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Abstract 

This research investigates the effectiveness of utilizing analytic rubrics in peer-assess-
ment (PA) and self-assessment (SA) methodologies to enhance the proficiency of Eng-
lish as a Foreign Language (EFL) students’ essay writing skills in the Vietnamese context. 
It further contributes to the existing body of literature regarding formative assessment 
and its potential to improve student learning outcomes. A total of 44 university stu-
dents, all English majors, were divided into two distinct groups, each consisting of 22 
participants. One group applied analytic rubrics for SA, while the other used the same 
tool for PA. The writing performance of the two groups was assessed and compared 
in pre and post-tests. The findings revealed no significant difference between the SA 
and PA groups in the pre-test. However, in the post-test, the SA group demonstrated 
significantly superior performance compared to the PA group, with noticeable 
improvements across all evaluated criteria. Moreover, these results showed that the use 
of analytic rubrics in SA and PA methods positively impacted the EFL students’ writing 
skills, particularly in the areas of content and language use. This has practical implica-
tions for teachers, curriculum developers, and policymakers in designing and imple-
menting formative assessment strategies for EFL learners. Further research is needed 
to examine the long-term effects of employing analytic rubrics, and to understand 
the potential influence of other contextual factors on student learning outcomes.

Keywords: Self-assessment, Peer-assessment, Analytical rubrics, Writing performance, 
Vietnam

Introduction
Teaching English as a Foreign Language (EFL) in Vietnam is facing many issues, despite 
various attempts to improve the system (Le & Chen, 2018). The traditional way of focus-
ing mainly on grammar has led students to struggle in expressing their ideas in Eng-
lish, both verbally and in writing (Dao & Newton, 2021). Particularly, there are several 
problems with EFL assessments in this context, one of them being the lack of accuracy 
and consistency. According to Pham (2016), the traditional assessment methods in Viet-
namese classrooms, which lean heavily on rote memorization and repetitive exercises, 
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often fail to provide a clear picture of students’ true linguistic capabilities. These meth-
ods, while efficient in assessing memorization skills, often overlook students’ abilities to 
apply the language in real-world contexts. This is further worsened by the overempha-
sis on final or ‘summative’ assessments, which overlooks the important role of ongoing 
or ‘formative’ assessments in supporting learning (Can, 2019; Nguyen & Truong, 2021). 
Consequently, there is an inconsistency between the students’ scores in classroom 
assessments and their actual proficiency in English. Further, as Ai et al. (2019) pointed 
out, due to limited training and standardization processes for EFL educators in Viet-
nam, there can be a notable variability in assessment standards across different institu-
tions and regions. Such disparities can result in students receiving varying feedback and 
grades for similar performances.

Formative assessments, which include self-assessment (SA) and peer-assessment (PA), 
are considered a promising approach to improving the teaching and learning process 
(Panadero et  al.,  2016). Also, formative assessments like SA and PA could potentially 
help improve EFL students’ writing skills, which is a notable challenge (Phuket & Oth-
man, 2015). Additionally, formative assessments offer EFL teachers a way to handle the 
complex issue of evaluating students’ writing skills (Ölmezer-Öztürk & Aydin, 2019).

Alongside SA and PA, scoring rubrics also play a critical role in evaluating writing. 
Using scoring rubrics provides clear guidelines for assessment and can be applied in 
both SA and PA situations (Yamanishi et al., 2019). With this in mind, the main focus of 
this study is to examine the effects of teaching students how to use analytical rubrics for 
SA and PA on their writing performance. In doing so, this research is expected to pro-
vide useful ideas for more effective EFL teaching and assessment strategies in Vietnam.

Literature review

Analytical rubrics

The role of analytical rubrics in the assessment of student work forms an integral part 
of contemporary pedagogy. Jones et al. (2017) argue that these rubrics are particularly 
effective for evaluating students’ written and oral productions. As per the definition 
by Çetin (2011), rubrics serve as scoring tools that can guide the evaluation of various 
assignments. By allocating specific points for each category within the rubric, raters are 
provided with a precise and comprehensive guideline for the analysis and scoring of a 
text.

Besides, the use of rubrics can enhance both the reliability and the professionalization 
of writing assessments (Jonsson & Svingby, 2007). Through such an approach, the objec-
tive appraisal of student writing becomes a more streamlined process. Moreover, rubrics 
can be applied to a diverse range of assignments and offer a swift evaluation mechanism 
through their detailed subscales.

Analytic rubrics, in particular, have attracted the preference of numerous language 
teachers due to their capacity to provide multiple scales and scores for a performance. 
This preference has been reinforced by research, such as the study by Beyreli and Ari 
(2009), which confirmed the usefulness of analytic rubrics in the assessment of writing 
performance.
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The adoption of analytic rubrics in writing assessment presents a viable strategy to 
gauge writing proficiency levels and improve written work. Through the provision 
of scoring feedback and self-correction mechanisms, these rubrics facilitate tangible 
improvements in writing performance (Çetin,  2011). The benefits of this assessment 
tool extend to both teachers and students, ensuring an efficient and effective evaluation 
process.

However, it is crucial for language teachers to exercise careful judgment when incor-
porating analytic rubrics into classroom use. The criteria for evaluating student writing 
should be thoughtfully considered, grounded in the knowledge of composition, text lin-
guistics, and literature. In terms of practical applications, analytic rubrics may be most 
suitable for assessing written compositions, particularly when the goal is to measure 
writing enhancement over time.

