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This study aims to examine the effects of self-assessment and peer

assessment on learner autonomy development and the different

effects between the two kinds of assessment practices in language

use, focusing on EFL speaking skills. Eighty-eight first-year non-

English majors at VNU-HCM University of Science taking a fifteen-

week general English course participated in the study and were put

in two groups: experimental 1 (n=49); and experimental 2 (n=39).

The participants in experimental group 1 assessed their own work,

whilst those in experimental group 2 assessed their peers' work.

Quantitative data was collected from students' pre-and post-test

questionnaires. Three key findings were revealed. First, through the

use of self-assessment, dimensions of initiating, monitoring, and

evaluating students' learner autonomy were significantly enhanced.

Second, the implementation of peer assessment also considerably

promoted students' learner autonomy dimensions by initiating,

monitoring, and evaluating. Third, although both self-assessment

. Learners’ and peer assessment developed these four learner autonomy
autonomy, Self- dimensions, there is a small difference between the two kinds of
assessment, Peer- assessment on dimension initiating. The effects of self-assessment
assessment, Speaking ~ on dimension initiating surpassed that of peer assessment on

Skills dimension initiating.

Since the emergence of the learner-centered approach, learner autonomy has been regarded as
an essential part of the field of language learning and teaching. According to Phan (2024),
autonomous learning significantly influences students' success or failure in the classroom and
throughout their learning effort. Although learner autonomy is one of the most important factors
leading to students’ success in their studies, encouraging students to be autonomous learners is
quite challenging in Vietnam. Trinh (2005), Dang (2010), Le (2013), and Tran (2022)
acknowledged that Vietnamese students are passive learners and lack critical thinking skills and
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autonomous learning. There are different reasons for this situation, including the teacher-
centered approach, traditional learning, and summative assessment method. Among these
reasons, the traditional summative assessment method is the main one that prevents students
from moving toward autonomous learning.

Lately, alternative assessment (self-assessment and peer assessment) has grabbed the attention
of many researchers because of the emphasis on learner independence and autonomy. Andrade
& Valtcheva (2009) referred to self-assessment as a formative assessment process that offers
students the chance to reflect on and evaluate the quality of their performance, identify strengths
and weaknesses, and make the next steps for improvements. Peer assessment as learning is
referred to as a process whereby students get involved in judging their peers' work by using
given criteria and applying standards (Falchikov, 2005, as cited in Karami & Rezaei, 2015).

With my 10-year experience in teaching English at the University of Science, I realized that
several teaching and learning-related problems that motivated me to carry out this research
include low-level entry, no replacement test before entry, large class sizes, students' lack of
awareness of foreign language importance, short study duration and traditional assessment
method. The traditional assessment method is considered the most serious problem because it
leads to a lack of student assessment skills and wastes teachers’ time, especially in speaking
skills. After experiencing this problem for a long time, I believed that focusing on the learning
process made students motivated and more autonomous and helped teachers save time.
Consequently, I decided to conduct my study to find out whether alternative assessment means,
namely self-assessment and peer assessment, can help students improve their learner autonomy.
In this study, these two alternative assessment methods were applied to investigate their effects
on learner autonomy development and compare the different effects between these methods on
learner autonomy in speaking skills.

Learner autonomy

The Greek word "autonomous,"” where "auto” means self and "nomos" means law, is the source
of the word "autonomy (Ho & Hoang, 2024). According to Little (1991), the term learner
autonomy was first used by Holec has become a "buzz - word" to various authors in the area of
foreign language learning and teaching. Holec (1981) defined LA as “the ability to take charge
of one own learning”. Littlewood (1996) explained that LA is “the ability and willingness to
make choices independently”. Lengkanawati (2017) regarded LA as the capacity to control
learners’ own learning by deciding on their learning objectives, contents, and progress,
selecting their methods and techniques, monitoring the acquisition process, and evaluating
learning outcomes. Kashefian and Nalini (2020) concluded that LA is not an inborn attribute,
so learners have to nurture it through their intent and scientific learning methods. Due to the
continuous change in the definition of LA, its dimensions have varied over time. Tassinari
(2012, p. 28) stated, "LA is a complex construct, a construct of constructs, entailing various
dimensions”. As a consequence, in order to get a deeper understanding of this term, LA’s
dimensions must be identified. Several dimensions of LA are repeatedly identified in different
studies. For instance, the dimension goal-setting was used by Chan (2000), Reinders (2010),
and Dang (2012). Dimension planning was used by almost all authors except for Little (2003)
and Dang (2012). The dimension initiating was included in Little's (2003) and Dang's (2012)
studies. Similar to planning dimension employment, the dimensions of monitoring and
evaluating can be found in almost all authors above except for Trinh (2005). In the present
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study, the researcher employed these five dimensions constructed from the LA definition of
Holec (1981). That is the ability to make all the decisions regarding all aspects of learning:
setting goals, planning, initiating, monitoring, and evaluating.

