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T Department of English Assessment has several advantages like involving students in learning and making
Language and Literature, College them cognizant of their strengths and weaknesses. The effects of peer assessment
:tfgsgnclfr;”é E':t:;ar:‘gi‘;s and self-assessment as two main kinds of assessment have not examined on EFL
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Iran of Iranian EFL learners. To do so, 75 Iranian EFL learners were selected and divided
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through peer assessment. The control group received a teacher-based assessment
instruction. After teaching 13 English conversations to all groups, 3 post-tests were
given to them to measure the impacts of the treatment on their self-requlated learn-
ing, critical thinking, and problem-solving skills. The results of one-way ANOVA showed
that there was a substantial difference between the post-tests of the experimental
groups and the control group. The results showed that both experimental groups
outperformed the control group in the post-tests of self-requlated learning, critical
thinking, and problem-solving skills. Furthermore, the outcomes revealed that there
were no significant differences between the post-tests of the experimental groups. It
can be concluded that both types of assessments play a vital role in English language
teaching and learning. Based on the results of this study, language teachers, materials
developers, and education authorities can concentrate on using self and peer assess-
ments as one of the main strategies to develop the language learning ability of Iranian
EFL learners.
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Introduction

When working within the alternative assessment framework, self-assessment and peer
assessment are recognized as two favorite and highly recommended practices (Brown
and Hudson, 2012). According to Birjandi and Bolghari (2015), self-assessment is related
to the involvement of the learners in measuring their learning, mainly their achieve-
ments and their learning outcomes. Cooperative learning and peer assessment are
related (Fulcher and Davidson, 2007; Tigchelaar, 2019). This strategy emphasizes the
value of collaboration and encourages more student contact. It is also one of the choices
for combining instruction and evaluation. According to research, the guiding principles
of self- and peer assessment have some benefits (Brown and Abeywickrama, 2010).

A counterargument to criticism of conventional systems of assessment is self-assess-
ment. Self-assessment is considered one of various assessments which may be executed
by the students in exploring, growing, and figuring out their functionality in regards to
the course (Marzuki et al. 2020). The practice of accepting accountability for assessment
and learning allows students to acquire more independence and self-management (Chen,
2008). According to Birjandi and Bolghari (2015), self-assessment is linked to learners’
participation in assessing their learning, namely their instructional consequences, and
accomplishments. The application of self-assessment in the classes can inspire pupils to
have an active participation in learning. To inspire learners to think critically about their
learning outcomes and process, this style of assessment is usually utilized for formative
assessment purposes (Harris and Brown, 2013). Additionally, Musfirah (2019) contends
that self-assessment is advantageous since it is a better approach for students straightly
about their problems.

Richards and Schmidt (2002) define peer evaluation as “an alternative assessment
strategy in which learners assess the progress of each other by applying some checklists
supplied by their instructors” (p. 47). It works well as a substitute for traditional assess-
ment. Additionally, according to Saito and Fujita (2009), it is one of the approaches that
can integrate training and assessment.

Peer assessment is thought to be one of the primary categories of option evalua-
tion. The need for associate evaluation is emphasized by both differentiated informa-
tive learning and instructional examination (Hung, 2019). According to Slavin (1997),
the associate appraisal was one of the greatest achievements in educational history. Peer
review enhances students’ learning by fostering “a sense of proprietorship and obliga-
tion, inspiration, and impression of the understudies’ own learning" (Saito and Fujita,
2009, p. 152). Peer assessment is one of the useful techniques for evaluating students in
the classroom, according to Shepard (2000).

According to Brown and Hudson (2012), the guiding concepts of self- and peer
assessment offer a number of advantages. One of the newer forms of assessment that
language learners use to explore, improve, and comprehend their functionality is self-
assessment (Ma and Winke, 2019). Self-assessment has been touted as an effective
evaluation method for language learners due to its critical role in maintaining students’
attention, engagement, motivation, accountability, and self-direction (Miller, 2003).
Peer evaluation, on the other hand, is thought to enhance language learners’ self-confi-
dence, accountability, sense of ownership, social skills, and ability to work cooperatively
and collaboratively (Esfandiari and Tavassoli, 2019). Appreciating learners’ internal
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characteristics and how these aspects may affect learning and evaluation is one of the
fundamental tenets of using alternative assessment (McKay, 2006).

Using self- and peer assessments can develop EFL learners’ self-regulation. Based on
Pedrotti and Nistor (2019), self-regulation is the process through which learners try to
direct their own learning by setting goals, planning how to achieve them, evaluating the
learning process, applying problem-solving learning approaches, and gauging their own
progress. The ability to organize actions and the learning process come next after the
development of skills and reasoning through independent learning (Kuiper-Anne and
Pesut, 2016).

According to Schunk and Zimmerman (2012), the independent learning process is
characterized by students taking proactive steps to ensure the continuity of their educa-
tion by using their knowledge, formulating plans, modifying current effects, boosting
their learning confidence, and making decisions. According to the assertion, Hadwin
et al. (2015) found that independent learning, in which students are active agents who
can manage their learning, affects rising interest and willingness in learning. Students
are more effective when they independently participate in behaviors that govern their
desire to learn, such as planning what to learn and reviewing the subject matter, accord-
ing to research by Wong et al. (2021). This is consistent with Clark’s (2012) claim that
studying on one’s own improves motivation and academic performance since students
can adaptively comprehend the learning qualities in accordance with their capacities.
Hadwin et al. (2015) later provided an explanation for this, stating that imitation and
the formation of cognitive patterns and strategies correspond to how it appears to follow
observational learning (modeling).