Self‑assessment

SA allows learners to introspectively evaluate the quality of their work and learning pro-
gress. According to Taylor et al. (2012), SA encompasses self-grading, self-testing, and 
self-rating. It requires learners to compare their performance against established criteria 
or standards. Despite its endorsement as a key component of formative evaluation by 
experts and the Assessment for Learning (AfL) movement, SA is seldom used in lan-
guage classrooms.

SA carries considerable benefits for learners, such as academic improvement, activa-
tion of metacognitive abilities, and enhancement of self-regulation skills. Moreover, SA 
can boost learner motivation, engagement, and efficacy while simultaneously reducing 
teachers’ assessment workload (Boud et  al.,  2013; McCarthy et  al.,  1985; McMillan & 
Hearn, 2008; Yan et al., 2020). For the effective implementation of SA in language class-
rooms, according to Spiller (2012), teachers should have an initial dialogue with students 
about the principles and assumptions of SA. Moreover, teachers should clearly explain 
the procedures and rationale for SA activities, involve students in establishing evaluation 
criteria, and ensure students understand the standards they are striving to meet.

However, despite the myriad benefits, SA is not without limitations. One critical con-
cern is the potential for over- or under-estimation of personal abilities (Carroll, 2020). 
Learners, especially those with lower proficiency levels, may lack the metacognitive 
skills needed to evaluate their performance accurately (Cuesta-Melo et  al.,  2022). The 
reliability of SA has also been questioned by scholars, as SA often exhibits lower reli-
ability compared to teacher assessment or PA due to inherent subjectivity and poten-
tial bias (Li & Zhang, 2021). Anxiety induced by the responsibility of assessing personal 
work can also undermine the efficacy of SA (Çakmak et al., 2023). Finally, the success of 
SA depends on the clear and understandable construction of criteria, a task that can be 
challenging for students (Harris & Brown, 2018).

Peer‑assessment

PA signifies a transition from a teacher-centered to a student-centered educational 
approach. It requires students to provide feedback on their peers’ work, based on estab-
lished excellence criteria (Wride, 2017). PA is a valuable assessment form in English lan-
guage teaching and learning as it allows students to collaborate in assessing their peers’ 
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work, promotes active engagement in learning, and cultivates metacognitive and inter-
personal skills (Spiller, 2012). Moreover, PA aligns with social constructivist education 
models, and it reduces the teacher’s grading workload, facilitating more efficient man-
agement of the assessment process (Wride, 2017).

PA offers several advantages in language instruction and learning. Primarily, it pre-
pares learners for their professional futures by involving them in the decision-making 
process (Spiller, 2012). PA also enhances learning through peer learning and feedback, 
which strengthens writing skills, balances power dynamics, and develops the capacity 
for receiving and providing feedback (Le et  al.,  2023; Mustafa & Yusuf,  2022; Ritonga 
et al., 2022).

To implement PA effectively in language classrooms, anonymity is recommended 
for both the assessors and the assessed during the scoring process (Li et al., 2012). This 
multi-step process enriches students’ collaborative learning experience and permits 
objective marking. Therefore, PA is a valuable tool for fostering students’ collabora-
tive learning and a potential alternative assessment method for educators in language 
classrooms.

Despite its numerous advantages, PA has its own drawbacks. According to Zhao 
(2018), a key challenge of PA is the potential lack of trust in peers’ judgments. Students 
may perceive their peers’ evaluations as less reliable or accurate than teacher assess-
ments, compromising the credibility of PA. deBoer et al. (2023) also noted that PA may 
not benefit all learners, particularly those with lower proficiency who might lack the lin-
guistic competence to provide accurate evaluations. This can lead to biased or inaccurate 
feedback, potentially discouraging learners who are still developing their language skills. 
Friendship bias is another concern, as social relationships may affect the assessment pro-
cess, with students potentially inflating grades for friends or deflating grades for disliked 
peers (Alqarni & Alshakhi, 2021). This subjectivity could distort the assessment results.

PA also requires substantial time and effort from students to review and provide 
constructive feedback on peers’ work, potentially increasing student workload and 
detracting from other aspects of learning (Wang et al., 2016). Lastly, the fear of nega-
tive evaluation can impact the effectiveness of PA. Students may feel uncomfortable 
or anxious about giving and receiving critical feedback from their peers, negatively 
affecting their learning experience and the overall effectiveness of PA (Panadero & 
Alqassab, 2019).

Related studies

The potential and effectiveness of PA in English writing classrooms have been a topic 
of interest in educational research. In a seminal study by Topping (1998), the research 
was set in a variety of English writing classrooms, employing qualitative methods like 
classroom observations and student interviews. The findings indicated that PA, when 
appropriately structured, could rival the efficiency of instructor evaluations in enhanc-
ing students’ writing skills. This is particularly due to the collaborative environment it 
fosters, which bolsters critical thinking. However, implementation has its challenges. A 
study by Lundstrom and Baker (2009) conducted in American secondary schools used 
mixed methods, including student surveys and analysis of revised drafts, to explore 
these challenges. Their findings highlighted that without clear guidelines and adequate 
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training, the effectiveness of peer-assessment might be compromised. Another criti-
cal study by Cho and MacArthur (2010) conducted in a university setting employed 
experimental methods, wherein students’ drafts were evaluated both before and after 
peer review sessions. Their findings strongly suggested that peer reviews substantially 
improved the quality of revisions, but the feedback’s effectiveness was contingent on its 
specificity and actionability.