Speaking skills

Speaking is an important part of learning and teaching a second language. According to Bygate
(1987), “Speaking skill is the ability to use oral language to explore ideas, intentions, thoughts,
and feelings with other people as a way to make the message clearly delivered and well
understood by the hearer.” Kayi (2006) regarded speaking as the process of building and sharing
meaning in verbal and non-verbal ways in different contexts. This author also added that a
successful language learner is one who has the ability to communicate in a second language
clearly and effectively; therefore, it is crucial that language teachers pay much attention to
teaching speaking.

Learner autonomy and speaking skills

Various authors have investigated the relationship between LA and speaking skills. Dafei
(2007) pointed out that there was a close connection between autonomy and language ability.
This author concluded that autonomy may lead to greater proficiency in language use. Nguyen
& Nguyen (2023) asserted that learners with lower speaking grades were less autonomous than
those with better English-speaking proficiency. Risenberg and Zimmerman (1992, as cited in
Dafei 2007) also stated that the students with high degrees of LA tended to achieve higher
scores, while the ones with low degrees of LA might get low scores.

Self-assessment as learning

The term SA has been defined by many authors recently. Bourke & Mentis (2011 as cited in
Ndoye, 2017) described SA as a process where students get engaged in setting goals, regulating,
and reflecting on their learning by evaluating their performance. After understanding the criteria
based on the learning goals, students evaluate their performance and then make plans for further
improvement. As Rourke (2013 as cited in Thawabieh, 2017) stated, SA is the ability to monitor
students’ learning process effectively, provide suitable feedback, and enhance their self-
learning, making them autonomous learners.

Peer-assessment as learning

Strijbos and Sluijsmans (2010) defined PA as a process where students judge their peers’
performance, reflect, discuss, and collaborate. In agreement with Strijbos & Sluijsmans (2010),
Sebba et al. (2008, as cited in Memis & Seven, 2015) generalized that peer assessment is
considered as the ability to assess each other’s work through reflection on the learning goals
and how to achieve them. In the same vein, Robert (2006 as cited in Karami & Rezaei, 2015)
declared PA as the process of reflecting on peers’ learning performance and suggesting grades
for it.

The relationship between learner autonomy and alternative assessment
The relationship between learner autonomy and self-assessment

Over the past few decades, SA as learning has been proved to be an integral part of LA. Gardner
(2000) claimed that SA is a contributing factor in helping students become responsible for their
learning. It is because SA practice offers learners opportunities to reflect on and assess their
performance, making them actively engage in their learning process. Additionally, Gholami
(2016) stated that SA positively impacted students’ ability to evaluate and assess their
performance and motivation. Ngo (2020) concluded that SA and reflection activities in listening
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and speaking skills can be utilized to help students evaluate their performance and become
autonomous learners. Phan (2021) also suggested that SA might be a useful operational
approach for developing language learner autonomy in Vietnam and any other similar settings.

The relationship between learner autonomy and peer-assessment

According to Saito (2008), in the PA process, learners can promote their critical reflection
through the observation of their partners’ performances and being aware of performance criteria
in the PA process. Moreover, Shams and Tavakoli (2014) accepted that when learners notice
their peers’ strengths and weaknesses and then compare them with theirs, they can promote
their own learning, enhance critical thinking, and foster learner autonomy. Evidently,
comparing their own strengths with those of their peers encourages learners to make more
efforts to improve themselves. These two authors also emphasized that despite students’ worries
and concerns during their PA process, they can become fully aware of their own learning,
recognize the differences between their own perception and their peers, and finally take control
of their learning.

