
 Journal of Sociological Research 

ISSN 1948-5468 

2017, Vol. 8, No. 2 

http://jsr.macrothink.org 1 

The Impact of Self-assessment and Peer-assessment in 

Writing on the Self-regulated Learning of Iranian EFL 

Students 

Fathi, Jalil1, Mohammad Yousefi, Leila2,* & Sedighravesh, Mehrnoosh3 

1TEFL University of Kurdestan 

2Islamic Azad University, North Tehran branch, Tehran, Iran  

3Islamic Azad University, Science & Research Branch, Tehran, Iran 

*Correspondence: Islamic Azad University, North Tehran branch, Tehran, Iran. Tel: 

98-910-114-9578 E-mail: sobhan3636@yahoo.com 

 

Received: May 20, 2017  Accepted: June 23, 2017  Published: June 25, 2017 

doi:10.5296/jsr.v8i2.11252     URL: https://doi.org/10.5296/jsr.v8i2.11252 

 

Abstract 

Like other types of assessment subscribing to edumetrics as a reaction against traditional 

psychometrics paradigm, self-assessment and peer-assessment have enjoyed much popularity 

among various types of alternative assessment. Additionally, alternative assessments, 

especially self- and peer-assessments have been the focal point of departure as far as L2 

writing has been concerned. Furthermore, self-regulation as a burgeoning area of research in 

L2 learning refers to the degree to which language learners can regulate aspects of their 

thinking, motivation and behavior during learning. Given the significance of both assessment 

and self-regulated learning in ELT, the present paper investigated the effect of the 

implementation of self-assessment and peer-assessment in a writing course on the 

self-regulated learning of a sample of Iranian EFL students. In so doing, sixty three English 

major Iranian students who were the students of three intact classes at Islamic Azad 

University participated in this study. One of the classes was regarded as the self-assessment 

group, the other group was assigned to peer-assessment group and the third class served as 

the control group of the study. The ANCOVA analyses of the self-regulation scale scores for 

the control and experimental groups revealed that both self-assessment and peer-assessment 

practices had a positive impact on the self-regulated learning of the participants. The results 

will have theoretical and pedagogical implications for Iranian English language education. 

Keywords: Self-assessment; Peer-assessment, Writing Course; EFL Students; Self-regulated 

Learning 
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1. Introduction 

Over the past few decades, many scholars, practitioners and theorizers in English Language 

Teaching (ELT) have acknowledged their attention to learner variables and learners strategies 

as influential elements contributing to the success of learners in L2 learning (Reiss, 1985; 

Tamada, 1996). As an attempt in this area, one major concern has been the existence of sense of 

personal responsibility and control among the learners to master and acquire the knowledge 

and skills by their own. This conceptualization has been introduced as a construct called 

self-regulation which is characterized as people's ability to regulate and direct their feelings, 

thoughts, and behaviors (Bandura, 1986), self-regulation is a concept in psychology, which has 

gained much interest (Boekaerts & Corno, 2005). From this perspective, self-regulated learners 

are aware when they know a fact or possess a skill and when they do not. Self-regulated 

students assertively struggle to obtain information when needed and take the necessary steps to 

master it. In facing barriers such as poor study conditions, confusing teachers, or 

less-understood text books, they are most likely to come up with a solution to succeed. 

Self-regulated learners view acquisition as a systematic and controllable process, and they 

accept greater responsibility for their achievement outcomes (Zimmerman & Martinez-Pons, 

1990). Kanlapan and Velasco (2009, p. 79) identified self-regulation as "any thought, action, or 

feeling towards attaining educational goals and evidently the management of one’s own 

thinking." Similar accounts have been given by Zimmerman (2000, 2002) to whom 

self-regulation refers to planned self-generated thoughts, feelings, and actions leading to the 

attainment of goals with the use of feedback from prior performance which makes the process 

cyclical. 