Parallel to PA, SA is lauded for its potential to promote student autonomy and intro-
spective reflection. Blanche and Merino’s (1989) study surveyed college students enrolled 
in English courses, aiming to understand the dynamics of SA. Their results suggested 
that students who consistently engaged in SA demonstrated heightened awareness of 
their writing strengths and pitfalls. However, the reliability of SA has been contested. 
Ross (1998) carried out a longitudinal study in Canadian middle schools, employing 
quantitative methods to compare students’ SA with instructor grades. The findings 
raised concerns regarding the potential for students to overestimate or underestimate 
their writing abilities, suggesting that SA, while valuable, might require supplementary 
evaluation methods to ensure accuracy.

Despite the prominence of PA and SA in the literature, the potential role of rubrics, 
especially analytical ones, remains less explored. A notable study by Reddy and Andrade 
(2010) set in American high schools employed experimental methods to compare the 
effectiveness of holistic versus analytical rubrics. While both were found beneficial, ana-
lytical rubrics, with their detailed breakdown of assessment criteria, allowed for richer, 
more detailed feedback. However, this potential has not been thoroughly explored, espe-
cially in diverse contexts.

Vietnam’s traditional educational landscape is dominated by teacher-led methods, 
but there is an emerging inclination towards learner-centered approaches, as observed 
by Nguyen (2011) in a qualitative study spanning multiple Vietnamese universities. 
Through interviews and classroom observations, Nguyen noted the gradual acceptance 
of PA and SA. Yet, the research notably lacked an exploration into the role of analytical 
rubrics in such assessments.

Existing studies offer substantial insights into PA and SA in English writing. How-
ever, the critical research gap lies in the limited emphasis on the importance of analyti-
cal rubrics, a gap even more pronounced in the context of Vietnam. This current study, 
therefore, aspires to bridge this chasm, investigating the undiscovered benefits of ana-
lytical rubrics in shaping the assessment experience for Vietnamese English learners.

Methods
Research design

This study employed an experimental research design to delve into the impact of using 
analytic rubrics in PA and SA on students’ writing performances. Instead of focus-
ing on the overall effects of the two types of treatments (SA and PA with the analytic 
rubrics) on two distinct student groups, the primary objective was to compare the out-
comes from these two methodologies. The aim was not to assert an overarching influ-
ence of both treatments but rather to compare their individual effects and discern any 
variance between them. The choice to employ an experimental research design to assess 
the impact of analytic rubrics on PA and SA is consistent with research methodologies 
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that emphasize control and causality (Creswell & Creswell, 2017). By focusing on com-
paring outcomes from PA and SA methodologies rather than their holistic impacts, this 
approach aligns with recommendations to draw nuanced, comparative findings in edu-
cational research (Fraenkel et al., 2012).

Additionally, the absence of a control group in this design did warrant further clari-
fication. The purpose of this research was not to evaluate the baseline efficacy of either 
SA or PA when used independently, but rather to investigate and compare the respective 
impacts when facilitated by analytic rubrics. The researchers were interested in the dif-
ferential impacts of the SA and PA methodologies when underpinned by the same rubric 
framework. Not having a control group is a design choice that has precedent in experi-
mental research, especially when the primary interest lies in comparing two active treat-
ments rather than comparing a treatment against a neutral condition (Cook et al., 2002). 
The crux of this study was to understand the differential impacts of SA and PA, both 
undergirded by the same analytic rubric, which is why a direct comparison between the 
two made sense in the context of this research design.

In this research design, two treatment groups were established. One group incorpo-
rated an analytic rubric within a PA framework, while the other applied the same rubric 
within an SA framework. The comparative performance of the two groups served to 
highlight any differential impact that the two assessment methodologies may have on 
writing performance when utilizing the same analytic rubric. Establishing two treatment 
groups, one utilizing PA and the other SA—both facilitated by the same analytic rubric—
is a methodological approach that aids in eliminating confounding variables, ensuring 
that any observed differences in outcomes can be attributed to the assessment methods 
themselves rather than differences in rubric use (Bryman, 2016).

In order to address the research question— “How does the use of analytic rubrics for 
PA and SA influence students’ essay writing performance?”—this experimental research 
design was chosen. Students’ essays were compared and analyzed. The application of 
both descriptive and inferential statistical analyses allowed for a rigorous evaluation of 
the data, with the results interpreted in light of the research question and objectives. 
Choosing this experimental design to address the posed research question is in line with 
recommendations to employ methodologies that allow for a robust assessment of cau-
sality (Cohen et al., 2013). Further, the use of both descriptive and inferential statistical 
analyses is a comprehensive approach advocated by many in the field, ensuring a rigor-
ous and in-depth evaluation of collected data (Pallant, 2020).

Participants

In this study, the participants comprised 44 English-major students from a reputable 
university in Southwest Vietnam. The participants were divided equally into two groups, 
each receiving a distinct treatment method: one group was trained to use analytic 
rubrics for SA, and the other for PA. The participants were initially ranked according to 
their pretest results, and then alternately assigned to either the SA or PA group to main-
tain balance in proficiency levels across the groups.

These treatments were administered over a 17-week period during which all partici-
pants were engaged in the same set of writing modules designed to enhance their essay 
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writing skills across various topics. Regarding the content of the English writing tasks, 
the students were taught to write academic essays that covered a range of general topics. 
However, specific emphasis was given to the drafting of treaties as part of the module, 
given their relevance to the English-major students’ learning objectives.