The other variable that can be affected by self- and peer assessments is problem-
solving learning. According to Argaw et al. (2017), problem-solving is a learning strat-
egy used to give context and motivation for solving an issue. The formation of students’
problem-solving skills, according to Chua, Tan, and Liu (2016), is built on four key
stages: issue-solving, problem analysis, discovery and reporting, and evaluation to find
answers. Han and Toh (2019) emphasize that the progress of students’ skills and criti-
cism in investigating any knowledge has been influenced by their motivation to solve dif-
ficulties (Chua et al. 2016; Rezai et al. 2022; 2023). Hu et al. (2017) discovered that a lot
of educational personnel employed problem-solving techniques to get around challenges
with scientific learning. According to Laurens et al. (2018), problem-solving in science
offers solutions for resolving everyday issues that serve as the foundation for actions and
subsequent steps. This is consistent with the assertion made by Sukariasih et al. (2020),
who stress that problem-solving in physics learning helps students build skills to tackle
difficulties in the real world. Fitriani et al. (2020) identify problem-solving as a technique
that affects how knowledge and ideas are built.

Applying self- and peer assessments can also enhance the critical thinking of EFL
learners. Critical thinking is viewed as a sort of critical analysis, and according to Bob-
kina and Stefanova (2016), it is “trained intellectual criticism that combines study, under-
standing of historical context, and balanced judgment: It is the capacity for rational and
analytical thought. According to Paul and Elder (2008), critical thinking is the deliberate
and reflective decision of what to believe or what to do in response to experience, obser-

vation, verbal or written expressions, or arguments. Deciding the relevance and meaning
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of what is observed or articulated or, in the case of an inference or argument, deciding if
there is sufficient support for accepting the conclusion as true, are all examples of criti-
cal thinking.

The definition provided by Otite and Ogionwo (2006), which is “active and skilled
interpretation and evaluation of information, communication, observation, and argu-
mentation,” is consistent with this description. Therefore, in critical thinking, the evi-
dence, the context of the judgment, the pertinent standards for making the judgment
well, the appropriate methods or techniques for forming the judgment, and the appro-
priate theoretical framework for comprehending the issue and the question at hand are
all given due consideration. Broad intellectual standards including clarity, credibility,
accuracy, precision, depth, relevance, breadth, fairness, and significance are also used
in critical thinking in addition to logic. The word “critical” has a negative connotation
in modern usage, which is not always true with critical thinking. For instance, a critical
analysis of an argument can conclude that it is persuasive (Thomas and Nelson Laird,
2010).

The defined variables play a significant role in language teaching and learning. They
produce positive effects both for EFL teachers and learners. Many EFL teachers believe
that assessment is a vital component to improve the student’s abilities to evaluate their
own performance leading to its improvement. Concerning the significance of assess-
ment, the current study tried to examine the effects of self and peer assessment activities
on Iranian EFL learners’ self-regulated learning, critical thinking, and problem-solving
skills. Doing this research can be significant as it deals with some important psychologi-
cal variables that have direct impact on language learning. Also, it is important as it can
bring about some useful implications for EFL teachers and learners. Peer and self-assess-
ment can inspire students to take greater responsibility for their learning as they assess
each other and themselves. Self-assessment makes students reflect on their own work
and judge how well they have performed in relation to the assessment criteria. Also,
it provides some opportunities to be able to identify what constitutes a good piece of
work. Peer assessment encourages student responsibility and involvement; encourages
students to reflect on their role and contribution to the process of group work; focuses
on the development of student’s judgment skills; and provides more relevant feedback to
students as it is generated by their peers.

Literature review

Theoretical background

Appropriate evaluation is one of several aspects that can help EFL students’ reading
comprehension. Regardless of the instructional strategies employed, assessment is cru-
cial to the teaching and learning processes since it gives students feedback (Alias et al.
2015). Due to its emphasis on using real-world contexts, identifying learners’ strengths
and weaknesses, fostering human judgment, and utilizing open disclosure of principles
and rating standards, assessment can actually be applied as a useful strategy to develop
learning various facets of a foreign or second language (Ashraf and Mahdinezhad, 2015;
Namaziandost et al. 2023). Being active in assessment processes, procedures, and results
is important for instructors and students alike claim Cheng and Warren (2005). Utilizing
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self-assessment is a popular technique of evaluation to get students engaged in assess-
ment and accountable for their own learning.

For the classroom teacher, self-evaluation is an appropriate alternative to traditional
techniques of assessment. It is a specific metacognitive strategy that demands particular
attention. Additionally, it assists in the growth of the qualities of “good language learn-
ers, which involves the ability to assess their own performance and the ability to be self-
critical” (Hedge, 2000, p.94). By putting more emphasis on enabling pupils to set their
own objectives and continue their development, it also aids in the progress of learners’
self-governing learning abilities (Butler and Lee, 2010; Ghahderijani et al. 2021). Self-
assessment proponents oppose that trusting only on teacher evaluation results in stu-
dents not taking ownership of their own learning and support depending on the teacher
(Hung, 2018).

According to Boud (2000), to become effective learners throughout their lives, stu-
dents must learn how to assess their own performance to get autonomous of their teach-
ers. Similarly, Miller (2003) thought that self-assessment was a beneficial strategy for
students because it plays a big part in keeping students engaged, responsible, and auton-
omous. The need for learners to become familiar with the standard scoring similar to
their teacher’s and the proper method of evaluating their own performances is a crucial
concern in the self-assessment process (Babaii et al. 2016).

One of the main types of alternative assessment, known as “peer assessment,” has
drawn a lot of interest in instructional learning and educational research. It is regarded
as a system in which people take into account the quantity, degree, worth, value, or suc-
cess of the outputs or results of the learning of peers with comparable standing (Top-
ping, 2009). It involves “the act of getting readers to evaluate what they’ve read, and
perhaps offer suggestions for how their peers should be graded” (Roberts, 2006, p. 80), as
well as being evaluated on the caliber of the evaluations made (Davies, 2006). Consider-
able advantages of peer evaluation include immediate help in the classroom, gains for
both the assessors and the assessees, and being individualized and engaging (Black and
William, 1998; Fu et al. 2019).

