4. 

CORRELATION COEFFICIENT OF ASSESSMENT LITERACY, PROFESSIONAL IDENTITY, AND AUTONOMY 

  Assessment literacy Professional identity 

Learners’ autonomy R .415
** 

.429
**

 

 Sig. (2-tailed) .008 .006 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

Table 4 revealed that there are positive correlation between language learners’ autonomy and EFL teachers 

assessment literacy (R= .415, p= 008) and professional identity (R= 429, p= .006). Therefore, it could be concluded that 

teachers’ assessment literacy and professional identity have direct effect on learners’ autonomy.  

The results of second research question revealed that learners’ autonomy is influenced by teacher identity and 

assessment literacy. Therefore, such variables could be considered as two main factors in developing language learners’ 

autonomy.  These findings are supported by the results of Morgan (2004) and Varghese et al. (2005). Varghese et al. 

(2005) showed that the style of teaching influences learner participation in class activities. It should be noted that active 

participation in classroom activities is considered as one of the main characteristics of autonomous learners 
(Kumaravadivelu, 2012). Besides, Chen (2011) reported that teacher characteristics influence learners’ autonomy. 

Moreover, Zarei and Gahremani (2010) considered teachers as facilitators of learners’ autonomy. Gao et al. (2013) 

asserted that teachers’ evaluation and teaching affect students’ characteristics.  

In light of the results of the current study it could be argued that teachers’ personality, competence, and skillfulness 

affect learners’ autonomy. It seems that autonomous teachers inbreed autonomous learners. Therefore, to have 

independent and active learners there should be proficient and literate teachers. 

The last question investigates teachers’ perspectives about learners’ autonomy. The results of interviews revealed that 

the main characteristics of autonomous learners are being self-confident, curious, creative, flexible, independent, risk 

taker, critical thinker, good guesser, tolerant, motivated, and goal setter. Moreover, they believed autonomous learners 

prefer student-centered classrooms. Most of the teachers’ confirmed that their students were motivated language 

learners, but they didn’t believe in themselves. They argued that the language learners relied too much on textbooks and 
teachers. The learners didn’t have necessary confidence and skills to take charge of their learning. They argued that 

sometimes they give learners the opportunities to select the topics for discussion. However, learners gained no 

opportunity to select content. The main reason was student incapability to do so.  

Concerning learners’ responsibility teachers believed that learners should take control of their learning. Learner 

involvement in learning and advancement boosts their efficacy and helps them to achieve their goals. Most of the 

teachers believed that teacher training courses didn’t pay enough attention to learner autonomy. They mentioned that 

during their training courses they received instructions based on predetermined books by Ministry of Education. They 

added that they didn’t receive appropriate and accurate instructions on how to develop learner autonomy.    

The findings of the third research question made it clear that most of the participants were aware of the significance 

of learners’ autonomy. Likewise, the teachers believed in learners’ capabilities, however, learners didn’t believe in 

themselves. Besides, most of the learners didn’t gain the opportunity to select the topic, content, or method. Moreover, 

the results showed that most of the teacher inadequacy in developing learner autonomy was related to teacher training 
programs.  The findings are supported by the results of Aghaalikhani and Maftoon (2018). They mentioned that teacher 

training courses in Iran didn’t provide educators necessary information about new concepts and technologies. Likewise,  

Ghaemi and Abdullahi (2016) noted that teachers are supposed to do some responsibilities and they have few freedoms 

in selecting contents and materials.  Similarly Tsagari and Vogt (2017) noted that European teachers aren’t only 

competent in new concepts but also they aren’t provided with enough information in this regard. Moreover, the findings 

of Ivanovaa and Skara-MincƗne (2016) made it clear that pre-service teachers need more contextualized guidance.   

Concerning learner autonomy, the results of this study are in line with the findings of Üstünlüoğlu (2009) and 

Balçıkanlı (2010). Üstünlüoğlu (2009) showed that students had the capability to take charge of their improvement but 

they weren’t tended to do so. On the other hand, Balçıkanlı (2010) asserted that teacher belief in learner skills to control 

their own learning. Learners’ unwillingness to take charge of their own learning seems to be rooted in their backgrounds. 

To the best of researcher knowledge, learners are consumers of teachers’ knowledge in Iran. Students have no role in 
selecting the books, contents, or materials. Assessments are mostly formative or summative in schools. We don’t 

observe self-assessment, peer assessment, or dynamic assessment. Such problems should be solved by equipping 

teachers with needed skills and knowledge. Accordingly, teacher education programs should be fruitful. 

V.  CONCLUSION 

Considering language assessment literacy, professional identity, and autonomy as vital criteria in learning and 

assessment, this study tried to fill the gaps in the literature through investigating the effects of EFL teachers’ language 

assessment literacy and professional identity on learner autonomy. Moreover, the relations between teachers’ 

professional identity and assessment literacy were examined. While many studies are required to be conducted to 

examine the correlation between teachers’ professional identity and language assessment literacy and the effects of such 

variables on learners’ autonomy; the results extracted from the statistical analysis of the current study made it certain 

that there was a positive correlation between LAL and professional identity. Likewise, findings indicated that teachers’ 
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LAL and professional identity had valuable effects on learners’ autonomy. Finally, it was shown that teachers admitted 

learner autonomy however they weren’t competent enough to nurture autonomous learners.   

Teacher professional growth involves developing competence in the field, teaching, understanding learners, and 

supporting them. On the other hand, to be literate in assessment, language teachers should be competent in selecting and 

designing assessment methods, testing, scoring, and comparing learners, and presenting the results (Beijaard et al., 

2000). Consequently, it puts many demands on teacher training programs.  One of the main aims of teacher education 

programs can be the development of teachers’ LAL and professional identity. However, teacher training courses in Iran 

haven’t received serious attention in Iran (Aghaalikhani & Maftoon, 2018). Ghaemi and Abdullahi (2016) asserted that 

language teachers in Iran are supposed to teach specific books in specific ways. This may be due to the lack of 

awareness of the significance of teachers’ LAL and identity. Accordingly, based on the results of this study and the fact 

that pre-service teacher education has fruitful effects on teacher proficiency and literacy; it is recommended to provide 
the necessary guidance and support to plan and nourish LAL and professional identity.  

APPENDIX 

1. What makes an autonomous language learner? 

2. How do you describe your students? Why? 

3. Do you give your student any opportunity to select the topic, content, or material? Why?  

4. How much is an EFL learner responsible for his/her learning? Why? 

5. How do you evaluate teacher training programs, workshop, and conferences concerning learners’ autonomy? 
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