Recently, numerous ELT theoreticians and practitioners have championed and called for the 

application of assessment types other than decontextualized, traditional norm-referenced tests 

(Gipps,1994). This change of orientation has even been viewed as a paradigm shift, from 

psychometrics to a broader model of educational assessment, from a testing and examination 

culture to an assessment culture (Gipps,1994). In spite of the potential impact of such 

alternative assessments as a key element in learning enhancement, research in this area is still 

alluring and burgeoning. Alternative assessment concepts and taxonomies have also been 

extensively discussed by ELT members and scholars (Hamp-Lyons, 2009; Leung, 2007; 

Rea-Dickins & Gardner, 2000). Overall, given the significance of both assessment and 

self-regulated learning in ELT, the present paper aimed to explore the effect of the 

implementation of self-assessment and peer-assessment in a writing course on the 

self-regulated learning of a sample of Iranian EFL students. 

 

2. Literature Review 

With the emergence of assessment paradigm, the current belief is that in order to assess 

students` learning outcomes, practitioners and teachers need to employ a variety of assessment 

methods (Pope, 2005); nevertheless, in traditional classroom settings, the teacher is still the 

sole evaluator. Teacher assessment as the sole assessment tradition in language classes is no 

longer valid nowadays (Leung, 2007). In recent years, different types of assessment have 
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received adequate attention as an integral element of learning in general and language learning 

in particular. Assessment refers to “any methods used to better understand the current 

knowledge that a student possesses” (Collins & O'Brien, 2003, p. 29). Given the instructional 

value of assessment, ELT teachers spend a great deal of their class time engaged in one type of 

assessment or another (Stiggins, 2002). Nowadays, various innovations in assessment 

procedures have been carried out, where the attention from summative assessment has shifted 

to formative assessment. These innovations involve thinking of alternatives, which require 

questioning the learning process and using learning and assessment activities together rather 

than habitual testing applications. Therefore, to overcome the inherent limitations of teacher 

assessments, alternative assessment, such as self-assessments and peer-assessments, gained 

momentum in the field of education (Hargreaves, Earl, & Schmidt, 2001). 

Self-assessment is conceptualized as “procedures by which the learners themselves evaluate 

their skills and knowledge” (Bailey, 1998, p. 227). The main merit attributed to self-assessment 

is that it encourages students to get more actively engaged in the educational process by 

requiring them to reflect on their own performances and by encouraging them to take greater 

responsibility for goal-setting and decision making about their own learning (Hughes, & 

Mylonas, 2002). According to Boud (1995), self-assessment is the technique by which students 

judge and give feedback on their own performance, which is aimed at improving students' 

active participation in classroom activities. Boud and Lablin (1983 as cited in Boud 1989) 

categorized self-assessment as one of the most important processes that can occur in 

undergraduate education because of its potential to develop in students the ability to accurately 

judge their own performances and to monitor their own learning. Brown and Hudson (1998) 

also stated that students` greater autonomy in self-assessment can substantially increase their 

motivation to learn the language. Oscarson (1997) asserts that the self-assessment of language 

proficiency is concerned with knowing how, under what circumstances and with what effects 

learners and users of a second language (SL) or a foreign language (FL) judge their own ability 

in the language. From this perspective, ability is concerned with both achievement and 

proficiency. Self-assessment, according to Oscarson (1997) comes from the realization that 

effective learning is best achieved if the student is actively involved in all phases of the 

learning process. Self-assessment fosters learning autonomy and positively contributes to 

motivation and outcomes of learning mainly when self-assessment becomes part of day-to -day 

teaching and when learners do self-assessment for monitoring progress and improvement, not 

for a grade or placement.  

Peer-assessment is also defined as “an arrangement for peers to consider the level, value, worth, 

quality or successfulness of the products or outcomes of learning of similar status” (Smith, 

Swanson, & Elliot, 2000, p. 150). Freeman (1995) highlighted the efficacy of peer-assessment 

to compensate for weaknesses in many assessment practices that usually fail to foster the 

development of independent, reflective, critical learners. Similarly, Cheng and Warren also 

asserted that peer-assessment “…provides learners with the opportunity to take responsibility 

for analyzing monitoring and evaluating aspects of both the learning process and product of 

their peers” (2005, p. 94).  