The implementation of the analytic rubrics, which were adopted and adapted from 
Jacobs et  al.’s (1981) work, took place within the learning modules. In addressing the 
Vietnamese educational context, several thoughtful modifications were made to Jacobs 
et  al.’s (1981) original analytical rubrics. Firstly, to accommodate linguistic differences 
and ensure clarity, specific terminologies and language structures within the rubrics 
were either translated or simplified, with an emphasis on removing or elucidating techni-
cal jargon. Secondly, the rubrics adapters made cultural adaptations, especially concern-
ing content and organization. These changes respected Vietnamese academic traditions 
and cultural nuances in written communication, such as the emphasis on storytelling or 
typical argumentative structures. Thirdly, the grading scale of the rubrics was reshaped 
to range from “excellent” to “very poor”, a categorization that Vietnamese students find 
familiar. This decision aimed at facilitating ease of use and reducing potential grading 
ambiguities. Lastly, to further enhance the rubric’s accessibility and instructional value, 
context-relevant examples were integrated under each assessment criterion, offering a 
tangible reference point for users. Before implementing these rubrics in the main study, 
a pilot phase was conducted involving a select group of students and teachers to validate 
their appropriateness and clarity. Feedback from this phase led to further refinements, 
ensuring the resultant rubrics maintained the foundational principles of the original 
while being tailored to Vietnamese EFL learners’ unique needs and context.

These rubrics, designed for a structured and systematic evaluation of writing qual-
ity, were introduced and explained to the students at the outset. The students in the PA 
group used these rubrics to assess their peers’ writing performances, while those in the 
SA group used them for evaluating their own writing works. The rubrics were based on 
five primary criteria: content (30%), organization (20%), vocabulary (20%), language use 
(25%), and mechanics (5%). Each criterion was clearly defined, and the assessment scores 
ranged from ‘excellent’ to ‘very poor’. The details of the rubrics are displayed in Table 1.

Jacobs et  al.’s (1981) analytic rubric was chosen for its relevance and adaptability to 
this research context. Its established reputation in the field of English language teach-
ing and learning, along with its comprehensive structure that addresses multiple facets 
of writing, made it a suitable tool for this research. The detailed criteria provide valu-
able guidelines for students to make accurate and informed judgments about their work 
and their peers’ work, aligning with the primary focus of the study. The applicability of 
Jacobs et  al.’s (1981) rubric extends to diverse EFL settings, including Asian contexts 
similar to our study setting, reinforcing its suitability (Hamp-Lyons & Henning,  1991; 
Weigle,  2002). Additionally, its clear structure and easily understandable criteria cater 
well to the EFL student participants who might be new to the concepts of SA and PA. 
Most importantly, in designing an English writing course, the alignment of learning con-
tents with assessment rubrics is paramount to achieve desired outcomes. It is vital to 
choose a rubric that not only holds esteem in the academic community but also matches 
the specific objectives and criteria outlined in the course’s curriculum. While reputa-
tion can serve as a guiding factor, it should not overshadow the need for alignment with 
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Table 1 Analytic rubrics

Rubrics for writing performance evaluation

Student: Date Topic:

Writing elements Score Level Criteria Comments

Content 30–27 Excellent to very good: The individual shows deep understand-
ing and has significantly improved their writing, which is 
detailed and closely related to the topic

26–22 Good to average: The individual understands the topic to some 
extent but has basic writing skills. Their writing is related to 
the topic, but not detailed

21–17 Fair to poor: The individual lacks knowledge on the topic and 
does not cover it fully or clearly in their writing

16–13 Very poor: The writing does not show understanding of the 
topic, lacks content, and is not suitable for evaluation

Organization 20–18 Excellent to very good: The writing is clear and well-organized, 
presenting ideas logically and efficiently

17–14 Good to average: The writing is somewhat disorganized, but 
the main ideas are clear. There is some logic, but the flow of 
ideas could be better

13–10 Fair to poor: The writing is unclear and lacks a logical flow of 
ideas

9–7 Very poor: The writing does not communicate clear ideas, lacks 
organization, and is not suitable for evaluation

Vocabulary 20–18 Excellent to very good: This writing shows strong language 
skills, including the right choice of words, correct word forms, 
and appropriate tone

17–14 Good to average: The vocabulary used is mostly correct, 
though there are some mistakes in idiomatic expressions. 
These mistakes do not take away from the main message

13–10 Fair to poor: The vocabulary is basic with frequent errors in 
word choice and usage, which sometimes makes the mean-
ing unclear

9–7 Very poor: The writing seems like a direct translation from 
another language and shows a lack of understanding of Eng-
lish vocabulary. It’s hard to evaluate because of this

Language use 25–22 Excellent to very good: This writing has complex sentences with 
few errors in grammar, word order, and usage

21–18 Good to average: The sentences are simple and have some 
mistakes in grammar and structure, but the overall meaning 
is clear

17–11 Fair to poor: The writing has many grammar mistakes, both 
basic and advanced, making the meaning often unclear

10–5 Very poor: There are many major grammar mistakes, making it 
hard to understand the meaning or evaluate the writing

Mechanics 5 Excellent to very good: The writing follows conventions 
correctly, with rare mistakes in spelling, punctuation, and 
paragraphing

4 Good to average: The writing mostly follows conventions, with 
a few errors in spelling, punctuation, and paragraphing

3 Fair to poor: The writing has many mistakes in basic writing 
conventions, and the poor handwriting further confuses the 
meaning

2 Very poor: The writing consistently makes errors in basic 
conventions, and the handwriting is hard to read, making 
evaluation difficult
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teaching and learning goals. The English writing program’s core objectives aim to equip 
the students in this educational setting with a mastery of writing fundamentals, hone 
their critical thinking and argumentation skills, enhance self-reflection and peer-review 
abilities, ensure effective organization and structuring of their pieces, and elevate their 
writing style and voice. Jacobs et al.’s (1981) analytic rubric aligns seamlessly with these 
objectives. Its criteria for content, organization, language use, vocabulary, and mechan-
ics reflect the program’s multifaceted goals, ensuring students are assessed holistically. 
Particularly, the rubric’s emphasis on cohesion, logical argumentation, and its inherent 
design encouraging SA and PA resonate with the program’s focus on critical thinking, 
self-reflection, and peer feedback. This congruence underscores the rubric’s suitability, 
making it an optimal tool to complement and enhance the program’s comprehensive 
assessment processes.