Comparing the effect of self-assessment and peer assessment on learner autonomy

Liao (2023) stated that using both SA and PA improved learners’ LA by monitoring their
learning process. Several researchers have proved that the effects of SA are greater than those
of PA, whereas others have pointed out that PA’s effects are more significant than those of SA.

The effect of PA has been proven to be less significant than that of SA due to some factors. The
first factor making the effect of PA less considerable than that of SA is the assessors' level of
lenience or severity. According to Ashraf & Mahdinezhad (2015), in practicing PA, students
tend to give the same mark or score to any peers with whom they work. Also, students tend to
be reluctant and anxious to indicate their peers' weaknesses since they want to avoid obvious
criticism. PA is undoubtedly an effective tool to increase students' LA if it is conducted in the
right way. With a lack of feedback quality of PA, the effectiveness of PA is limited.

Another factor that makes the effect of PA less significant than that of SA is the friendship bias.
When comparing the effect of SA and PA, Farrokhi et al. (2012) concluded that students appear
to assess their peers in a more biased way than they assess themselves. The implementation of
PA was also found to be affected by friendship bias in the classroom by Amalia lzati (2018).
This author stressed that friendship bias occurs during the PA process due to some factors:
confidence, feelings, and willingness of assessors. Indeed, the implementation of PA
experiences friendship bias, compared to SA implementation, which asks students to assess
their own work. Once judging skills have been affected during PA activities, the assessors’
reflection skills will not be developed, which cannot help students promote their LA. It can be
seen that the effect of SA is greater than that of PA in terms of friendship bias. According to
Phan (2021), students think that they have a low level of expertise, which prevents them from
providing answers with a high level of reliability when doing PA practices. Therefore, in spite
of accepting PA, they have more belief in the accuracy of their teacher feedback. Nowrozi
Larsari and Sadegh Oghli (2016) asserted that SA had a more significant impact on Iranian EFL
learners’ LA compared to PA because SA could give students more motivation and lower
tension.

However, the effect of SA is thought not to be as great as that of PA owing to several factors.
Firstly, when doing SA, students assess their own performance, so they will be less responsible
for the assessment activity. Therefore, they tend not to take the assessment seriously, leading
to their surface-level study (Butler & Lee, 2010; Dann, 2002 as cited in Ashraf & Mahdinezhad,
2015). It is further explained that with the behavior of not undertaking the SA seriously, self-

379



ISBN: 979-8-9870112-6-3 Phan Thi Minh Thao Vol. 6; 2024

assessors will lack feedback, compared with peer-assessors, and this leads to the limited
effectiveness of SA (Butler & Lee, 2010; Black & William, 1998 as cited in Ashraf &
Mahdinezhad, 2015). Karakaya (2015) also posited that self-assessors are not as strict as peer-
assessors. In the same vein, Lin et al. (2001) pointed out a possible reason for the difference
between the effects of SA and PA, which is that SA is based on a scoring standard that is not
stricter than PA. The second factor that makes SA less effective than PA is a lack of an
interactive, competitive, cooperative learning environment during the assessment activities. In
SA, students only learn from their own judgment since they do not have the chance to learn
from their peers (Ashraf & Mahdinezhad, 2015). It is apparent that self-assessors cannot
recognize their own mistakes easily, which lessens the effectiveness of self-assessment. In
addition, with a lack of an interactive learning environment, when undertaking SA, the students
do not have the chance to observe their peers' work to compare with theirs. With this demerit,
the students hardly come up with new ideas, learn from their peers' strengths, avoid weaknesses,
and make more improvements (Chen, 2010; Chang et al., 2012, as cited in Khonbi & Sadeghi,
2013). Further, SA activities cannot offer students a competitive learning environment where
they have the opportunity to make more progress and produce better work by keeping track of
their peers’ learning outcomes. This will limit the students’ in-depth study and LA ability as
well.

Research Questions
The present study aimed to answer the following research questions:

1. To what extent does students’ self-assessment in EFL speaking skills affect their learner
autonomy development?

2. To what extent does students' peer assessment in EFL speaking skills affect their learner
autonomy development?

3. To what extent is self-assessment different from peer assessment in EFL speaking skills in
triggering effects on students' learner autonomy development?

