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ABSTRACT

The purpose of the present study was to investigate the effect of self-assessment and 
peer-assessment activities on second language (L2) writing self-regulation of Iranian English-as-
a-foreign-language (EFL) learners. For this purpose, a sample of forty-six English major students 
from two intact classes at an Iranian Islamic Azad University were recruited as the participants 
of the present study. Then, the two classes were randomly assigned to a self-assessment group 
(N=22) and a peer-assessment group (N=24). The self-assessment group was instructed on the 
writing assessment criteria in order to self-assess their writing tasks and the peer-assessment 
group was trained on how to assess the writings of their peers. The treatment carried out for the 
self-assessment and peer-assessment groups lasted for a period of one university semester. The 
data was collected through Second Language Writing Self-regulation (SLWS) administered as 
the pre-test and post-test of the study. The results obtained from the data analysis indicated that 
both self-assessment and peer-assessment were conducive in enhancing L2 writing self-regulation 
of the participants. Nevertheless, further analysis of the data indicated that the participants in 
the peer-assessment group were better than those in the self-assessment group with regard to 
writing self-regulation, suggesting that peer-assessment activities were more effective than the 
self-assessment activities in contributing to enhancing writing self-regulation of the EFL learners. 
The justification of the findings and their implications for L2 writing pedagogy are also discussed.

Key words: Alternative Assessment, Self-Assessment, Peer-Assessment, Writing Self-Regula-
tion, Efl

INTRODUCTION
In reaction to the traditional notions of psychometrics and 
test-oriented language evaluation, the concept of edumetrics 
(also known as educational assessment) gained considerable 
popularity among those second language (L2) research-
ers and testing scholars who favored learner-centered lan-
guage assessment (Hamayan, 1995; Lambert & Lines, 2013; 
Reeves & Okey, 1996). This kind of paradigm shift favors 
a constructivist and more learner-focused approach the pri-
mary concern of which is to enhance learning and induce 
positive cognitive functioning among language learners 
(Gipps, 1994). In line with this shift of orientation, alter-
native assessment was widely acknowledged as the chance 
which would make learners continuously construct language 
and perform in more real-life language contexts (Brown 
& Hudson, 1998). Self-assessment and peer-assessment in 
L2 learning are considered as a sub-category of alternative 
assessment (Alderson & Banerjee, 2001). Overall, alterna-
tive assessment types are viewed as beneficial because of 
some of their qualities such as fast administration, learners’ 
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engagement in the process of assessment, and increasing 
L2 learners’ motivation and sense of autonomy (Brown & 
Hudson, 1998). As sub-categories of alternative assessment, 
self-assessment and peer-assessment are also referred to as 
assessment for learning in the literature, a conceptualization 
which prioritizes students’ learning and their motivation for 
assessment rather than addressing ranking, accountability, 
and certification purposes (Black et al., 2006). It is argued 
that assessment types are designed to enhance students’ 
learning and their intrinsic motivation (e.g., Birjandi & Si-
yyari, 2011; Brown, 2005). Moreover, self-assessment and 
peer-assessment are argued to have the potential to foster in-
dependent and autonomous learning (Black & Wiliam 1998; 
Sambell, McDowell, & Montgomery, 2012).

Alternative assessment has been widely applied in both 
L2 writing research and practice. Originally, alternative as-
sessment was a response to the emerging concerns in prac-
tice to engage learners more in the process of assessment so 
that the challenge of dissociation between assessment and 
instruction in L2 writing could be tackled. Later, research-
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ers showed interest in alternative assessment and undertook 
theoretical and empirical studies to examine its different 
aspects. The theoretical camp provided arguments as to why 
alternative assessment should be tried in language class-
rooms, and most of these arguments were based on the con-
structivist school of education which is discussed in the next 
section. In the empirical camp, the conducted studies traced 
positive effects for different forms of alternative L2 writing 
assessment on such aspects as L2 writing performance (Bir-
jandi & Hadidi Tamjid, 2012; Birjandi & Siyyari, 2011) and 
rating accuracy (Liu & Brantmeier, 2019).