 Journal of Sociological Research 

ISSN 1948-5468 

2017, Vol. 8, No. 2 

http://jsr.macrothink.org 4 

Peer and self-assessment, in which learners assess each other and themselves, has the 

potentiality to encourage the learners to take greater responsibility for their own learning by 

getting engaged with assessment criteria and reflection of their own performance and that of 

their peers. Topping (1998) believes that peer-assessment is an arrangement where individuals 

consider the amount, level, worth, and quality of success of the products or outcomes of 

learning of peers of similar status. According to Henner-Stanchina and Holec (1985), 

self-assessment is an assessment technique that refers to the process whereby “learners 

simultaneously create and undergo the evaluation procedure, judging their achievement in 

relation to themselves against their own personal criteria, in accordance with their own 

objectives and learning expectations.”  

Concerning self-regulation as the dependent variable of the current study, Zimmerman and 

Bandura (1994) maintain that self-regulation refers to learners' mind generating concepts 

which assist them in their feelings and activities towards completing desired educational goals. 

Despite the fact that definitions of self-regulated learning differ on the basis of researchers’ 

theoretical viewpoint, a shared conceptualization of multiple descriptions and definitions of the 

construct consider self-regulated learners as metacognitively, motivationally, and behaviorally 

active participants in their own learning (Zimmerman, 1986). Concerning metacognitive 

processes, self-regulated learners plan, set goals, organize, self-monitor, and self-evaluate at 

various points during the process of acquisition (Zimmerman, 2008). Such processes pave the 

way for them to be self- aware, knowledgeable, and decisive in their approach to learning. As 

far as motivational processes are concerned, self-regulated learners report high self-efficacy, 

self-attributions, and intrinsic task interest (Zimmerman, 1985). Such learners are self-starters 

who display extraordinary effort and persistence during learning. With regard to their 

behavioral processes, self-regulated learners select, structure, and create environments that 

optimize learning (Zimmerman & Martinez-Pons, 1986).  

With regard to previous empirical studies investigating the link between assessment and 

self-regulation, Huang (2011) examined two types of classroom assessment events, the more 

closed convergent assessments (CA) versus the more open-ended divergent assessments (DA), 

to investigate whether they affect learners differently in terms of motivation and learning 

strategies. Participants were intact groups including 105 college freshmen in Taiwan with the 

same instructor placed under one listening and two speaking classes. Each student experienced 

two types of assessment, a more traditional test (the CA) and a group performance assessment 

(the DA). After their experience of each assessment event, students immediately reported their 

task-specific motivation and learning strategies. Results indicated that CAs were better 

received by high self-efficacious students and DAs by low scorers.  

In a study conducted by Zimmerman and Schunk (2007), it was argued that learners' 

metacognitive strategy use and affective factors had significant impact on their performance. 

Likewise, Zimmerman (2008) explored the relationship between self-regulation and 

motivation. He assereted that ''SRL[self-regulated learning] was viewed as proactive processes 

that students use to acquire academic skill, such as setting goals, selecting and deploying 

strategies, and self-monitoring one's effectiveness, rather than as a reactive event that happens 

to students due to impersonal forces''(P. 166-167). In another study conducted by Kostons, van 
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Gog, & Paas (2012), the impact of training self-assessment and task-selection skills on 

self-regulated learning was investigated. The study consisted of two experiments: In 

experiment 1, the hypothesis was examined and confirmed that observing a human model 

engaging in self-assessment, task selection, or both could be effective for secondary education 

students’ acquisition of self-assessment and task-selection skills. Experiment 2 investigated 

and confirmed the hypothesis that secondary education students’ acquisition of self-assessment 

and task-selection skills, either through examples or through practice, could improve the 

efficacy of self-regulated learning. Their final conclusion was that self-assessment and 

task-selection skills are highly instrumental in self-regulated learning and that training such 

skills can significantly enhance the degree of knowledge students can acquire from 

self-regulated learning in which they have freedom over the selection of their learning tasks. In 

addition, Nicol (2009) investigated the impact of assessment and feedback practices on the 

first-year experience of learners. More specifically, the study explored how formative 

assessment and feedback might be used to boost the first-year experience and enable students 

to develop the skills required for self-regulated learning.  