Pedagogical Setting & Participants

Eighty-eight participants from two intact general English-2 classes at Ho Chi Minh City
University of Science were conveniently taken from the population of about 800 first-year
students who took general English 2. These two classes had an equal chance to be chosen for
experimental group 1 and experimental group 2. The experimental group 1 (self-assessment
group) was the class coded 17 KVL3 and the experimental group 2 (peer-assessment) was 17
DCHI.

Experimental procedures

The experimental procedures of this study include choosing teaching materials and teaching
method; designing speaking tasks and choosing interaction patterns for speaking tasks;
Designing SA and PA forms and training students to give feedback themselves and peers
feedback based on SA and PA forms.

During the learning course, students were required to practice 25 speaking tasks. Students
completed 2 speaking tasks each week except for the ninth and fifteenth weeks. In the ninth
week, the students practiced only one task because they took a mid-term test, and due to the
revision activity, the students did not practice any task in the fifteenth week. The speaking tasks

380


https://bookwire.bowker.com/book/USA/integrating-ai-tools-for-personalized-language-instruction-9798987011263-118559242

PAIC — ISSN: 2833-6836 Proceedings of the AsiaCALL International Conference Vol. 6; 2024

used similarly in 2 classes were mostly taken from the speaking sections in modules 9-15 of the
"New Cutting Edge" coursebook and the teacher’s book.

SA and PA activities were conducted after speaking tasks. Each of the SA and PA activity lasted
about 5-7 minutes. During the learning course, the students were required to complete 25 self-
assessment forms (SA group) or 25 peer-assessment forms (PA group). Students could complete
the assessment forms in either Vietnamese or English, but in order to practice their writing
skills, they were encouraged to accomplish the forms in English.

The researcher first introduced the students a speaking task including the topic, roles, context,
objectives, and duration with some useful language for each speaking activity. Next, the
students were informed of the important elements of a good oral performance, the assessment
rubric, the format and purpose of assessment form which they would complete after the finished
speaking task.

The students were given 10 minutes to complete this task in pairs. After that, the researcher
chose two volunteer students to perform their work in front of the class. After the performance,
the researcher instructed students on how to use the assessment rubric to assess the performance
and then modeled giving feedback on the performance by the two volunteer students. At this
point, the teacher ensured that the students could understand how to assess the performance.

For further practice, other two volunteer students were invited to perform in front of the class.
The students were given 5-7 minutes to familiarize themselves with the assessment form by
giving feedback based on the assessment rubric. After that, the researcher collected some of the
students' assessment forms to judge whether they gave feedback correctly or not and discussed
students' issues or concerns regarding self-and peer assessment practice.

Design of the Study

In this quasi-experimental study, the pre-post questionnaires were used for both groups at the
beginning and end of the course to investigate the impact of SA and PA on students’ LA
development and compare the different impacts of these assessment practices on LA
development. The questionnaire was designed in both English and Vietnamese.

Data collection & Analysis

After getting approval from the Board of Administrators of the Foreign Languages Center in
HCMC US, the researcher met the two classes and told them about the purpose and procedure
of the research in the first week. The students in these two classes agreed to take part in the
study voluntarily. At the beginning of the first class meeting in week 1, eighty-eight students of
both groups were given a pre-test to measure their learner autonomy level. In order to get
reliable and valid information from the participants, the researcher explained the purpose of the
pre-questionnaires, the way to complete them, and some difficult terms in the questionnaire.
After the explanation, the participants completed the questionnaires for 30 minutes. After that,
all of the questionnaires of 88 students from two classes were collected for data analysis.

So as to see the difference in the effects of SA and PA implementation on learner autonomy
after the course, the post-test questionnaire was administered in week 15. The administration
procedure was the same for the pre-test and post-test questionnaires. The eighty-eight students
who completed the pre-test questionnaire were asked to do the post-test questionnaires.
However, only 69 questionnaires were selected for further analysis since 22 out of 88
participants could not follow the training strictly. During the training course, each participant
was required to finish 25 SA forms (SA group) and 25 PA forms (PA group). In both groups,
those who completed over 18 forms (70 % of the total), their questionnaires were collected for
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further analysis. The 69 valid questionnaires were collected for data analysis.

After the reliability of the questionnaire had been checked, eight out of thirty-eight items were
removed to ensure the highest reliability level of the questionnaire. Data from the thirty
remaining items in the questionnaires were computerized and analyzed by the Statistical
Package for the Social Sciences (SPSS) program.