However, the vast majority of these studies have ex-
plored the effects of assessment practices (i.e., self-assess-
ment and peer-assessment) on the production dimensions of 
L2 writing ability as the main dependent variable, ignoring 
the psychological writing-related factors. This line of inqui-
ry disregards the fact that L2 writing is a complex process 
which requires synchronization of multiple linguistic and 
affective variables (Kellogg, 1996). Therefore, the inves-
tigation of non-cognitive variables related to L2 writing is 
highly underscored by L2 writing researchers (Han & Hiver, 
2018; Piniel & Csizér, 2015). In addition, since L2 learning 
and teaching is currently considered to be dynamic (Hiv-
er & Al-Hoorie, 2016), the intricate interplay between L2 
learners’ individual differences and their context-dependent 
idiosyncrasies becomes more significant (Larsen-Freeman, 
2016). On the bright side, some researchers have gone to fo-
cus their attention on the psychological processes emerging 
from self-assessment and peer-assessment as they are relat-
ed to L2 writing, including L2 writing autonomy and reflec-
tion (e.g., Khodadady & Khodabakhshzade, 2012; Sullivan 
& Lindgren, 2002); yet, there are some other processes that 
remain untouched by this latter line of inquiry. For exam-
ple, self-regulation in L2 writing comprises an area which 
has been generally overlooked by researchers working on 
self-assessment and peer-assessment of L2 learning and 
performance. This is the case even though self-regulation 
has crept into investigations of other aspects of L2 learning 
and use (e.g., Hashamdar & Maleki, 2018; Lam, 2014; Mc-
Donough, 2001; Moyer, 2014). Therefore, in order to shed 
more light on the effect of self-assessment and peer-assess-
ment on psychological L2 writing variables, this research 
was set to examine the effects of these assessment types on 
the L2 writing self-regulation of English-as-a-foreign-lan-
guage (EFL) learners.

Literature Review
This section presents a selective literature review of self-as-
sessment and peer-assessment, with a focus on their theoret-
ical background, definitions, and implications for L2 writing 
research. The concept of alternative assessment, particularly 
self-assessment and peer-assessment, is strongly rooted in 
the constructivist school of thinking in the realm of Second 
Language Acquisition (SLA) research. An accumulated body 
of literature has recognized constructivism as the dominant 
paradigm currently feeding the key methods and principles 
in language learning and teaching (Ellis, 2003; Lantolf, 
Thorne, & Poehner, 2015). According to this constructivist 

view, knowledge is co-constructed by students differently 
in that various learners are likely to have their own meth-
od of co-construction of knowledge in their own learning 
context (Lantolf & Aljaafreh, 1995; von Glasersfeld, 1996). 
This SLA paradigm also lends much support to the active 
engagement of learners in their own learning process (von 
Glasersfeld, 2013). Subscribing to this view of knowledge 
construction, numerous L2 researchers and testing experts 
have exerted much attention to learners’ involvement in the 
assessment and testing activities (Lee, 2017). Therefore, this 
newly directed attention to learner involvement and learn-
er-centered approaches legitimizes self-assessment and 
peer-assessment activities as effective means by which L2 
learners could acquire self-awareness and metacognitive 
competencies to understand their own strengths and weak-
nesses, and to be able to set more achievable learning objec-
tives for themselves (Rea-Dickins, 2008).

Self-assessment is conceptualized as a process through 
which learners evaluate and judge their own underlying lan-
guage abilities and skills (Bailey, 1998). With regard to its 
usually mentioned advantages, self-assessment is claimed 
to enhance learners’ confidence and self-efficacy, increase 
learning autonomy, reduce learning anxiety, and foster 
self-regulated learning (e.g., Butler, 2018; Little, 2009). In 
addition, this assessment strategy would provide teachers, 
materials designers, and curriculum developers with useful 
information about learners’ language and learning needs 
(Blanche and Merino, 1989), without pressuring them to 
undertake tedious needs analysis projects (Oscarson, 1989). 
Likewise, peer-assessment, as another subcategory of alter-
native assessment, can be defined as a set of operations by 
which learners can assess and judge the learning activities 
and performance of their peers (Liu and Brantmeier, 2019). 
This type of assessment encourages learners to reconsider 
their learning activities, actuate and use their background 
knowledge, make inferences, organize concepts, clarify am-
biguities, and communicate information with one another 
(Roscoe and Chi, 2007). Peer-assessment activities can pro-
vide learners with some advantages such as improved learn-
ing as well as understanding, fostered assessment skills, and 
bolstered self-confidence. It is believed that these advantages 
of peer-assessment are influential in the ultimate attainment 
of the L2 knowledge and skills (Reinholz, 2016).