Overall, considering the results of the above empirical studies and the significance of both 

peer- or self-assessment and self-regulation, this study investigated the effectiveness of the 

implementation of self-peer-assessment in a course of writing in enhancing self-regulated 

learning among Iranian EFL learners. To accomplish this purpose, the following research 

questions were formulated:  

1. Does practicing self-assessment in a writing course have any significant effect on the 

self-regulation of Iranian EFL students?   

2. Does practicing peer-assessment in a writing course have any significant effect on the 

self-regulation of Iranian EFL students?   

3. Does practicing self-assessment in a writing course improve the self-regulation of 

Iranian EFL students more than practicing peer-assessment in a writing course? 

 

3. Participants 

To accomplish the purpose of the current study, a sample of 69 intermediate Iranian EFL 

students were recruited. The participants were students of either English literature or English 

translation at Islamic Azad University South Tehran Branch and Central Tehran Branch. The 

sample included both male and female students whose age ranged from 20 to 27 with the 

average age of 21.19. The students enrolled in a writing course which is a two-credit course 

offered to the students in their the bachelor’s program. The course lasted for 12 weeks. The 

sample of the present study were students of three intact classes. The classes were randomly 

assigned to control and experimental conditions. The self-assessment group included 22 

students, the peer-assessment group consisted of 24 individuals and the control group 

constituted 23 EFL learners. Due to the possible relationship between academic achievement 

and self-regulated learning (Zimmerman, 1989), prior to the initiation of the experiment, the 

OPT as the proficiency test was administered to all the students of the three groups. After the 

administration of the OPT, the mean scores of the three groups were computed and compared 
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with one another. To ensure the homogeneity of the groups in terms of general language 

proficiency, a one-way ANOVA was run to examine the existing difference between groups, as 

measured by the OPT. The result of one-way ANOVA (Table 1) revealed that the groups were 

not significantly different in terms of language proficiency before the experiment at the p < .05 

level in OPT scores for the three groups: F (2, 66) = 0.08, p = .91. 

 

Table 1. ANOVA 

 Sum of 

Squares 

df Mean 

Square 

F Sig. 

Between Groups 10.571 2 5.285 .084 .919 

Within Groups 4140.415 66 62.734   

Total 4150.986 68    

 

4. Instruments 

4.1 Self-Regulated Language Learning Questionnaire (SRLLQ) 

The five-point Likert-type questionnaire was developed and validated by Seker (2015). It was 

used to find out learners’ self-reported Self-Regulated Learning (SRL) use was adapted from 

previous models of SRL. The questionnaire was mainly based on Boekaerts’ (1997) 

Self-Regulated Learning Model and Oxford’s (1990) Strategy Inventory for Language 

Learning (SILL). The questionnaire consisted of 30 items including five subscales of internal 

motivation (n= 5), external motivation (n=4), cognitive strategies (n=7), metacognitive 

strategies (n=10), and evaluation (n=4). The computed Cronbach’s alpha value in the current 

study was 0.81 at pretest and 0.83 at posttest. 

4.2 Proficiency Test 

Oxford Placement Test (OPT, 2004), was used as the proficiency test to measure the 

proficiency level of the individuals. OPT includes 200 items, measuring listening as well as 

grammar ,vocabulary and reading skills. OPT is a reliable and efficient means of placing 

students at different levels of language ability. Allen (2004), the designer of the test, claims that 

the OPT is capable of being used with any number of learners of English to ensure efficient, 

reliable and accurate grading and placing of students into classes at all levels from elementary 

to advanced. According to Allen ,the OPT has been calibrated against the proficiency levels 

based on the Common European Framework of Reference for Languages (CEFR), the 

Cambridge ESOL Examinations, and other major international examinations. The reliability of 

the test as measured by Cronbach’s alpha in the current study 0.81. 