Given these reasons, the choice of the analytic rubrics was justified, providing a robust, 
validated, and user-friendly tool for this study. However, it is essential to note that 
while the rubrics were adapted to suit the specific Vietnamese contexts based on feed-
back from students and teachers, this might result in them being more customized and 
potentially less generic for a broader audience. As the study was designed, the influence 
of the rubrics-aligned writing modules and the introduction and use of the rubrics were 
recognized as integral parts of the research experiment. They were designed to synergize 
with the SA and PA methodologies, making their role in enhancing students’ achieve-
ment significant along with the assessment treatments. The rubric-guided teaching and 
assessment methodology, therefore, formed the fulcrum of this study, rather than being 
seen as separate variables.

Tests as data collection instrument

The methodology employed in this study utilized a pre-test and post-test design to 
gather data, with both tests requiring students to produce a 250-word essay within a 
span of one hour. Both assessments were designed around the theme of “Music”, aiming 
to provide a consistent thematic context to the writing tasks.

An expert in composition teaching with more than three years of experience designed 
the tests, paying specific attention to their structure and guidelines. It was vital to ensure 
the consistency of the writing tasks throughout the teaching process for an accurate 
comparative evaluation of students’ progress.

To maintain the structural parallelism between the pre-test and post-test, each test 
was designed with identical sections and formats. Both tests contained three sections: A 
brief introduction, a body comprising several paragraphs, and a concluding statement. 
This structure was deliberately chosen to maintain consistency, allowing for a fair com-
parison of the students’ writing skills at different points in time.

Despite the structural similarities, the essay prompts in the two tests were intention-
ally varied to prevent the possibility of students relying on memory, which could poten-
tially affect the reliability of the results. The prompts were constructed to fall within 
the broader theme of “Music,” yet were sufficiently distinct to ensure that the students’ 
responses reflected their current understanding and ability, rather than recalling and 
reiterating previously formed ideas.
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The pre-test was administered at the start of the study period before the implementa-
tion of the teaching modules and use of the rubrics. Conversely, the post-test was given 
at the end of the 17-week study period. The similarity in the structure of the pre-test and 
post-test, the consistency in the thematic content, and the variation in the essay prompts 
were all carefully considered to ensure the accuracy and reliability of the test results. 
This attention to detail in test design helps to minimize the impact of extraneous vari-
ables and underscores the validity of the comparison between the pre-test and post-test 
results.

Data analysis

The process of data analysis in this study unfolded through a series of stages. Initially, 
the teacher administering the intervention, in concert with two additional evaluators, 
assessed the students’ essays. They used identical analytical rubrics based on Jacobs 
et  al. (1981), as demonstrated in Table  1. Subsequently, an analysis, conducted using 
SPSS version 20.0, was undertaken on the results from the pre and post-tests from the 
two groups, aiming to generate a thorough understanding of the intervention’s impact 
on the students’ writing abilities. An Independent-Sample t-test was also employed to 
compare the results across five different criteria between the two groups at both the pre-
test and post-test phases. The outcomes from these tests were designed to illuminate the 
interventions’ effects on the students’ writing performance  (Pallant,  2020). To further 
the analysis, the Paired-Sample t-test was utilized to compare the mean scores of the 
pre-test and post-test within each group. This test aimed to identify any significant dif-
ferences in performance over time for the same group of students. Through the Paired-
Sample t-test results, the study aimed to understand the effectiveness of the conditions 
on students’ writing improvements. In the context of this analysis, a p-value less than 
0.05 was accepted as an indicator of statistical significance.

Procedures

This research was divided into three distinct stages, namely the pre-intervention stage, 
the intervention stage, and the post-intervention stage.

Pre‑intervention

During the initial stage, the research team embarked on an in-depth review of existing 
literature to shape the conceptual framework for the research. Simultaneously, previ-
ous analytical models were assessed to determine the most appropriate model for the 
research context. After a careful consideration, the model adapted from Jacobs et  al. 
(1981) was selected as the most suitable. After the establishment of the framework, the 
data collection instruments, specifically the tests, were developed. With the approval of 
a university in Southwest Vietnam, the research was conducted in two of their writing 
classes. Two writing teachers were approached to participate in the study, with one of 
them, pseudonymously called Mike, agreeing to instruct both research conditions. The 
research team briefed Mike about the research’s objectives, methodology, and implica-
tions and obtained his consent to participate. The 44 English-major students who volun-
tarily agreed to participate were then asked to take the pre-test, marking the beginning 
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of the experimental phase of the research. The students were then divided into two equal 
groups based on their pre-test scores.

Intervention

The intervention phase spanned over a 17-week period, during which students were 
engaged in a 150-min per week regimen, equivalent to three periods as per the institu-
tional norms. This phase was divided into two sub-stages. The first two weeks involved 
training the students to use the analytical model and understand the process of essay 
writing. The following 15  weeks comprised the experimental phase where students 
applied the analytical model for SA in the SA group and PA in the PA group.

During the initial two weeks, Mike followed a systematic approach to teach the stu-
dents how to use the analytical model. To do so, Mike provided the students with writ-
ing samples that he had assessed using the chosen model. Students had the opportunity 
to review their evaluations of the sample papers against the scores Mike had given. 
Throughout this process, Mike thoroughly explained the model and the reasoning 
behind the assigned scores. After this two-week instructional phase, the research team 
was confident that students had a sound understanding of how to use the analytical 
model, readying them for the second phase of the intervention.