To answer research questions 1 and 2, a paired sample T-test was run within experimental group
1 (SA) and experimental group 2 (PA) to know how undergraduate students’ SA and PA in EFL
speaking skills impact their LA development. To answer question 3, an independent sample T
test of both experimental group 1 and experimental group 2 for the post-test was run to see what
extent SA is different from PA in triggering effects on learner autonomy.

RQI1: To what extent does students’ self-assessment in EFL speaking skills affect their learner
autonomy development?

Table 1
Results of Independent samples t-test analysis for five dimensions of LA (pre-questionnaires)
Group N P

D1. Goal Setting SA group 36 108
(Pre-test) PA Group 33
D2. Planning SA group 36 800
(Pre-test) PA Group 33
D3. Initiating SA group 36 992
(Pre-test) PA Group 33
D4. Monitoring SA group 36 294
(Pre-test) PA Group 33
DS5. Evaluating SA group 36 309
(Pre-test) PA Group 33

Table 1 shows the results of the independent sample T-test analysis for five dimensions of LA
in 2 groups’ pre-test questionnaires. As presented in this table, the pre-test scores of five LA
dimensions of the two groups are not statistically different (pD1=.108, pD2=.800, pD3 =.992,
pD4=.294, pD5 =.309, respectively). Consequently, it could be concluded that there was no
statistically significant difference in students’ learner autonomy dimensions of the SA group
and PA group before the treatment. This conclusion was to make it conducive to any further
conclusion about the effect of SA and PA on LA dimensions and the different effects of SA and
PA on LA dimensions.

Table 2 illustrates the results of the paired sample T-test for LA dimensions in the SA group. As
could be seen from the table, a statistically significant difference between the pre-test and post-
test was found in the last four dimensions (p D 2,3,4,5 < 0.05) but not in the first dimension
(p>0.05).
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Table 2
Results of Paired samples t-test analysis for LA dimensions (SA Group)

Dimension Variable M p
SA Group D1. Goal-setting Pre-test 2.989 .060
Post-test 3.294
D2. Planning Pre-test 2.094 .000
Post-test 2.622
D3. Initiating Pre-test 2.482 .000
Post-test 3.463
D4. Monitoring Pre-test 2.343 .000
Post-test 3.071
DS5. Evaluating Pre-test 2.467 .000
Post-test 3.472

On the other hand, the finding of this current study is not in line with the one of Ashraf &
Mahdinezhad (2015), who stated that SA had no effect on the development of LA in speaking
skills since the students did not do SA activities seriously. This author’s conclusion confirmed
the view held by several researchers that SA had no effects on LA. According to Birjandi and
Tamjid (2010), “self-assessment is performed through complex cognitive processes which are
affected by many uncontrollable factors, " making this method less effective. Similarly, Butler
& Lee, 2010 and Dann, 2002, as cited in Birjandi and Tamjid (2010) argued that not taking the
SA practice seriously causes students to just gain surface-level study.

The answer to research question 1 in this study indicated that the use of SA cannot help increase
goal-setting ability. The theory of goal-setting and some empirical research can explain this
finding. Haynes (2011) stated that goal-setting allows students to self-manage their own
learning process through identifying targets. Dornyei (1994, as cited in Haynes, 2011) also
explained that satisfaction from achieving goals can motivate students and develop their self-
confidence and efficacy. However, several factors need to be considered to develop learner
autonomy through goal setting. Latham and Locke (2006, as cited in Huei-Ju, 2018) identified
four facilitators for maximizing the effects of goal-setting, namely “(1) feedback; (2)
commitment to the goal; (3) task complexity; (4) situational constraints™.

This result revealed that SA significantly affected the last four dimensions of LA. This finding
is in line with Gholami’s (2016) statement that the use of SA cannot foster all dimensions of
learner autonomy. In Gholami’s study, SA was identified to help develop four out of nine
dimensions of LA: "importance of classroom and teacher, role of the teacher,
objective/evaluation and assessment/motivation”. The finding of the current study is similar to
that of Gholami (2016) in that SA can foster the evaluating dimension in both studies because
it is a core aspect of assessment. Also, these results align with the conclusion Juaythin (2017)
reached that response journals can develop some aspects of LA. In Juaythin’s study (2017),
response journals are found to have effects on three aspects of LA, including students' self-
awareness, self-recognition, and self-reflection.
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RQ2: To what extent does students' peer assessment in EFL speaking skills affect their learner
autonomy development?