 

5. Procedure 

Since intact groups are investigated in the current study, the design is classified as a 

quasi-experimental design. Quasi-experimental designs lack randomization but employ other 

strategies to provide some control over extraneous variables (Ary et al., 1990). As previously 
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discussed, before the experiment, the OPT serving as the proficiency test was given to the 

participants in the three groups. The justification for the inclusion of OPT as a test of 

homogeneity was the fact that prior language competence was considered as a potential 

variable affecting the participants’ degree of self-regulation. The statistical analysis of the 

results of the OPT scores indicated that the students in the three groups were of the same level 

of language proficiency before the conduction of the experiment. As the pre-test of the study, 

SRLLQ was administered to the students to measure their degree of self-regulation before the 

experiment. For the purpose of the current study, self-assessment and peer-assessment 

practices were carried out in the two experimental groups. For the first few sessions the 

fundamentals of paragraph writing such as brainstorming on topic, thesis statement writing, 

supporting sentences, coherence, cohesion, introductory paragraph, body, and concluding 

paragraph were explained. The students were trained to produce the final draft of essay after a 

successive writing of drafts. Afterwards, the experimental group students were instructed on 

how to use the assessment rubrics in assessing compositions of their own and their classmates. 

In each session, the learners were assigned a topic by the teacher for paragraph writing. The 

students in the peer-assessment group exchanged their written paragraphs with those of their 

peers for peer-assessment while the participants of the self-assessment group rated their own 

paragraphs themselves.  

However, the control group essays were rated by the teacher himself. The students of the 

control group were supposed to write their own compositions about the given topics and the 

writings were corrected by the teacher himself without any explicit explanation on rating 

mechanism. As the final stage, after the conduction of the experiment at the end of the semester, 

SRLLQ was re-administered to the students of the three groups to investigate any possible 

change in the self-regulated learning of the students.  

 

6. Data Analysis and Results 

Prior to analyzing the research questions, the normality of distribution for the scores was 

examined. The normality of data is a main pre-requisite for running parametric statistical tests. 

To examine this normality assumption, one-sample Kolmogorov-Smirnov (K-S) test was run 

for both pre-test and post-test scores of SRLLQ. As it is shown in Table 2., the results of 

one-sample K-S test showed that the data was normally distributed; as a result, parametric data 

analysis methods could be employed. 

Afterwards, in order to answer the first two research questions of the present study, 

paired-samples T-test, and to answer the third research question, one-way ANCOVA was 

conducted, respectively. The first research question investigated the effectiveness of 

practicing self-assessment in a writing course in enhancing the self-regulated learning of 

Iranian EFL students, to answer this question a paired-samples T-test was run for the pre-test 

and post-test scores of the self-assessment group on SRLLQ, this analysis aimed to evaluate 

the impact of self-assessment implementation in the writing course on students' scores on the 

SRLLQ post-test scores. The result indicated that there was a statistically significant increase 
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in self-assessment group scores of SRLLQ from pretest (M= 49.50, SD= 7.5) to post-test (M= 

66.22, SD= 7.8), t(21) = -8.99, p<. 000 (two-tailed).  

 

Table 2. One-Sample Kolmogorov-Smirnov Test 

  pretest posttest 

N 69 69 

Normal Parametersa Mean 48.9855 61.9855 

Std. Deviation 7.81306 9.77466 

Most Extreme 

Differences 

Absolute .115 .072 

Positive .115 .065 

Negative -.073 -.072 

Kolmogorov-Smirnov Z .956 .596 

Asymp. Sig. (2-tailed) .320 .870 

 

In order to address the second research question which investigated the effect of the 

implementation of peer-assessment practices in a writing course on the self-regulated learning 

of Iranian EFL students, another paired-samples t-test was conducted to empirically assess the 

impact of the practicing peer-assessment practices on students' scores on the second 

administration of SRLLQ. The result of data analysis showed that there was a significant 

increase in SRLLQ scores from pretest (M= 48.54, SD= 8.09) to post-test (M= 65.62, SD= 

9.07), t(23) = -10.69, p<. 000 (two-tailed).  