As the purposes of the present study are concerned, these 
positive effects of self-assessment and peer-assessment on 
L2 writing have been empirically supported. A large variety 
of studies have provided evidence that self-assessment and 
peer-assessment would lead to improving different aspects 
of L2 writing in language learners (e.g., Birjandi and Had-
idi Tamjid, 2012; Birjandi & Siyyari, 2011; Brown, 2005; 
Khodadady & Khodabakhshzade, 2012; Sally, 2005). For-
tunately, a number of these studies have been conducted to 
examine the effects of self-assessment and peer-assessment 
activities on L2 writing within the Iranian EFL context, the 
same context in which the present study was undertaken. 
Due to space limitations, this literature review would most-
ly focus on the empirical studies done in the Iranian EFL 
context, but the study would also narrowly review studies 
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from other EFL contexts in order to help the readership have 
a deeper understanding about the current status of self-as-
sessment and peer-assessment with respect L2 writing in the 
EFL context.

To begin with, Birjandi and Siyyari (2011) addressed the 
very immediate question of whether self-assessment and 
peer-assessment would have influential effects on EFL learn-
ers’ L2 writing performance. The researchers also aimed to 
determine whether their participants’ writing evaluations 
via self-assessment and peer-assessment were reliable and 
dependable. To serve these purposes, the researchers sam-
pled and grouped 198 Iranian EFL learners. The groups of 
the participants included a control group, a self-assessment 
group, and a peer-assessment group. During a semester, the 
participants wrote eleven separate paragraphs on different 
topics. Once each paragraph was written, the participants in 
the self-assessment group were asked to rate their own writ-
ing while those in the peer-assessment group were asked to 
evaluate the writings of their peers in the classroom. Final-
ly, the writing performance of the participants in the control 
group was evaluated by their language teacher (i.e., teach-
er assessment). The results of the study demonstrated that, 
though the L2 writing performance of all the three treatment 
groups improved over the treatment sessions, the improve-
ment was more limited for the control group than for the 
self-assessment and peer-assessment groups. In fact, the 
largest improvement was obtained by the participants in 
the self-assessment group. The researchers also found that 
the accuracy of the L2 rating done by the participants in the 
self-assessment and peer-assessment group improved after 
the nine sessions of treatment, and that there was no sig-
nificant difference between the two groups in the degree 
of improvement in the rating accuracy. In fact, during the 
last sessions of assessment, a high convergence was ob-
served between the ratings done by the participants in these 
two groups and the ratings based on the criterion measures, 
meaning that the participants could evaluate their own writ-
ings, and the writings of their peers in the classroom, in a 
reliable fashion.

In another study, Birjandi and Hadidi Tamjid (2012) ex-
amined the role of self-assessment and peer-assessment in 
promoting the L2 writing performance of EFL learners in 
Iran. The researchers randomly assigned 157 Iranian EFL 
learners at the intermediate level to five different treatment 
groups; i.e., 1) the first group accomplished journal writing 
as a self-assessment technique (JW group), 2) the second 
group were asked to self-assess their own writing perfor-
mance (SA group), 3) the participants in the third group as-
sessed the writing performance of their peers (PA group), 
4) the participants in the fourth group assessed their own 
writing and those of their peers (i.e., both self-assessment 
and peer-assessment) (SA+PA group), and 5) a control group 
in which the teacher assessed the participants’ writings (TA 
group). It is also necessary to mention that the three first 
groups also received teacher assessment on their writing per-
formance in addition to their respective treatment (i.e. jour-
nal writing, self-assessment, or peer-assessment). The results 
of the study indicated that there were no significant differ-

ences between the performance of the participants in the JW 
group and the other four treatment groups on the criterion 
writing test. On the other hand, the results showed that the 
all the three groups in which alternative assessment was em-
ployed (i.e., SA, PA, and SA+PA groups) outperformed the 
control group in the criterion L2 writing test. In addition, the 
group receiving both types of alternative assessment (SA+-
PA group) gained the highest mean score on the criterion L2 
writing test. Based on these results, the researchers went to 
claim that both self-assessment and peer-assessment are ef-
fective in improving L2 writing performance, and that a mix-
ture of both assessment types would yield the best outcomes.