Peer evaluation, according to Saito (2008), promotes reflective learning by foster-
ing awareness of performance standards through observation of others’ performances.
Although some students have fears and misgivings, in general, peer assessment seems
to cause favorable emotions in learners. It promotes the development of self-awareness
by highlighting the discrepancy between one’s perception and that of others, allowing
for further learning and accountability for it. Concentrating on peers’ weaknesses and
strengths can also improve pupils’ learning, develop their critical thinking skills, and
help them become more autonomous. Zhi-Feng and Yi Lee (2013) claim that after taking
part in peer assessment activities, the students improved their work by using feedback
from others. The majority of pupils felt well about peer observation.

Teachers initiate discussions about assessment with students based on the most recent
advancements in learning theories; this is a significant problem for assessment in the
twenty-first century since it places demands on the teachers to acquire the specialized
skills required for this new, extra role. More intensive, interactive methods should be
utilized to evaluate the learning process, and this work should be done in groups of
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peers or between a teacher and student (Adachi et al. 2018; Azizi and Namaziandost,
2023; Matsuno, 2009).

In conclusion, the options for language assessment are peer and self-assessment. Based
on Falchikov (2005, p. 27), “learners apply standards and use criteria to the work of their
peers to evaluate that work” during peer assessment. Building on the latter, students
examine their own work using standards and criteria in self-assessment. Peer and self-
evaluation are anticipated to lessen the teacher’s dominant role in assessment activities.
Peer and self-assessment have become more extensively utilized in higher educational
contexts during the past few decades (Cheng and Warren, 2005; Tavakoli, 2010; Weisi
and Karimi, 2013). In peer assessment, some support and scaffolding are provided by
the classmates and teachers which they are rooted in Vygotsky’s (1978) idea of the Zone
of Proximal Development (ZPD). These assistance and support do not come from an
authoritative teacher but from a competent peer, partner, or classmate. ZPD is described
as the distance between an individual’s independent functioning performance and the

potential performance level with others’ assistance.

Empirical background

With an emphasis on speaking ability, Ashraf and Mahdinezhad (2015) explored the
influence of self- and peer assessment in fostering autonomy in language use. Forty-
eight EFL Iranian students with a comparable level of proficiency were selected among
110 students for the study and divided into two groups: the control group (CG) and the
experimental group (EG). They were then given pre-tests for their speaking skills and
learner autonomy. Throughout 12 sessions, the students in the experiment students
were required to assess the language of their classmates using a variety of exercises. The
learners in the control class were asked to evaluate their own language using the same
standard teaching and learning procedures. The same assessments were given to both
student groups as a final test. The examination of the data revealed that respondents in
the experimental group did better than those in the control group, demonstrating the
beneficial impact of peer evaluation on learners’ autonomy. Additionally, the analysis of
the speaking test data revealed notable differences between the experimental and con-
trol students. It can be said that self-evaluation has less of an impact on the autonomy
and speaking ability of EFL learners than peer assessment.

Khairani (2019) examined how grade 10 students in Indonesia used the PAs in task-
based learning to improve their reading skills. Four processes were used in this study’s
qualitative research methodology: data collection, data reduction, data presentation, and
conclusion and verification. Three English instructors of pupils in grade tenth provided
the study’s data, which were drawn from PA used by the teachers. Performing documen-
tation, conducting interviews, and making observations were the methods used to col-
lect the data. The study’s findings showed that two teachers effectively used PAs, but one
instructor did not. The results showed that task-based learning was a successful method
for using PAs in RC. In a different study, Seifert and Feliks (2019) looked at the impacts
of PA and self-assessment to ensure that students would take more ownership of their
learning. Their findings showed that the participants benefited significantly from these
two assessments to advance their learning and assessment skills.
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Meletiadou (2021) used a pre-test post-test quasi-experimental method to investi-
gate the influence of PA on the writing performance of 200 Greek Cypriot EFL students.
For the whole school year, these adolescent students attended two writing lessons every
week (90 min). Teachers were trained in PA skills before having to train their own stu-
dents. Students were instructed to utilize a PA rubric developed by the researcher but
agreed between the students and their teachers throughout the training sessions. Paired
t tests were used to see if students in the control (# = 100 students and 10 teachers) and
experimental (# = 100 students and 10 teachers) groups improved their writing perfor-
mance when comparing pre- to post-test scores. The study outcomes indicated that PA
could have a moderately positive impact on students’ writing performance. The use of
PA improved students’ writing performance in 5 aspects: mechanics, organization, con-
tent, focus, and vocabulary and language use.

Tunagiir (2021) conducted a quantitative study in Turkey to determine whether or
not employing PAs had a favorable impact on sixth-graders motivation for writing and
writing anxiety. Thirty-five students participated in this study: 17 were in the EG group
and 18 were in the CG group. A writing anxiety questionnaire and a writing motivation
questionnaire were used to collect the research data. The PA was employed throughout
40 days, and the texts that the participants wrote were evaluated by their peers using the
PA forms. First, the ¢ tests for unrelated groups and two-way ANOVA testing for com-
plex measures were employed to analyze the collected data. Based on the study’s find-
ings, it was determined that the EG experienced significantly less writing anxiety than
the CG. The results also revealed that the EG’s motivation to write improved follow-
ing treatment. According to the results, it can be said that applying PAs helps students
enhance their writing motivation while reducing their writing anxiety.

In another study, Ritonga et al. (2022) looked at how peer evaluation affected the
growth of Iranian EFL learners, reading motivation (RM), vocabulary learning (VL), and
reading comprehension (RC). To accomplish this, 60 Iranian EFL learners were chosen
and separated into two groups: the CG and EG. The groups then completed the RC,
RM, and VL pre-tests. The EG was then split into six groups of five, and PA was used to
assess how well they did in reading and vocabulary. The EG pupils evaluated their class-
mates’ work with the help of the teacher. The students in the CG class evaluated their
performance after each test with the help of the teacher. Both groups received the post-
tests for vocabulary, RM, and RC after the 15-session treatment program. The one-way
ANCOVA test findings revealed that the EG outperformed the CG on the three post-
tests for RC, RM, and VL. In fact, the results demonstrated that PA positively affected
the RC, RM, and VL of Iranian EFL students.