Table 3
Results of Paired samples t-test analysis for LA dimensions (PA Group)
Dimension Variable M P
PA Group D1. Goal-setting Pre-test 3.291 265
Post-test 3.170
D2. Planning Pre-test 2.133 .000
Post-test 2.770
D3. Initiating Pre-test 2.480 .000
Post-test 3.066
D4. Monitoring Pre-test 2.468 .000
Post-test 3.047
DS5. Evaluating Pre-test 2.606 .000
Post-test 3.212

Table 3 presents the results of the paired sample T-test for LA dimensions in peer-assessment
groups. From the table, a statistically significant difference between the pre-test and post-test
was found in the last four dimensions (p D 2,3,4,5 < 0.05) but not the first dimension (p>0.05).

This finding revealed that PA had a considerable effect on the last four dimensions of LA. This
seemed to be in line with Cheng and Warren (2005), who found a positive effect of integrating
PA into English language programs in LA. Also, these results are backed by Yinjaroen and
Chiramanee (2014), Yang et al., (2006), and Yinjaroen and Chiramanee's (2014) view that the
use of PA can help students take responsibility in considering and evaluating both the learning
process and the product of their peers, facilitate interactions among students and develop
students’ skills in assessing their peers.

Nevertheless, the findings of this study are different from the ones reported by several previous
studies, which show that the effect of PA is limited. Landry et al. (2015) confirmed that when
students evaluate their peers' work, they tend to give higher scores to those who like it even
though their peers' performances are not worth receiving such good grades. Therefore, biased
assessment due to the friendship can be found in implementing this kind of assessment.
Similarly, Tsui and Ng (2000) discovered that learners found peer feedback ineffective, and
they highly valued their teacher's feedback instead of their peers. Phan (2021) concluded that
students did not find PA effective because they did not believe in all degrees of their assessment
accuracy.
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RQ3. To what extent is self-assessment different from peer assessment in EFL speaking skills in
triggering effects on students' learner autonomy development?

Table 4
Results of Independent samples t-test analysis for five dimensions of LA (post-questionnaires)
Group N M p

D2. Planning SA group 36 2.622 450
(Post-test) PA Group 33 2.770
D3. Initiating SA group 36 3.463 .032
(Post-test) PA Group 33 3.066
D4. Monitoring SA group 36 3.071 .896
(Post-test) PA Group 33 3.047
D5. Evaluating SA group 36 3.472 .094
(post-test) PA Group 33 3.212

Table 4 shows the results of Independent samples t-test analysis for four dimensions of LA in
post-test questionnaires. The analysis revealed that there was a statistically significant
difference between the effects of SA and PA on learner autonomy dimension 3 (p=.032),
whereas no statistically significant difference between the effects of these assessment methods
was found on dimensions 2, 4 and 5 (p>.05). A close look at Table 4 indicated that the mean
score of SA group is higher than that of PA group in initiating dimension (Mself = 3.463 and
Mpeer = 3.066, respectively). It can be understood that the effect of SA is higher than that of
PA on the initiating dimension.

The results showed that there was no difference in the effects of SA and PA on dimensions 2,
4, and 5 (planning, monitoring, and evaluating, respectively). Meanwhile, a significant
difference between the effects of these assessment methods on dimension 3 (initiating) was
found. To be more specific, the effect of SA is higher than that of PA on one of four dimensions
of learner autonomy, i.e., the initiating dimension. This finding is partly in line with that of
Nowrozi Larsari and Sadegh Oghli's (2016) study, which found that SA had a more substantial
effect on LA in general than PA. The researchers of this study concluded that by integrating SA
activities into daily English language teaching instruction, students can gain a deeper
understanding of the expected learning result, look for their strong and weak points, and set
goals for improvement in the future. These results are backed by Bound (1995), Harris (1997),
Gardner (1999), and Warchulski’s (2016) view that SA is a powerful tool that helps learners
become autonomous through the process of self-reflection.