In a more recent study conducted outside the Iranian 
EFL context, Liu and Brantmeier (2019) examined the ef-
fects of self-assessment on L2 writing performance within 
the EFL context in China. The researchers were specifically 
interested in the questions of whether Chinese EFL could 
assess their own writing performance as reliably as possible. 
For this research purpose, they had 106 Chinese learners of 
English to rate their own abilities for self-assessment of L2 
writing. The participants were also required to accomplish a 
writing task as a measure of their L2 writing performance. 
The purpose was to examine whether there was an associa-
tion between the participants’ perceptions of their own rating 
abilities and their actual L2 writing ability. The results of 
the study indicated that the participants in Liu and Brant-
meier’s investigation had a high level of ability to assess 
their own English writing performance. In fact, it was found 
that the participants’ self-assessment abilities for L2 writing 
were more reliable than their self-assessment abilities for L2 
reading comprehension, which constituted another assess-
ment variable in the study. Moreover, Liu and Brantmeier 
obtained a positive correlation between the participants’ per-
ceptions of their rating skills for L2 writing and L2 writing 
performance. To conclude, Liu and Brantmeier (2019) found 
that language teachers can rely on their students’ abilities to 
rate their own L2 writing and that, learners’ perceptions of 
their rating abilities are related to their L2 writing abilities.

As self-regulation is the target variable in the present 
study, it is now felt necessary to give an overview of this 
concept so that the readership can understand the purposes 
of the study more clearly. As an affective variable, L2 writ-
ing self-regulation builds upon the main assumptions of the 
broader concept of self-regulated learning (Han & Hiver, 
2018). Self-regulated learning is concerned with goal-di-
rected, self-initiated, and monitored emotions and activities 
which lead to accomplishing learning objectives (Zimmer-
man, 2001). These emotions and activities determine the 
learner’s level of engagement in regulating, planning, and 
monitoring his own learning process as well as the extent to 
which the learner is able to take charge of his own learning 
(Schunk & Zimmerman, 2012). L2 learners with high lev-
els of self-regulation are actively involved in their learning 
process and are competent in planning, setting objectives, 
and regulating their strategic knowledge while doing lan-
guage tasks (Dörnyei & Ryan, 2015). As far as L2 writing 
is concerned, self-regulation can be very influential in di-
recting, planning, and regulating attention as well as efforts 
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of L2 learners in understanding and appreciating writing 
tasks more effectively (Teng & Zhang, 2016). From Han and 
Hiver’s (2018) perspective, L2 writing self-regulation can 
be defined as writers’ strategic endeavor in organizing and 
managing writing-related objectives and tasks.

The literature review demonstrated that self-assessment 
and peer-assessment can lead to improving L2 writing skills 
in language learners through providing them with a platform 
for internalization of L2 writing skills (self-assessment) or 
co-construction of L2 writing skills. It was also shown that 
evaluations based on self-assessment and peer-assessment 
can be considered as reliable and dependable as the literature 
has shown that there is convergence between the results of 
these assessment types and the results obtained from estab-
lished methods (e.g., teacher assessment). Furthermore, as 
mentioned earlier, researchers have also shown interests in 
examining the effects of these types of assessment on psy-
chological processes involved in L2 writing. With respect to 
this last issue, however, L2 writing self-regulation remains 
a topic unexamined in the area of alternative assessment 
of L2 writing knowledge and skills. Research on self-reg-
ulation in L2 writing is very rich at the present time (see 
Csizér and Tankó (2015) and Rose et al. (2018) for reviews 
on the issue); yet, the concept of self-regulation in L2 writ-
ing have been less examined with respect to self-assessment 
and peer-assessment, particularly within the Iranian EFL 
context. To fill this research gap, this study was set to inves-
tigate the effects that self-assessment and peer-assessment in 
L2 writing sessions would exert on the development of L2 
writing self-regulation among Iranian EFL learners.