In the second phase of the intervention, Mike strictly followed the lesson plans devel-
oped by the research team, which were divided into four parts: Warming up, Pre-writing, 
While-writing, and Post-writing. Depending on the needs of each session, the Warm-up 
stage was used to engage students’ attention, introduce the lesson, or improve the learn-
ing atmosphere. The Pre-writing stage provided students with the writing topic, vocabu-
lary, grammar rules, and the structural framework based on the functions of the writing 
genres. After this, students had a 40-min window to write their essays. Those in the PA 
group were then tasked with grading their peers’ writing using the analytical model and 
providing a rationale for their grades, while those in the SA group used the model to 
assess their own work. During this evaluation phase, Mike would circulate in the class-
room, ensuring correct use of the analytical model. If any errors were found, Mike would 
immediately correct them, ensuring students had a deep understanding of the model.

Post‑intervention

Following the 15-week intervention, which included writing instruction and the appli-
cation of the analytical model for SA and PA, a post-test was administered to evaluate 
the differential impact of the two interventions on students’ writing performance. The 
improvement in students’ writing proficiency due to each treatment was determined 
using the Paired-sample t-test, while the Independent-sample t-test was used to deter-
mine if there were any significant differences between the two groups.

Results and discussion
Peer‑assessment

Table 2 illustrates the comparative analysis of the effectuation of analytical rubrics in the 
domain of PA on students’ writing proficiency.

The study reveals that using analytical rubrics for PA significantly improved students’ 
writing performance. Comparing pre- and post-test scores across five variables (Content, 
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Organization, Vocabulary, Language Use, and Mechanics), significant improvements were 
found in Content (mean score increased from 21.60 to 23.28) and Language Use (mean 
score increased from 16.80 to 19.28). However, no significant changes were observed in 
Organization, Vocabulary, and Mechanics. The total mean score increased from 72.09 to 
76.77, indicating overall improvement in students’ writing performance due to the use 
of analytical rubrics for PA. Extant literature has underscored the pivotal role of PA in 
nurturing writing competencies among learners. The process of appraising peers’ work 
facilitates critical thinking, reflective learning, and heightened engagement in the writing 
process (Liu & Carless, 2006; Topping, 2009). These studies substantiate the current find-
ings, which manifested a statistically significant amelioration in Content and Language 
Use when employing analytical schema for PA. Furthermore, the absence of statistically 
significant improvement in Organization, Vocabulary, and Mechanics aligns with previ-
ous research positing that certain facets of writing may necessitate more targeted inter-
ventions or explicit instruction to achieve discernible progress (Graham, 2012; Harrison 
et al., 2015). Consequently, while the utilization of analytical schema for PA contributes 
positively to students’ writing performance in specific domains, it is crucial to recognize 
that supplementary strategies may be requisite to address other areas of writing.

Self‑assessment

Table 3 depicts the results of the comparison between the utilization of analytical rubrics 
for SA on the students’ writing competency.

The findings show that using analytical rubrics for SA significantly improved students’ 
writing performance across all variables. Comparing pre- and post-test scores, signifi-
cant improvements were found in Content (mean score increased from 20.70 to 24.79), 

Table 2 PA condition

Variables 95% CI Pre‑test Post‑test t p
Mean
(SD)

Mean
(SD)

Content -2.47; -.88 21.60 (2.68) 23.28 (1.92) -4.38 .00

Organization -.89; .49 15.09 (1.81) 15.28 (1.44) -.59 .56

Vocabulary -.69; .24 14.72 (1.08) 14.95 (1.13) -1.00 .32

Language Use -3.44; 1.52 16.80 (2.42) 19.28 (1.54) -5.37 .00

Mechanics -.27; .09 4.31 (.52) 4.40 (.52) -1.03 .31

Total ‑6.98; ‑2.37 72.09 (7.78) 76.77 (5.99) ‑4.22 .00

Table 3 SA condition

Variables 95% CI Pre‑test Post‑test t p
Mean
(SD)

Mean
(SD)

Content -6.36; -1.79 20.70 (3.66) 24.79 (3.96) -3.80 .00

Organization -4.46; -1.45 14.06 (2.67) 17.02 (1.49) -4.19 .00

Vocabulary -3.12; -.74 14.75 (2.08) 16.68 (1.06) -3.46 .00

Language Use -5.92; -2.74 17.27 (3.42) 21.60 (1.50) -5.81 .00

Mechanics -.71; -.12 4.24 (.49) 4.66 (.40) -3.02 .01

Total ‑19.46; ‑7.98 71.04 (10.46) 84.77 (7.80) ‑5.09 .00
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Organization (14.06 to 17.02), Vocabulary (14.75 to 16.68), Language Use (17.27 to 21.60), 
and Mechanics (4.24 to 4.66). The total mean score increased from 71.04 to 84.77, indicat-
ing a substantial overall improvement in students’ writing performance due to the use of 
analytical rubrics for SA. Prior studies have persistently underscored the effectiveness of 
SA in fostering the writing competencies among language learners. SA furnishes educators 
with the means to inculcate metacognitive perspicacity, self-regulation, and autonomous 
learning, thereby amplifying their written expertise (Andrade & Brown, 2016; Panadero 
et al., 2012). These findings match with previous results, showing a significant improve-
ment across all areas when using analytical rubrics for SA. Also, the current results agree 
with the theory that SA, when supported by clear guidelines and directed teaching, can 
lead to progress in various aspects of writing (Ross, 2006; Zimmerman & Kitsantas, 2002). 
The existing results show a noticeable boost in Content, Organization, Vocabulary, Lan-
guage Use, and Mechanics, supporting the idea that using analytical rubrics for SA, along 
with a systematic approach, can produce positive effects in various areas of writing.