Hong Canh (2022) investigated the impacts of PA on EFL students’ writing performance,
focusing on lower secondary schools. One hundred students from Le Ngoc Han Lower
Secondary School were divided into two groups: control and experimental. Students in the
experimental group were given PA, while those in the control group were taught the stand-
ard method. To assess the student’s writing performance before and after treatment, pre-
test and post-test research instruments were used. A questionnaire was employed to assess
students’ views regarding PA in their learning writing at the same time. The study’s findings
revealed that PA significantly improves EFL students’ writing abilities, and a substantial
percentage of participants had good views towards PA in their writing learning. Therefore,
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the teachers’ implementation of PA in teaching writing in lower secondary schools should
be encouraged with a view to enhancing the students’ writing performance.

Imani (2022) compared how peer assessment and self-evaluation influenced impulsive
and reflective EFL students’ speaking ability. In order to do this, a set of 51 EFL learners
(27 reflective and 24 impulsive) were selected and assigned to two experimental classes
at random—peer assessment and self-assessment. The evaluation in the self-assessment
group was based on Speaking Self-Assessment Sheets. The evaluation in the peer assess-
ment group was based on a Peer Assessment Rating Sheet. Following the completion of the
treatment, the individuals were given the speaking component of another PET as a posttest.
The two-way ANOVA results revealed that (a) there was no significant interaction between
assessment type and cognitive type, (b) peer assessment and self-assessment had the same
impact on impulsive and reflective learners’ speaking ability, and (c) regardless of assess-
ment type, learners with different cognitive types performed differently, with reflective
learners outperforming their impulsive counterparts.

Reviewing the literature indicates that using self- and peer assessments can be an effective
tool for developing English language learning. Most studies in the domain of peer assess-
ment and self-assessment were conducted on language skills (writing, speaking, listening,
and reading and sub-skills (grammar, pronunciation, etc.). No study was found to exam-
ine the effectiveness of the mentioned assessments on EFL learners’ self-regulated learn-
ing, critical thinking, and problem-solving skills. Therefore, the current research intended
to inspect the effects of self-and peer assessment on enhancing Iranian EFL learners’ self-
regulated learning, critical thinking, and problem-solving skills. Consequently, the follow-

ing research question was raised:

RQ1. Does the use of self- and peer assessments have any significant effect on EFL
learners’ self-regulated learning?

RQ2. Does the use of self- and peer assessments have any significant effect on EFL
learners’ critical thinking?

RQ3. Does the use of self- and peer assessments have any significant effect on EFL

learners’ problem-solving skills?
Regarding the research questions, three null hypotheses were formulated in this study:

HOL. The use of self- and peer assessments does not have any significant effect on EFL
learners’ self-regulated learning.

HO2. The use of self- and peer assessments does not have any significant effect on EFL
learners’ critical thinking.

HO3. The use of self- and peer assessments does not have any significant effect on EFL

learners’ problem-solving skills.

Method

Research design

A quantitative method and a quasi-experimental design were used by the research-
ers to collect the needed data. In fact, we used pre-test-treatment-post-test design for
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gathering the data. Two experimental groups and one control group were included in
our study. Self-assessment and peer assessment are the independent variables and our
dependent variables are self-regulated learning, critical thinking, and problem-solving
skills.

Participants

The Oxford Quick Placement Test (OQPT) results determined the selection of 75 par-
ticipants from a panel of 99 students. They were picked from Ahvaz, Iran’s Mahan Eng-
lish Language Institute. The respondents’ English skill level was intermediate, and their
ages ranged from 21 to 33. The participants’ first language was Persian, and they were all
men. This study contained two equal experimental groups of PAG and SAG, as well as a
CG.

Instruments

The first instrument utilized in this research was the OQPT which was regarded as the
proficiency test to determine the degree of competency of the participants. The OQPT
comprises 200 tests that assess hearing, grammar, vocabulary, and reading skills. OPT
is a dependable and effective method of placing students at various levels of language
competence. Allen (2004), the test’s creator, argues that the OQPT can be used with any
number of English learners to assure rapid, reliable, and accurate grading and placement
of students in classes ranging from elementary to advanced. The OQPT has been cali-
brated against competency levels based on the Common European Framework of Refer-
ence for Languages (CEFR), the Cambridge ESOL Examinations, and other important
international examinations, according to Allen. In the current study, the test’s reliability
was 0.81 as determined by Cronbach’s alpha.

The second instrument of this study was a Self-Regulated Learning (SRL) question-
naire. Seker (2015) created and validated a five-point Likert-type questionnaire. It was
used to determine learners’ self-reported SRL utilization, which was derived from earlier
SRL models. The questionnaire was mostly based on the Self-Regulated Learning Model
developed by Boekaerts and Corno (2005) and the Strategy Inventory for Language
Learning (SILL) developed by Oxford (1990). The questionnaire contained 30 items,
which were divided into five subscales: internal motivation (n = 5), external motivation
(n = 4), cognitive strategies (1 = 7), metacognitive strategies (# = 10), and evaluation
(n = 4). In the current study, the calculated Cronbach’s alpha value was 0.81 at the pre-
test and 0.83 at the posttest.

The third tool applied in this research was the Watson-Glaser Critical Thinking
Appraisal-Form A (1980). It is divided into five sections, each with 80 items that assess
the five aspects of CT as defined by Watson and Glaser (1991): inference, recognizing
assumptions, drawing deductions, interpretation, and evaluation. Watson and Glaser
(2002) reported test-retest reliability (r = .81) in addition to the satisfactory face, con-
tent, construct, and criterion validity of this instrument. In the current study, Cronbach’s
alpha reliability of the Watson-Glaser Critical Thinking Appraisal (Form A) was .87.