METHOD

Participants

A sample of forty six Iranian English major students served as 
the participants of this research. The participants were college 
students from two intact classes who were studying English lit-
erature at the Islamic Azad University in Iran. The students in-
cluded both male and female students whose ages varied from 
20 to 25 (M = 21.26). In fact, the participants of this study were 
taking an English writing course as an obligatory two-credit 
course for the undergraduate students of English majors. The 
experiment lasted for a semester equal to 12 weeks during 
which a two-hour session class was held every week. The two 
intact classes were randomly assigned to a self-assessment 
group (N = 22) and a peer-assessment group (N = 24). Because 
of the potential effect of overall language proficiency on the L2 
writing self-regulation, a standard test of English proficiency 
was given to the participants of both groups prior to the initia-
tion of the study experiment. The reason for administering the 
language proficiency test was to ensure the homogeneity of the 
students regarding general language ability.

Instruments

Language proficiency test

For the purpose of homogenizing the participants in terms of 
general English proficiency, Oxford Placement Test (OPT) 

(Allen, 2004) was administered to the participants from both 
groups (self- and peer-assessment). OPT is considered as a 
reliable and valid standard English proficiency test which 
can be administered to different number of learners with var-
ious proficiency levels (Allen, 2004). The version of OPT 
used in this study contained multiple-choice items assessing 
vocabulary, grammar, and reading. There was also an op-
tional writing section. The internal consistency of this test 
as estimated by Cronbach’s alpha in the present study was 
reported to be 0.81.

Second language writing self-regulation (SLWS)
This L2 writing self-regulation scale (SLWS) developed by 
Han and Hiver (2018) was given to self- and peer-assessment 
groups in order to measure their level of writing self-regu-
lation before and after the experiment. SLWS consisted of 
items adapted from Tseng, Dörnyei and Schmitt (2006, as 
cited in Han & Hiver, 2018) (see Appendix 1) which intend 
to measure the strategic effort of language learners to orga-
nize and manage their L2 writing-specific goals and learning 
processes. It is a 6-point Likert scale ranging from 1 (strong-
ly disagree) to 6 (strongly agree). The internal consistency of 
the questionnaire, as estimated by Cronbach’s Alpha formu-
la, turned out to be 0.79 in the present study.

Procedure
As discussed above, before beginning the experiment, the 
language proficiency test (i.e., OPT) was administered to the 
participants of both self- and peer-assessment groups in or-
der to ensure the homogeneity of the two classes. Then L2 
writing self-regulation scale was administered to the students 
of both the self-assessment group and the peer-assessment 
group as the pre-test of the study in order to identify their 
writing self-regulation prior to beginning of the intervention.

Then in the writing course, in which one two-hour ses-
sion was held each week, the basics of paragraph writing 
were instructed. For the purpose of the present study, self-as-
sessment and peer-assessment practices were carried out in 
the two experimental groups. The identical materials and 
coursbook were employed by the same instructor in both 
classes. The main used coursebook was Paragraph Devel-
opment (Arnaudet and Barrett, 1990).

During the initial sessions of the treatment, the basic 
instructions on writing a paragraph were provided to the 
students. These basic instructions included detailed explana-
tions on how to brainstorm on a topic, to write a topic sen-
tence, to support main idea by using supporting sentences, to 
write concluding sentences to restate the main idea, to relate 
sentences with each other through transition expressions, 
and to write more cohesive and coherent paragraphs. More-
over, the students were taught on how to develop a better 
introductory, body, and concluding paragraphs. In addition, 
the students of both self- and peer-assessment groups were 
trained on how to use the writing scoring rubric to assess the 
written tasks and essays. To accomplish the particular objec-
tives of the study, the students of the peer-assessment group 
were required to assess the written tasks and the paragraphs 
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of their peers on a regular basis, whereas the students in the 
self-assessment group were required to assess their own 
written paragraphs and tasks. When the treatment sessions 
were completed, L2 writing self-regulation scale (SLWS) 
was re-administered to the participants of both groups in or-
der to measure their writing self-regulation as the post-test 
of the study.

RESULTS
As pointed out above, OPT was first administered to the stu-
dents of both groups to ensure that they are not of hetero-
geneous language proficiency backgrounds. The rationale 
behind administering OPT was the fact that writing self-reg-
ulation is very likely to be affected by general language pro-
ficiency. Then in order to compare the OPT mean scores of 
the self-assessment and peer-assessment groups, an indepen-
dent-samples t-test was carried out. The results of the inde-
pendent-samples t-test (see Table 1) revealed that there was 
not any statistically significant difference between the mean 
scores of the peer-assessment group (M = 41.92, SD = 11.26) 
and the self-assessment (M = 44.42, SD = 11.31); t (44) 
= -.796, p > 0.05), suggesting that both groups were homo-
geneous in terms of overall English proficiency prior to the 
initiation of the experiment.