Comparison between the two conditions

Table 4 manifests the comparative analysis between the results of the two conditions.
The findings show no significant difference in writing performance between 

SA (MSA = 71.04) and PA (MPA = 72.09) groups in the pre-test (t-value = -0.89, 
p-value = 0.78). However, in the post-test, a significant difference was found between SA 
(MSA = 84.77) and PA (MPA = 76.77) groups (t-value = -3.73, p-value = 0.00), with the 
SA group showing better performance. In summation, the test results show a significant 
difference in the writing skills of learners using SA and those using PA when applying 
analytical rubrics, with the SA group showing a better skill level. This result supports the 
theory that SA, when carried out in a well-organized and effective manner, can lead to 
greater improvements in writing performance compared to PA (Ross, 2006; Zimmerman 
& Kitsantas, 2002). Students who engage in SA may develop a stronger sense of owner-
ship, responsibility, and understanding of their learning path, which ultimately results 
in improved writing skills (Boud & Falchikov,  2006; Nicol & Macfarlane-Dick,  2006). 
Reversely, while PA has its benefits, it also has notable drawbacks that might affect 
the performances of the PA group in this study. Students might not trust their peers’ 
evaluations, perceiving them as less credible than teachers’ assessments (Zhao,  2018). 
Furthermore, PA might not assist all learners, especially those with lower proficiency 
struggling to provide accurate feedback, potentially resulting in biased evaluations 
(deBoer et al., 2023). Additionally, the assessment could also be influenced by friendship 
bias, possibly distorting the results (Alqarni & Alshakhi, 2021). Also, PA could demand 

Table 4 The comparative analysis between the two conditions

Test Group Mean SD t p

Pre-test PA 72.09 7.78 -.89 .78

SA 71.04 10.46

Post-test PA 76.77 5.99 -3.73 .00

SA 84.77 7.80
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significant time and effort, potentially adding to the student workload and distracting 
from other learning activities (Wang et al., 2016). Finally, the fear of negative evaluation 
could reduce PA’s effectiveness, as students might feel uneasy giving and receiving criti-
cal feedback, impairing their learning experience (Panadero & Alqassab, 2019).

The novelty of this study lies in its direct comparison of the effects of SA and PA when 
both are facilitated by the same analytical rubrics. While previous research has sepa-
rately delved into the benefits and drawbacks of SA and PA (Alqarni & Alshakhi,  2021; 
Boud & Falchikov, 2006; deBoer et al., 2023; Nicol & Macfarlane-Dick, 2006; Panadero & 
Alqassab, 2019; Wang et al., 2016), this study presents a nuanced understanding by observ-
ing the two in tandem within a particular EFL context like Vietnam. In recent decades, Viet-
nam has seen an intensified drive to master the English language, propelled by the forces 
of globalization and the country’s deepening engagement in international dynamics (Thao 
& Mai,  2020). However, this aspiration unfolds against a backdrop distinctly marked by 
Vietnam’s traditional educational paradigms and cultural nuances. Historically, Vietnam-
ese educational approaches have gravitated towards teacher-centered methods, where 
teachers stand as primary knowledge bearers, and students predominantly engage in pas-
sive and rote learning, emphasizing memorization over critical or independent thinking 
(Thanh, 2010). Against this backdrop, the exploration of alternative assessment methodolo-
gies, especially SA and PA, in the realm of EFL emerges as both a challenge and an innova-
tion. The traditional model, deeply rooted in Confucian values, places immense respect on 
authority and hierarchical relationships. These values could potentially render PA as a deli-
cate tool, where students might grapple with concerns about undermining peers or causing 
a loss of face (Panadero & Alquassab, 2019). On the other hand, SA emerges as a transform-
ative tool, nudging Vietnamese students towards taking more proactive ownership of their 
learning, fostering a shift away from traditionally passive modes (Tran & Phan Tran, 2021). 
This study, situated at this crossroads, offers a pioneering look into the implementation and 
impact of SA and PA within the Vietnamese EFL setting. It juxtaposes the potential of SA 
to cultivate ownership, responsibility, and understanding with the challenges embedded in 
PA—ranging from trust issues and biases to the intricate art of feedback. Through this lens, 
the current research provided invaluable insights into the nuanced reactions and adaptabili-
ties of Vietnamese learners, ensuring a blend of global pedagogical methodologies and local 
specificity (Thao & Mai, 2020). In essence, the study’s focus on assessment methodologies 
for EFL learners in Vietnam underscores its novelty. It not only elucidates the inherent chal-
lenges and advantages these methods present within the Vietnamese context but also paves 
the way for future endeavors to tailor and optimize these assessment tools, resonating with 
the unique socio-cultural and educational fabric of Vietnam (Van Van, 2020).

Conclusion
This study aimed to assess the impact of using analytical rubrics for SA and PA on the 
writing skills of EFL learners in Vietnam. The research adopted a controlled experimental 
design and involved a sample of 44 English-major students, divided into two groups. Each 
group was instructed on how to use analytical rubrics for either SA or PA over a 17-week 
instructional period. The findings revealed no statistically significant differences between 
the SA and PA groups in the pre-test. However, in the post-test, a significant divergence 
was noted, with the SA group demonstrating enhanced writing competence. Moreover, the 
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study found that both SA and PA had a beneficial effect on students’ writing performance, 
although SA offered more substantial improvements when implemented effectively.