The last instrument was a scale for measuring the Problem-Solving Skills (PSSs) of the
participants. The assessment of student work outcomes in solving basic physics ques-
tions on mechanics material using grading rubrics ranging from 0 (zero) to 4 (four)
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yielded data on student PSSs. A 0 (zero) score indicates that pupils are unable to create
or use the indicator component. A student with a score of 1 (one) was able to construct
or use the indicator component, however, there were some errors. Students with a score
of 2 (two) were able to produce or use the indicator component, but it was incomplete
and imprecise. Students with a score of 3 (three) were able to make or use the indication
component entirely and accurately. Students with a score of 4 (four) were able to build or
apply the indication component extremely completely and precisely. Docktor and Hel-
ler (2009) created five indications on the Robust Assessment Instrument for Student
Problem-solving, namely visualization/problem description, physics approach, a unique
application of physics principles, mathematical processes, and logical conclusions. The
SRL and PSS data were analyzed descriptively. The hypothesis was then tested using the
Partial Least Square (PLS) analysis technique with the Smart PLS 3.0 program to deter-
mine the influence of SRL on student PSS in online Basic Physics courses. Four phases
are utilized to verify the validity and reliability of the reflective measurement model in
PLS analysis: internal consistency reliability, convergent validity, indicator reliability,
and discriminant validity of the new model. The calculated Cronbach’s alpha value was
0.84 for the PSSs questionnaire. The validities of all instruments were confirmed by three
English professors.

Data collection procedure

To conduct this study, the OQPT was initially administered to the respondents to meas-
ure their level of English proficiency. Seventy-five people were chosen from a pool of 99
to represent the study’s target group. Following that, the participants were divided into
two experimental groups (PAG and SAG) and a CG at random. Following that, all groups
received the self-regulated learning, critical thinking, and problem-solving skills ques-
tionnaires as study pre-tests. Then, the members of one experimental group received
the treatment based on the self-assessment instruction. With the teacher’s help, the par-
ticipants in the self-assessment group analyzed their own performances following each
test and made comments about their weak and strong points. The other experimental
group received the treatment based on the peer assessment instruction. This experimen-
tal group was divided into five sub-groups and peer assessment was used to assess their
speaking performances. At the outset of each session, one test including some speaking
items was given to this group and they were required to check their classmates’ perfor-
mances in peers with the guidance of the teacher. The students in the control group, on
the other hand, received the treatment based on a conventional assessment; the teacher
assessed the students’ performances. After teaching 13 conversations to each group, the
aforementioned questionnaires were used once more after the instruction to determine
how the participants’ self-regulated learning, critical thinking, and problem-solving
skills were affected by the use of mentioned treatment.

Data analysis

To assess the gathered data, SPSS software, version 22, was exploited. The descriptive
statistics were first calculated. After that, a one-way ANOVA test was performed to
measure how the instruction affected the students’ self-regulated learning, problem-
solving skills, and critical thinking.
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Table 1 Descriptive statistics of self-regulatory learning pre-test

N Mean Std.deviation Std.error 95% confidence interval for Minimum  Maximum
mean

Lower bound Upper bound

CG 25 6316 7318 1.46 60.13 66.18 50.00 78.00
SAG 25 6384 640 1.28 61.19 66.48 54.00 78.00
PAG 25 6060 1133 2.26 55.92 65.27 50.00 85.00
Total 75 6253 862 99 60.55 64.51 50.00 85.00

Table 2 Inferential statistics of self-regulatory learning pre-test

Sum of squares df Mean square F Sig.
Between groups 145.94 2 7297 98 38
Within groups 5352.72 72 74.34
Total 5498.66 74

Results
The researchers obtained the relevant data, which they then utilized to examine the
results. The specifics of the findings are shown in the tables below.

Table 1 displays the descriptive statistics for the three groups. All groups’ means are
nearly equal. The self-evaluation group had a mean score of 63.84, the peer assessment
group had a mean score of 60.60, and the control group had a mean score of 63.16. This
indicates that since the groups were homogeneous at the start of the treatment, they
were all in some ways comparable.

Table 2’s one-way ANOVA test was used to determine whether there were any poten-
tially significant differences between the three groups’ pre-test results. The difference in
means between the sample groups is not statistically significant at (p0.05) because Sig.
level (.38) is more than 0.05 as the yardstick to put means to the test. On the self-regu-
latory learning pre-test, both the experimental groups and the control group displayed
equal performance.

The results of the self-regulatory learning post-test for the control group, the self-
assessment group, and the peer assessment group are shown in Table 3 using descriptive
statistics. In actuality, the control group, the self-assessment group, and the peer evalu-
ation group each had mean scores of 65.40, 118.04, and 119.32. This suggests that on
the self-regulatory learning post-test, the three aforementioned groups’ performances
varied.

According to Table 4, the difference between the experimental and control groups is
significant at (p0.05), with the strength of the Sig (.00) being less than 0.05. On the post-
test, the experimental groups outperformed the control group.

The mean scores on the self-regulatory learning post-test for each group are con-
trasted in Table 5. According to the findings of the analysis of the data in the table
above, there was a significant difference between the conditions, P 0.05. This means
that there is a significant difference (p 0.05) between the post-test results of the two
experimental groups and the results of the control group. This table also demonstrates
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Table 3 Descriptive statistics of self-regulatory learning post-test

N Mean Std.deviation Std.error 95% confidence interval for Minimum Maximum
mean

Lower bound Upper bound

Control 25 6540  6.82 1.36 62.58 68.21 52.00 79.00

Self 25 11804 10.88 217 113.54 122.53 108.00 160.00
Peer 25 11932 1030 2.06 115.06 123.57 108.00 160.00
Total 75 10092 2697 3.1 94.71 107.12 52.00 160.00

that there is no statistically significant difference between the peer and self-assess-
ment groups on the post-test for self-regulatory learning (P > 0.05).

The critical thinking pre-test descriptive statistics for each of the three groups are
shown in Table 6. In fact, the control group, the self-assessment group, and the peer
evaluation group each had mean scores of 117.48, 115.12, and 115.76. This suggests
that the three means of each group performed roughly equally on the critical thinking
pre-test.

Table 7 demonstrates that the difference between the groups is not significant at
(p0.05) since Sig (.77) is bigger than 0.05. They did equally well on the pre-test for
critical thinking.