Both the current study and Nowrozi Larsari and Sadegh Oghli’ s (2016) found a more significant
effect of SA on learner autonomy than PA. However, the present study found the different
effects between SA and PA on only one dimension of LA, namely initiating. It can be obvious
that the findings of the current study are clearer.

On the contrary, the results of the current study did not align with those of Ashraf and
Mahdinezhad (2015). These two authors concluded that the participants in the PA group
outperformed those in the SA group, showing the positive effect of PA on LA and speaking
skills. The findings of these two authors indicated that students can learn more from their peers
than from judging themselves. To most students, noticing mistakes from others’ work is easier
than noticing them from their own. Ashraf & Mahdinezhad's (2015) conclusions are backed by
the view of some authors (Blanche & Merino, 1998; Oscarson, 1997; Ross, 1998 as cited in
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Ashraf and Mahdinezhad, 2015) that PA helps students to have more in-depth study because
this kind of assessment creates a competitive learning environment among students where they
are willing to assess their peers’ work as accurately as possible.

The current study's result showed that PA's effect on the initiating dimension of learner
autonomy is lower than that of SA. As discussed by various authors, PA has numerous
advantages in language learning and teaching. However, many PA technique-related issues have
been discovered lately, and one of the most obvious issues is the reliability of PA. According to
Haas et al., (1998), it is suggested by the literature that it peer-ratings may not be as accurate as
self-ratings. This may be because peers find criticizing their friends difficult (Falchikov, 1995
as cited in Patri, 2002). From the assumptions above, it can be understood that under-rating
brings students more benefits than over-rating. One of these effects might develop students’
ability to look for opportunities to study more.

Self-assessment and peer-assessment practice significantly enhanced students' learner
autonomy dimensions 2, 3, 4, and 5 (planning, initiating, monitoring, and evaluating,
respectively). The employment of SA and PA did not change students’ goal-setting skills
because this skill belongs to thinking or awareness, which needs a long time to improve. With
a four-month period in this study, it was obvious that students did not have enough time to
practice the skill of goal-setting. This is a striking contribution of this study to the literature
because very few studies have investigated the effect of SA and PA on each dimension of LA.

Also, two kinds of practice significantly improved students’ LA dimensions 2, 3, 4, and 5
(planning, initiating, monitoring, and evaluating, respectively), but the effect of self-assessment
outweighed that of PA on initiating dimension of students' learner autonomy, and the difference
was statistically significant. This is the most notable contribution of this study to the literature
since there have been no studies comparing the effect of SA and PA on each dimension of LA.
This finding helps those teachers who waver between SA and PA have a suitable choice.
Teachers who tend to focus on developing the initiating ability are recommended to use the SA
technique as its effect is more significant than that of the PA technique.

The present study was thoroughly designed, and careful consideration was given to other issues
related to the study. However, there are still several limitations that can be solved in further
research. The first limitation is that the random assignment of subjects to the SA group and PA
group was impossible because it was predetermined by the university administrations and the
registration of the students. Thus, the generalization to the population of the study is limited.
The second one is that the sample size for this study was small, with only 88 participants for
both experimental groups. The third one is the limited time required to conduct the experiment.
Accordingly, the present study's findings could not be used to guarantee a longer
implementation of SA and PA with the same results in terms of their effect on various samples
in different learning environments.

Some recommendations for further research are discussed as follows. The first recommendation
is about the sampling method. Future researchers will apply the random sampling method to
increase the possibility of achieving more generalized results. The second one is that further
studies should be implemented with a larger population in different levels and contexts so that
the generalization will not be restricted. The third one is the time for the implementation of SA
and PA in developing LA. It is strongly recommended that further research should be carried
out over a longer period. The fourth one relates to the types of speaking activities for
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assessment. In this study, only pair-work speaking activities are mostly used for SA and PA
practice. Hence, future researchers should use activities in individual and group work for these
kinds of assessment practices. The final one is that most researchers normally use both
questionnaires and assessment forms in their studies, but did not take assessment forms for
analysis, as did the current study. Thus, to better understand the effects of SA and PA on learner
autonomy development, further researchers should analyze assessment forms. All in all, LA
development is a complicated process that takes a great deal of time and effort. Both teachers
and students need to be patient. Besides language education, SA and PA can be applied to other
subjects in sciences, humanities, and other education levels before university.
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