Implications

The present study contributes to the growing body of research on formative assess-
ment and the use of analytical rubrics to improve learning outcomes. By evaluating the 
effectiveness of analytical rubrics for SA and PA within the context of EFL teaching and 
learning in Vietnam, this study offers valuable evidence-based insights that can guide the 
development and implementation of formative assessment strategies in EFL settings.

The study demonstrates that the use of analytical rubrics in both SA and PA can lead 
to improvements in students’ essay writing skills. This finding underscores the poten-
tial of formative assessment, facilitated by assessment frameworks, to support the 
development of writing proficiency among EFL learners. Therefore, the study high-
lights the importance of incorporating formative assessment strategies into EFL cur-
ricula to enhance student learning and skill development. However, the data indicates 
that equipping students with the knowledge to utilize analytical rubrics for SA can lead 
to significant enhancements in their writing prowess. Given Vietnam’s cultural context, 
where respect for hierarchy and authority is deeply ingrained, SA emerges as a particu-
larly potent tool. The process of self-evaluation aligns well with the Vietnamese learners’ 
inclination for introspection and self-improvement, allowing them to assert more con-
trol and responsibility over their learning journey without the potential cultural discom-
forts that might arise from PA, such as fearing undermining peers or facing biases.

Incorporating SA into pedagogical strategies can thus be seen as aligning more harmoni-
ously with the local cultural ethos. Teachers can seamlessly weave this approach into their 
instructional methodologies, offering students lucid evaluation benchmarks and methodical 
feedback mechanisms. Such strategies not only amplify the learning experience but also res-
onate with the inherent cultural fabric, enabling learners to navigate their educational paths 
with greater autonomy and self-awareness. This prioritization of SA over PA, while being 
globally informed, remains deeply sensitive to Vietnam’s unique socio-cultural nuances, 
ensuring that the process of language acquisition is both effective and culturally congruent.

Next, for curriculum developers, the insights from the study indicate the need to 
incorporate formative assessment strategies, such as SA and PA using analytical assess-
ment tools, into EFL curricula. This integration can ensure that learners receive regular 
feedback on their writing performance, helping them to identify areas for improvement 
and develop the necessary skills for effective communication in English. Besides, policy-
makers can use the insights from the study to guide the development of EFL policies and 
initiatives that prioritize formative assessment strategies. By promoting the use of SA 
and PA with analytical rubrics in EFL classrooms, policymakers can advance EFL educa-
tion and support student success in mastering English as a foreign language.

Limitations and recommendations for further studies

Despite the valuable knowledge provided by this investigation, it is important to recog-
nize its limitations. The relatively small sample size (44 participants) and the fact that all 
participants were English-major students from a single academic institution in South-
west Vietnam may limit the generalizability of the findings to other populations and 
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EFL contexts. In addition, the study was conducted over a span of 17 weeks, which may 
not be sufficient to fully understand the long-term effects of using analytical rubrics for 
SA and PA on students’ essay writing skills. Furthermore, the study focused solely on 
the impact of analytical rubrics on essay writing proficiency, excluding other language 
skills such as reading, speaking, and listening, which are critical aspects of EFL educa-
tion. Another limitation is the customization of the analytical rubrics for the Vietnamese 
context, which while enhancing its suitability for this particular study, might make the 
findings less generic for a broader audience. One further limitation worth noting is the 
potential influence of the distinct essay prompts on the study’s outcomes. The differenti-
ation between the two prompts may have inadvertently affected the final results, poten-
tially skewing comparisons and conclusions drawn. Such distinctions could contribute to 
varying levels of familiarity, comfort, or engagement among participants, thereby influ-
encing their performances. It must be acknowledged that while measures were taken to 
ensure consistency, this factor might still have played a role in the observed outcomes.

In order to address these limitations and further our understanding of formative assessment 
and the use of evaluation frameworks in EFL education, the following recommendations for 
future research are proposed. First, future studies should use larger and more diverse samples, 
including participants from different educational levels, geographical locations, and linguis-
tic backgrounds, to enhance the generalizability of the findings. Second, researchers should 
consider conducting longitudinal studies to examine the long-term effects of using analytical 
evaluation tools for SA and PA on students’ writing skills and other language abilities. Third, 
additional research should investigate the impact of analytical evaluation tools on other lan-
guage skills, such as reading, speaking, and listening, to provide a more comprehensive under-
standing of the benefits of formative assessment strategies in EFL education. Another vital 
recommendation for future research would be to assess and compare the efficacy of generic 
analytical rubrics with those that are customized for specific contexts, like in this study. Such 
an endeavor would help in discerning whether contextual adaptations significantly enhance 
or potentially limit the broader applicability of the rubrics in varied EFL environments. Addi-
tionally, in future studies, to mitigate the influence of the distinct essay prompts on the study’s 
outcomes, it would be advisable to utilize a standardized set of essay prompts or to rotate 
prompts among participants. This would ensure that any performance differences can be 
attributed more directly to the intervention (in this case, the use of analytical rubrics for SA 
and PA) rather than the inherent challenges or comforts posed by different prompts.

Furthermore, future studies should strive to control or investigate the influence of potential 
confounding variables, such as students’ prior knowledge, motivation, or exposure to different 
teaching approaches, on the effectiveness of using analytical evaluation tools for SA and PA. 
Importantly, to supplement the quantitative findings, future research could employ qualitative 
methods, such as interviews, focus groups, or classroom observations, to gain a deeper under-
standing of students’ experiences with SA and PA using analytical evaluation tools and the 
factors that may facilitate or hinder their effective implementation in EFL classrooms.
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