Next, in order to examine the effects of peer- and self-as-
sessment activities on the writing self-regulation of the 
participants, two paired-samples t-tests were conducted to 
trace the change in the mean scores of both groups from the 
pretest to posttest. As presented in Table 2, there was a sta-
tistically significant increase from the pretest to posttest of 
writing self-regulation for both the peer-assessment group 
(t(23) = -10.79, p < 0.00) and the self-assessment group 
(t(21) = -6.77, p < 0.00). As seen in Table 2, writing self-reg-
ulation mean score for the peer-assessment group increased 
from 11.75 on the pretest to 15.29 on the posttest. Similarly, 
the writing self-regulation mean score of the self-assessment 
group was raised from 11.31 on the pretest to 13.13 on the 
posttest. These results demonstrated that the writing self-reg-
ulation of both groups increased significantly after practicing 
self-assessment and peer-assessment activities.

Moreover, a One-Way Analysis of Covariance 
(ANCOVA) was performed on writing self-regulation scores 
to assess the effectiveness of use of self- and peer-assessment 
activities on the L2 writing self-regulation. The independent 

variable was the type of treatment (i.e., self-assessment 
versus peer-assessment), and the dependent variable was the 
participants’ scores on the post-test of writing self-regula-
tion. The pre-test scores of writing self-regulation were con-
sidered as the covariate in the ANCOVA analysis.

Assumption evaluations indicated that the assumptions 
of normality, homogeneity of variance, linearity and homo-
geneity of regression slopes were all satisfactory. More par-
ticularly, the assumption of homogeneity of regression slope 
was investigated by testing the interaction effect of the inde-
pendent variable and the covariate. The interaction effect of 
writing self-regulation on the pre-test and the independent 
variable was not significant (p = 0.12).

The results of the ANCOVA analysis (see Table 3) us-
ing the General Linear Modeling approach in SPSS demon-
strated that there was a statistically significant difference 
between the peer-assessment group and self-assessment 
group with regard to the mean scores on the posttest of 
writing self-regulation; F(1, 43) = 16.82, p = 0.000, partial 
eta squared = 0.29). These results revealed that practicing 
peer-assessment activities was more effective than doing 
self-assessment activities in enhancing writing self-regula-
tion of the students.

DISCUSSION AND CONCLUSIONS
The present study was carried out to investigate the effect 
of practicing self- and peer-assessment activities on the L2 
writing self-regulation of Iranian EFL students. The findings 
of the study revealed that both self- and peer-assessment 
activities significantly contributed to improving L2 writ-
ing self-regulation of the participants. The most likely jus-
tification for the students’ improved level of self-regulated 
writing ability is the fact that the participants were provided 
with further opportunity to get involved in their own writing 
performance through self- and peer-assessment activities, a 
situation which led to students’ enhanced sense of agency 
and autonomy. In other words, the participants of the study 
became more self-regulated learners as they were equipped 
with knowledge and enough control on how to self-assess 
and peer-assess their writings. This finding is in line with 
the empirically supported claim that assigning agency and 
monitoring functions to the learners are likely to enhance 
their self-regulatory learning skills (Williams, 1996). Addi-
tionally, self- and peer-assessment activities are considered 
as individualized teaching which is claimed to be superior to 
public instruction as it has more potential to enhance learn-
ers’ engagement, motivation, and autonomy (Pintrich, 2004).

However, the results of the study revealed that peer-as-
sessment group outperformed the self-assessment group in 
writing self-regulation. This finding might be justified in the 
light of the fact that feedback and evaluations provided by 
peers have led the participants with scaffolding and a kind 
of mediated regulation which is likely to have enhanced stu-
dents’ self-regulation. Such other-regulated learning provid-
ed by peers may have made the participants become more 
conscious of their own learning process so that they exerted 
much effort to develop effective strategies to self-regulate 
their own writing process (Csizér & Tankó, 2015). It may 

Table 1. Results of the OPT for each group 
Groups M (SD) T Sig. 
Peer-assessment 41.92 (11.26) -0.796 0.430
Self-assessment 44.42 (11.31)

Table 2. Paired samples t-test for writing self-regulation 
scores 
Groups Pre-test Post-test T Sig.