Table 8 displays the descriptive post-test data for critical thinking for each group.
The mean scores for the control group, the self-assessment group, and the peer evalu-
ation group are 111.96, 141.80, and 143.88, respectively. This indicates that the groups
performed differently on the critical thinking post-test.

According to Table 9, the difference between the groups is significant at (p 0.05)
since Sig (.00) is less than 0.05. In actuality, experimental groups fared better on the
post-test of critical thinking than the control group.

Table 4 Inferential statistics of self-regulatory learning post-test

Sum of squares Df Mean square F Sig.
Between Groups 47333.12 2 23666.56 261.81 .00
Within Groups 6508.40 72 90.39
Total 5384152 74

Table 5 Bonferroni test (multiple comparison of self-regulatory learning post-test)

(1) groups (J) groups Mean Std. error Sig. 95% confidence interval
difference (I-J)

Lower bound Upper bound

Control Self — 5264 2.68 .00 — 5923 — 46.04
Peer —53.92¢ 268 .00 — 6051 —4732

Self Control 52.64° 2.68 .00 46.04 59.23
Peer - 128 268 1.00 — 787 531

Peer Control 53.92° 2.68 .00 4732 60.51
Self 1.28 268 1.00 —531 7.87

#The mean difference is significant at the 0.05 level
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N Mean Std.deviation Std.error 95% confidence interval for Minimum Maximum
mean
Lower bound Upper bound
Control 25 11748 1217 243 11245 122.50 91.00 136.00
Self 25 11512 1262 252 109.91 120.32 90.00 134.00
Peer 25 11576 1149 229 111.01 120.50 95.00 134.00
Total 75 11612 1198 138 113.36 118.87 90.00 136.00
Table 7 Inferential statistics of critical thinking pre-test
Sum of squares Df Mean square F Sig.
Between Groups 7448 2 37.24 25 77
Within Groups 10551.44 72 146.54
Total 10625.92 74
Table 8 Descriptive statistics of critical thinking post-test
N Mean Std.deviation Std.error 95% confidence intervalfor =~ Minimum Maximum
mean
Lower bound Upper bound
Control 25 11996 9.38 1.87 116.08 123.83 100.00 136.00
Self 25 14180 33.09 6618 128.14 15545 108.00 227.00
Peer 25 14388 36.83 7.36 128.67 159.08 111.00 230.00
Total 75 13521 3069 3.54 12815 14227 100.00 230.00
Table 9 Inferential statistics of critical thinking post-test
Sum of squares df Mean square F Sig.
Between groups 8778.98 2 4389.49 518 .00
Within groups 60959.60 72 846.66
Total 6973858 74

The mean scores on the post-test for critical thinking are compared in Table 10 for
all groups. According to the aforementioned table, both the experimental groups and
the control group’s post-test results differ significantly (p 0.05). This table demon-
strates that there is no appreciable difference between the self- and peer assessment
groups on the critical thinking post-test.

Table 11 displays the descriptive statistics for the three groups. The mean scores
for the control group, the self-assessment group, and the peer evaluation group are
110.24, 112.12, and 113.04 respectively. This indicates that since the groups were

homogeneous at the start of the treatment, they were all in some ways comparable.

Page 13 of 22
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Table 10 Bonferroni test (multiple comparison of critical thinking post-test)

(I) groups (J) groups Mean Std. Error Sig. 95% confidence interval
difference (I-J)

Lower bound Upper bound

Control Self —2184 8.23 02 —4201 —1.66
Peer —2392 8.23 01 — 4409 —374

Self Control 21.84 8.23 02 1.66 42.01
Peer —2.08 823 1.00 — 2225 18.09

Peer Control 23.92 823 01 3.74 44,09
Self 2.08 823 1.00 —18.09 22.25

Table 12 demonstrates that the difference between the groups is not significant at
(p 0.05) since Sig (.74) is bigger than 0.05. On the pre-test for problem-solving skills,
they did equally well.

Table 13 displays the descriptive post-test data for critical thinking for each group.
The mean scores for the control group are 112.72, 125.80 for the self-evaluation
group, and 128.52 for the peer assessment group. This indicates that on the post-test
of problem-solving ability, the groups’ results varied.

Tables 14 and 15 show that the difference between the groups is significant at (p
0.05) since Sig (.00) is less than 0.05. In fact, the experimental groups outperformed
the control group on the post-test of problem-solving ability.

On the problem-solving skill post-test, the means of all groups are com-
pared (Table 15). As a result, both the experimental groups and the control group’s
post-test results differ significantly (p 0.05). This table demonstrates that there was no
statistically significant difference between the self- and peer assessment groups on the
problem-solving skill post-test.

To cut a long story short, the findings show that both experimental groups outdid
the control group in all post-tests. Also, the results demonstrate no significant differ-
ence was found between the post-tests of both experimental groups; meaning that

Table 11 Descriptive statistics of problem-solving skill pre-test

N Mean Std.deviation Std.error 95% confidence interval for Minimum Maximum
mean

Lower bound Upper bound

Control 25 11024 1212 242 105.23 115.24 80.00 134.00
self 25 11212 1187 237 107.21 117.02 85.00 134.00
peer 25 113.04 1476 295 106.94 119.13 80.00 150.00
Total 75 11180 1286 148 108.84 114.76 80.00 150.00
Table 12 Inferential statistics of problem-solving skill pre-test

Sum of squares df Mean square F Sig.
Between groups 101.84 2 50.92 .30 74
Within groups 12146.16 72 168.69

Total 12248.00 74
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Table 13 Descriptive statistics of problem-solving skill post-test

N Mean Std.deviation Std.error 95% confidence interval for Minimum Maximum
mean
Lower bound Upper bound
Control 25 11272 1036 2.07 108.44 116.99 99.00 134.00
Self 25 12580 13.29 2.65 12031 131.28 99.00 140.00
Peer 25 12852 1342 2.68 12297 134.06 100.00 145.00
Total 75 12234 1410 1.62 119.10 125.59 99.00 145.00
Table 14 Inferential statistics of problem-solving skill post-test
Sum of Squares df Mean square F Sig.
Between groups 3567.70 2 1783.85 11.52 .00
Within groups 11147.28 72 154.82
Total 14714.98 74