However, the data analysis for the control group did not reveal any significant improvement in 

the SRLLQ scores of control group from pre-test to post-test. There was a statistically 

significant increase in control group scores from pretest (M= 52.26, SD= 8.39) to post-test 

(M= 54.13, SD= 7.30), t(22) = -.98.11, p<. 0005 (two-tailed). In other words, it can be argued 

that the students of control group who did not practice self- and peer-assessment practices did 

not show any significant increase in the degree of self-regulation, suggesting that 

teacher-assessment failed to contribute to self-regulated learning of the students. 

Finally, to answer the third research question which aimed to compare the two experimental 

groups in improving writing performance a one-way Analysis of Covariance (ANCOVA) was 

run. According to Pallant (2007), ANCOVA can be used when you have a pre-test/post-test 

design (e.g. comparing the impact of two different interventions, taking before and after 

measures for each group). In the current study, the pre-test scores on SRLLQ are considered as 

a covariate to 'control' for pre-existing differences between the groups. 

In order to use ANCOVA as a statistical method, one important assumption is the homogeneity 

of regression slopes which concerns the relationship between the covariate and the dependent 

variable for each of the groups (Pallant, 2007). According to this assumption, there should be 

no interaction between the covariate and the treatment or experimental manipulation.  As seen 
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in Table 3, this assumption has not been violated in the present study; If the significance level 

for the interaction is less than or equal to .05, the interaction is statistically significant, 

indicating that we have violated the assumption. As Table 3 indicates the Sig. level for group * 

pretest is .109 suggesting that this assumption has not been violated. 

 

Table 3. Tests of Between-Subjects Effects 

Source Type III Sum 
of Squares 

df Mean Square F Sig. 

Corrected Model 4094.611a 5 818.922 21.475 .000 
Intercept 1554.121 1 1554.121 40.755 .000 
group 380.434 2 190.217 4.988 .010 
pretest 1696.812 1 1696.812 44.497 .000 
group * pretest 175.499 2 87.749 2.301 .109 
Error 2402.374 63 38.133   
Total 271609.000 69    
Corrected Total 6496.986 68    
a. R Squared = .630 (Adjusted R Squared = .601)   

 

After checking the homogeneity of regression slopes, a one-way between-groups analysis of 

covariance was run to compare the effectiveness of three experimental conditions on the 

self-regulated learning of Iranian EFL students. The independent variable was the type of 

experimental condition (self-assessment, peer-assessment and teacher-assessment), and the 

dependent variable was the set scores on the SRLLQ administered after the treatment. Students’ 

scores on the pre-test administration of the SRLLQ were employed as the covariate in the 

present analysis. 

Preliminary checks were conducted to ensure that there was no violation of the assumptions of 

normality, linearity, homogeneity of variances, homogeneity of regression slopes, and reliable 

measurement of the covariate. After adjusting for pre-intervention scores, as the Table 4 shows 

that there was significant difference among the three intervention groups on post-intervention 

scores on the SRLLQ, F (2, 65) = 26.70, P = .000, partial eta squared = .45. 

Table 4. Tests of Between-Subjects Effects 

Source Type III Sum 

of Squares 

df Mean 

Square 

F Sig. Partial Eta 

Squared 

Corrected Model 3919.113a 3 1306.371 32.940 .000 .603 

Intercept 1495.086 1 1495.086 37.698 .000 .367 

pretest 1786.224 1 1786.224 45.039 .000 .409 

group 2118.413 2 1059.207 26.707 .000 .451 

Error 2577.873 65 39.660    

Total 271609.000 69     

Corrected Total 6496.986 68     

a. R Squared = .603 (Adjusted R Squared = .585)    
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Moreover, to pinpoint specifically where between the groups the mean differences existed, the 

Scheffe test as a post hoc test was run (Table 5). 

As seen in Table 5, the mean differences between peer-assessment and self-assessment groups 

are not significant but the mean differences between peer-assessment and control groups and 

also between self-assessment and control groups are significant (p < .01). In other words, the 

experimental conditions in both self-assessment and peer-assessment groups have been 

effective in enhancing the self-regulated learning of the students of the groups. However, it was 

revealed that there was not significant difference between the two groups of self-assessment 

and peer-assessment in terms of self-regulation after the treatment.  