M SD M SD
Peer-assessment 11.75 3.24 15.29 3.30 -10.79 0.00
Self-assessment 11.31 3.52 13.13 3.58 -6.77 0.00
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be also argued that peer-assessment has been more effective 
than self-assessment in helping the participants to get famil-
iar with assessment criteria, which fostered students’ moti-
vation in paying more attention to their writing tasks and 
in carrying out further planning and monitoring while doing 
their written tasks (Han & Hiver, 2018).

Overall, the findings of this study revealed that self- and 
peer-assessment activities reinforced the L2 learners’ 
self-regulated writing by encouraging them to gain further 
consciousness of and familiarity with assessment criteria for 
successful L2 writing. The participants of the study also paid 
more attention to the demands of written tasks and learned 
how to deploy their writing competencies and all of their 
linguistic resources to take more control of their writing per-
formance. Taken together, the findings of the present study 
are consistent with a bulk of previous studies (e.g., Andrade 
& Heritage, 2017; Boekaerts & Corno, 2005; Brookhart & 
Durkin, 2003; Kostons, van Gog & Paas, 2012) which em-
phasized the role of assessment for learning or educational 
assessment in fostering self-regulated learning. Brookhart 
and Durkin (2003) considered assessment to be more ef-
fective than traditional tests in providing the learners with 
further strategic and goal-directed learning which can be 
equally beneficial for both various learners with different 
levels of self-efficacy. The findings of the study may be also 
justified in the light of the fact that students’ engagement in 
their own assessment and their familiarity with assessment 
criteria can play a key role in increasing learners’ self-regu-
lation (Kostons, Van Gog, & Paas, 2012). Furthermore, since 
both self- and peer-assessment groups were first trained to 
assess writing tasks by receiving teacher’s modeling in as-
sessing writings, their improved writing self-regulation 
might be attributed to teacher’s modeling which is argued to 
be an integral variable in enhancing particular self-regulated 
competencies (Zimmerman & Kitsantas, 2002).

Given the findings of this study as well as much empir-
ical support associated with use of self- and peer-assess-
ment in L2 classrooms, it might be recommended that EFL 
teachers and methodologists take self- and peer-assessment 
activities into account more seriously and try to encourage 
their learners to use these assessment practices. By the same 
token, teacher educators should prepare pre-service teachers 
to be ready to employ alternative assessment in their own in-
structions. Furthermore, stake-holders, textbook designers, 
and material developers should be encouraged and supported 
to incorporate self- and peer-assessment activities in their L2 
textbooks and materials. On the other hand, a number of sug-

gestions can be made so that future studies delve more into 
the effects of alternative assessment on different aspects of 
L2 writing. For example, it is recommended that research-
ers target more writer-related variables beyond self-regula-
tion (e.g., L2 writing motivation, anxiety, and self-efficacy, 
among others) to see if these variables can be intervened 
via alternative assessment techniques. Moreover, it is sug-
gested that samples from other language learning contexts 
(e.g., schools, language institutes, etc.) be also investigated 
to determine whether the findings obtained in this study can 
be generalized to other learning contexts as well. Finally, it 
is suggested that the moderating effects of such learner vari-
ables as age, gender, L2 proficiency, and learning experience 
be taken into account in future studies.
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Appendix 1. Second Language Writing Self-regulation 
(SLWS)

I know how to reduce my stress from learning writing in 
English.

I have special techniques to achieve my learning goals 
when learning writing in English.

I feel satisfied with my own special methods for reducing 
the stress of writing in English.

I have special techniques to keep my concentration fo-
cused when learning writing in English.

APPENDIX

I persist until I reach the goals that I make for myself 
when learning writing in English.

I believe I can achieve my goals more quickly than ex-
pected when learning writing in English.

I can cope with the stress from learning writing in En-
glish immediately.

When it comes to learning writing in English, I think my 
methods of controlling procrastination are effective.

I know how to arrange the environment to make learning 
more efficient when learning writing in English.