Table 15 Bonferroni test (multiple comparison of problem-solving skill post-test)

(1) groups (J) groups Mean Std. error Sig. 95% confidence interval
difference (I-J)
Lower bound Upper bound

Control Self —13.08 3.51 .00 —21.70 — 445

Peer —15.80 3.51 .00 — 2442 — 717
Self Control 13.08 3.51 .00 445 21.70

Peer —272 351 1.00 —1134 5.90
Peer Control 15.80 3.51 .00 7.7 2442

Self 2.72 351 1.00 —590 11.34

self-assessment and peer assessment had equal effects on developing Iranian EFL
learners’ self-regulated learning, critical thinking, and problem-solving skills.

Discussion

The obtained results showed that on each of the three post-tests, the experimental
groups outperformed the control group. After the treatment, they might improve their
capacity for self-controlled learning, critical analysis, and problem-solving. The find-
ings demonstrated that language learning for EFL learners can be enhanced by teaching
through peer and self-assessment.

Our findings are consistent with Ashraf and Mahdinezhad’s (2015) findings, which
supported the merits of self- and peer assessment in fostering autonomy in language
use with an emphasis on speaking ability. Additionally, Ritonga et al. (2022) confirmed
the effects of peer assessment on enhancing Iranian EFL learners’ reading comprehen-
sion, reading motivation, and vocabulary development, which supports the results of the
study.

The results are further supported by Khairani (2019), who demonstrated the efficiency
of task-based learning in improving reading skills through peer assessment. Addition-
ally, Seifert and Feliks (2019) validated the benefits of self- and peer evaluation on the

Page 15 of 22
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improvement of students’ assessment abilities and cognitive processes. Additionally, our
findings are consistent with those of Tunagiir (2021), who suggested a positive role of
peer assessment in the writing motivation and anxiety of sixth-graders. Our results also
align with those of Imani (2022), who showed the beneficial impacts of peer and self-
evaluation on the speaking ability of EFL learners.

Moreover, Salem Almahasneh and Abdul-Hamid (2019), who examined the effects of
peer assessment training on the writing skill of Arab EFL high school students, advocate
the outcomes of our research. Their results indicated that the students who took part
in peer assessment training outstripped on the writing post-test. Also, our results are
in line with Patri (2002) whose results verified the helpful influences of peer- and self-
assessments on college students of Chinese oral presentation skills. Besides, the find-
ings gained in this research are supported by Abolfazli Khonbi and Sadeghi (2012) who
showed that using self- and peer assessments generated positive effects on Iranian EFL
learners’ course achievement.

Similarly, our findings in this survey are reinforced by Li et al. (2021) who figured out
the efficiency of peer assessment on EFL learners’ non-cognitive skills. Furthermore, the
existing investigation is verified by Lee (2015) who concluded that peer assessment can
lead to more language improvement since learners are probably more interested in tak-
ing part in the assessment and learn more simply from their friends since they under-
stand peer feedback better than teachers’ feedback. The findings are in alignment with
those of previous researchers, such as Kustati and Yuhardi (2014) and Topping (2018)
who stated that peer assessment makes more progress in writing and enhances guided
learning and students’ problem-solving skills.

The findings of this study are congruent with the one conducted by Fathi and Khoda-
bakhsh (2020), who found both self-assessment and peer assessment activities helped
reduce the writing anxiety of the participants. Similarly, Fathi et al. (2019) analyzed the
effect of practicing self-assessment and peer assessment activities on the L2 writing self-
regulation of Iranian EFL learners. They argued that self-assessment and peer assess-
ment activities made learners concentrate more on the demands of written tasks and
found out how to develop their writing competencies and all of their linguistic resources
to take more charge of their writing performance.

Early indications suggest that students who saw the benefits of peer evaluation enjoyed
the sessions and had a deeper knowledge of the assessment, which supports the out-
comes of the current study. Learners often benefit more from self- and peer assessment
settings than from ones involving tutor-marked work. They learn knowledge through
completing exams and frequently obtaining both oral and written feedback. To ensure
that all students are treated fairly and equally, the tutor should monitor feedback and, if
necessary, elaborate on it. The tutor can design the assessment criteria, but it adds more
value when the students actively participate in the process. Students are engaged in the
group and can demonstrate leadership abilities through peer assessment.

What is published in the literature can offer additional support for the conclusions of
the present investigation. The presence of a competitive environment among the stu-
dents during peer assessment and their desire to accurately assess their peers’ perfor-
mance may have prompted them to conduct a more thorough investigation and to be
strict when creating measurement criteria and item construction, two factors that have
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an impact on the effectiveness of assessment practice. Peer assessment reduces issues
because it pairs people up and encourages them to concentrate on giving better per-
formances at the next meeting. Peer evaluation can lessen the shortcomings that cause
pupils to become anxious when they become stuck in their thinking.

Due to the effectiveness of both self- and peer assessment in fostering self-regulated
learning, critical thinking, and problem-solving abilities in language use, particularly in
speaking classes, the results of the present study have some pedagogical implications.
Teachers may acquire the idea to instruct their pupils in a method that allows them to
evaluate their own language learning and acquisition. One of the most important abili-
ties they are supposed to acquire from universities and institutes is learning autonomy.
Since the prerequisite for every sort of assessment is the assessor’s profound under-
standing of the issue under study, students might profit from evaluating both themselves
and their peers.

According to Tavakoli (2010), self-assessment would improve the student-teacher con-
nection by empowering students to take ownership of their learning and progress, which
would encourage them to participate more actively in their evaluation for the next learn-
ing goals. Because it motivates language learners to evaluate their learning progress and
therefore aids them in maintaining their focus on their learning, it has been stated that
self-assessment acts as an effective language learning approach to enhance autonomous
language learning (Chen, 2005).