Table 5. Multiple Comparisons 

(I) group (J) group Mean 

Difference 

(I-J) 

Std. 

Error 

Sig. 95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

peer-assessment self-assessment -.60227 2.40014 .966 -6.3571 5.1526 

control 11.49457* 2.37276 .000 5.8054 17.1837 

self-assessment peer-assessment .60227 2.40014 .966 -5.1526 6.3571 

control 12.09684* 2.42497 .000 6.2825 17.9112 

control peer-assessment -11.49457* 2.37276 .000 -17.1837 -5.8054 

self-assessment -12.09684* 2.42497 .000 -17.9112 -6.2825 

*. The mean difference is significant at the 0.05 level.    

 

7. Discussion 

The findings of the present study revealed that the implementation of self-assessment and 

peer-assessment in the writing course significantly contributed to the enhancement of EFL 

learners’ self-regulation. This result is in line with those of Brookhart and Durkin (2003); Nicol 

and Macfarlane-Dick (2006); Huang (2011), Kostons, van Gog, & Paas (2012) who favor the 

learner-centered assessment in enhancing self-regulatory strategies.  

As far as assessment or edumetrics is concerned, Brookhart and Durkin (2003) pointed out that 

performance assessments as a subcategory of assessment are superior to tests regarding 

productive goal orientation and learning strategies due to the fact that they provide 

opportunities for both high- and low-efficacious students to achieve. Similarly, Kostons, van 

Gog, & Paas (2012) maintained that in order for self-regulated learning to be more effective, 

the engagement of the students in accurate self-assessment of their own performance on a 

learning task can be highly influential. Their final conclusion was that “self-assessment and 

task-selection skills indeed play an important role in self-regulated learning and that training 

these skills can significantly increase the amount of knowledge students can gain from 

self-regulated learning in which they choose their own learning tasks” (p. 121).  

In both self-assessment and peer-assessment, the learners are directly engaged in training 

self-monitoring, self-evaluation and task-selection skills in all of which the learners have much 

control over the learning tasks they are engaged in. Prior research provides adequate support 
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that modeling can improve certain self-regulatory processes (Kitsantas et al., 2000; 

Zimmerman & Kitsantas, 2002). 

Assigning control and freedom to learners over the learning tasks they work on is believed to 

enhance their self-regulated learning skills and to lead to personalized learning trajectories 

(Hannafin, 1984; Williams, 1996). In the current study the control group in which the 

teacher-assessment was undertaken in the writing course did not significantly contributed to 

the students’ self-regulation. The reason may lie in the superiority of personalized instructions 

to public instruction.  Instead of having all learners follow the same uniform instruction, 

which is often more appropriate for the average learners, personalized instruction permits 

learners who have difficulty with a task or topic to start at a lower level of intricacy or gain 

more assistance, while learners who find the new material easy can quickly move on to more 

complex materials. As a result, such a personalized and individualized instruction is believed to 

foster students’ motivation and learning outcomes more than public instruction prescribed for 

all students (Niemiec et al., 1996; Pintrich, 2004; Schnackenberg & Sullivan, 2000). 

 

8. Conclusions 

The present study aimed at the investigation of the impact of the implementation of 

self-assessment and peer-assessment in a writing course on the self-regulated learning of 

Iranian EFL students. The findings of the study revealed that that the self-regulation of the 

learners who practiced both self- and peer-assessment practices in the writing course improve 

significantly. Nevertheless, further analysis of the data revealed that there was not statistically 

significant difference between the students of peer-assessment and self-assessment groups in 

the degree of self-regulated learning after the treatment. Such results corroborate the previous 

empirical and theoretical evidence in support of alternative assessment in enhancing the 

amount of learning. Concerning the efficacy and the instructional value of alternative 

assessment in ELT, from the pedagogical point of view, it can be recommended that the 

teachers and ELT practitioners pay more serious attention to alternative assessment and 

include more peer-assessment and self-assessment practices in their language teaching 

methodology; in addition, policy-makers, textbook designers and material developers are also 

encouraged to take it as an imperative to include peer-assessment and self-assessment practices 

in their prospectively developed ELT materials and textbooks.  
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