The cooperation fostered by peer evaluation among students could be one factor for
the peer assessment group’s superior performance as compared to the control group.
Peer assessment can promote cooperative learning among students, as they are eager
to assist and evaluate their colleagues, as well as take responsibility for their language
learning achievement. This can lead to stronger social skills, more accurate evaluations,
and better evaluations. Our findings are supported by the social interdependence the-
ory, which states that students help one another learn better because they care about the
group and its members and want to achieve the same objective (Slavin, 2011). According
to the social interdependence theory, teamwork among students can help them achieve
their common goals. Our findings also lend support to Vygotsky’s social constructiv-
ism theory, which holds that cooperative learning activities benefit students by allowing
them to work in each other’s Zones of Proximal Development (ZPD) and observe how
others behave, which is more beneficial than having them work alone (Webb, 2008).

Conclusion and implications

With the aid of this study, students can become more self- and peer-directed, and teach-
ers can act as collaborators and facilitators. By observing their classmates, students
can have a better grasp of how their peers learn. They are independent learners. They
are more engaged in assessment and assume greater accountability for their learning.
The findings of this study can provide insight to syllabus designers for creating a suit-
able syllabus. When creating a syllabus, syllabus designers should respect and take into
account the learners’ right to make their judgments and offer suggestions. The results of
the current study encourage meaningful learning and lessen the issues associated with
rote learning. Peer assessment was also demonstrated to be more beneficial for instruct-
ing and deep learning. Given that both evaluation methods were proven to be equally
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helpful for EFL learners acquiring the language, syllabus designers are advised to include
a variety of assessments kinds in their curricula.

Numerous things might be helpful in language learning. One of them could be evalu-
ated. Students actively participate in the evaluation procedure and contribute to building
language users’ autonomy through self- and peer assessment. By supporting students in
honestly appraising their own and their peers’ accomplishments, self- and peer assess-
ment promotes lifelong learning. Peer assessment allows students to participate in an
important component of higher education while also providing a critical appraisal of the
work of others, making them feel like they are a member of an academic community.

Providing additional feedback from peers while enabling teachers to evaluate individ-
ual pupils less, but better, is a crucial function of self- and peer evaluation. This creates a
shift in the evaluation of student work from quantity to quality and also the higher-order
thinking abilities. The study demonstrates the necessity of using self- and peer assess-
ment in problem-based learning materials. The results of this study demonstrate the
clear benefits of self- versus peer assessment in helping EFL learners develop their self-
regulated learning, critical thinking, and problem-solving abilities.

The first step in training students to become successful responders is to make them
aware of the value of providing effective feedback. It is considerably more important to
teach kids how to reply to their classmates’ writing. Here are some things teachers may
do to help students with their assessments:

— Tell pupils to concentrate on specific areas of their writing. Students should con-
centrate on the content of the essay (how the concepts and thoughts are organized)
rather than the grammatical or formal faults in the first draught. Students should
concentrate more on formal faults (e.g., grammar, expression, sentence structure) in
future writing.

— Teachers should give pupils directional surveys to evaluate their peers’ work. This is
considered the most important duty, so students can rely on it to provide acceptable
comments to their friends based on the teacher’s orientation. Another thing to keep
in mind is that each form of writing necessitates the use of a unique response-ori-
ented questionnaire. Teachers should avoid utilizing generic questionnaires to ensure
that students’ feedback is general and does not delve into the precise substance of
each paper. Teachers having feedback tasks for students to work independently, in
pairs, or in groups to decide whether a piece of writing is good or not is one of the
most successful feedback activities. This way, students can know what aspect to focus
on when giving feedback and what issues they need to keep in mind when writing a
paragraph.

To elaborate on the pedagogical implications of this study, it can be argued that
because the current study’s findings demonstrated that using peer and self-assess-
ments can have positive effects on learners’ self-regulated learning, critical think-
ing, and problem-solving skills, some language teaching and learning activities can
be designed. It is strongly advised that L2 policymakers, curriculum creators, sylla-
bus designers, teacher educators, and test developers take an alternate assessment on
the board more seriously. The incorporation of peer and self-assessments in language
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instruction can help EFL teachers assign a more responsible and autonomous role to
their students by delivering more motivating and self-regulated learning in induced
and sustained learning.

Based on the findings, we can conclude that this study can provide some benefits to
students during the learning process. Students, for example, might boost their incen-
tive to attain learning objectives through self-assessment. They can also improve their
communication with the teachers. Furthermore, self-assessment might encourage stu-
dents to learn independently in order to meet learning objectives and enhance their tal-
ents for future performances. Furthermore, the findings of this study may help students
identify their strengths and weaknesses in English language acquisition. This study helps
students become peer and self-directed, and enables teachers to be facilitators and col-
laborators. Students are able to witness their peers and arrive at a better understanding
of how their peers learn. They are autonomous learners. They take more responsibility in
their own learning, and have more involvement in assessment.

To take advantage of self-evaluation and peer assessment, teachers may want to devote
sufficient theoretical and practical attention to these alternative assessment methodolo-
gies. By doing so, it is ensured that Iranian EFL teachers gain a thorough awareness of the
benefits and drawbacks of self-assessment and peer assessment and, as a result, employ
them in their actual lessons. Language teachers are strongly encouraged to incorporate
more instructional practices such as self- and peer assessment into their instruction,
which may ensure students’ learning and increase their motivation and independence,

both of which are key aspects in the learning process.

Research limitations and suggestions

Although we tried to write a perfect research, we could not escape from some limita-
tions. We could include only 75 participants in our research. Only quantitative data were
collected to answer the research questions. We could train the participants in only 13
conversations in 13 sessions. Because of gender segregation, we could work on male
students.

Finally, several recommendations for additional research are made. Regarding
the treatment phase, it is advised to repeat this investigation over a longer length of
time. The same study can be done on a larger sample of EFL students to provide the
researcher(s) with more precise and broadly applicable results. It is advised that other
studies make use of different rating scales and self- and peer assessment approaches.
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