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Abstract 
Self-assessment and peer assessment have been increasingly adopted in language learning 
classrooms as formative assessment techniques. In this study, researchers compared the effect 
of self-assessment, peer assessment, and teacher assessment on students' achievement in 
summary writing. The study adopted a quasi-experimental design. Using a multi-stage 
sampling technique, 207 Senior Secondary II students (98 male and 109 female) in six complete 
classes were recruited for the study. Data were collected at pre-test and post-test using an 
adopted summary passage titled "Summary Achievement Test in English Language (SATEL)". 
Data were analyzed using analysis of covariance and the results showed that self- and peer 
assessment improved students' summary writing skills more than instructor assessment. It was 
also discovered that self-and peer assessment had a comparable impact on students' ability to 
write summaries. The study presented alternate formative assessment strategies that might be 
used in summary writing classes to increase students' achievement. It is consequently essential 
that language education teachers be taught and retrained in these creative formative assessment 
approaches. Similarly, teacher education curricula may require specific improvements that 
incorporate the use of successful formative assessment techniques such as peer and self-
evaluation to increase instructors' acceptance of the assessment approaches. 
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1. INTRODUCTION  
Writing, speaking, reading and listening make up the four main language skills. In 

addition to their function as a means of communication, writing systems are valued because of 
their capacity to preserve language and knowledge over time and space. Since written 
communication has become very popular both in formal and informal settings, readers are often 
faced with the challenge of reading long and large volumes of texts which frequently tend to 
consume time, space and other resources. To maximize resources and improve understanding 
of written texts, it is often preferred that written communication be brief yet contain the key 
message. The desire to meet the requirement of concise written communication probably gave 
rise to writing summaries. In general, a summary is a condensed, quick synopsis of a longer 
text or a word composition. Its primary aim is to give the reader an idea of what a piece of text 
is all about without the reader having to read the text itself (Sari & Niswatin, 2022). To ensure 
that students acquire this important skill, summary writing is taught as a major part of the 
English language curriculum in all Nigerian secondary schools. 

To be able to write good summaries, Nigerian students are expected to possess good 
writing skills. Unfortunately, many of the students show poor writing skills (Mojaye, 2015; 
Putri & Aminatun, 2021), hence, they struggle to write good summaries in English. There are 
pieces of evidence that many secondary school students in Nigeria show poor achievement in 
summary writing (Okome et al., 2021; Olagbaju, 2020). This is worrisome given that the 
English language is Nigerian's lingua franca and is used as the major language of 
communication in multiple contexts. And without strong summary writing skills in English, 
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students may struggle to communicate effectively in written English. Thus, skill in summary 
writing is a desired English language learning goal as it makes it possible for students to be 
able to communicate effectively, especially in writing both in and outside the classroom.  

Students' poor summary writing skills and poor achievement in summary writing have 
been attributed to several factors. First, some authors have argued that writing skill is the most 
complex skill among all language skills (Rahimi & Zhang, 2018; Ghaderi et al., 2022). Hence, 
mastering the skill (including summary writing) always proves challenging to most students, 
especially ESL learners (Putri & Aminatun, 2021; Lin & Maarof, 2013). Second, most students 
lack interest in developing effective summary writing skills (Ukoha et al., 2022). Since interest 
in a particular skill may be strongly related to the tendency to learn and master such a skill (Wu 
et al., 2019; Kpolovie et al., 2014), students who show poor interest in summary writing may 
likely develop poor summary writing skills. Third, conventional instructional methods 
including assessment techniques used in teaching and learning summary writing in schools 
appear to be inadequate (Ikonta & Maduekwe, 2012; Onipede & Alu, 2022). While some 
studies have addressed the issue of improving students' interest in summary writing (Maor et 
al., 2022; Olagbaju, 2019) and others have suggested alternative teaching techniques for 
summary writing especially among ESL learners (Okome et al., 2021; Olagbaju, 2019), it was 
difficult to find researches that have examined formative assessment approaches employed 
while teaching summary writing and how these impact students' achievement in summary 
writing in Nigeria.  

It is important to note that adopting an effective formative assessment strategy could 
supplement the teaching method as it could help the teacher to probe students' learning, 
diagnose their problems and provide effective and timely feedback (Schildkamp et al., 2020). 
Therefore, with an ineffective assessment technique, the impact due to the use of inadequate 
teaching methods as well as other inhibitive factors in learning, instead of diminishing, could 
only become more visible. To the best of the knowledge of the researchers, studies are scarce 
which have examined the effect of assessment techniques on students' achievement in summary 
writing in Nigeria. The unavailability of such information could limit policy impact and derail 
efforts made toward improving students' achievement in summary writing in Nigeria. To 
prevent this, the present study examined the effects of peer and self-assessment techniques on 
students' achievement in summary writing in Nigeria. The basics 
 

2. LITERATURE REVIEW 
2.1   Formative Assessment 

For the best results, the process of teaching and learning during classroom lessons must 
be "assessed". Teacher observations, classroom discussions, and analysis of student work, 
including homework and tests, are all possible methods for assessing learning. To be formative, 
assessment results must be used to adapt teaching and learning to meet student needs. As a 
result, the objective of formative assessment of learning is to learn what pupils know (and don't 
know) in order to make appropriate modifications in teaching and learning. This position was 
captured by Cauley and Mcmillian (2010) who defined formative assessment as a procedure 
that collects evidence of student learning and allows for instruction to be changed in response 
to feedback.  

From the foregoing, three points are evident with respect to formative assessment: (a) 
there must be an intentional effort during classroom learning to query the students' knowledge 
(that is, what they know and don't know), (b) an environment is then created (in form of teacher 
observations, classroom discussions, and analysis of student work, including responses to 
questions, homework, and tests) to enable the teacher to gather evidence-based data of students' 
knowledge, (c) such information is used as feedback to modify instruction to accommodate 
learners needs and improve learning. This present conceptualization of formative assessment 
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is one out of many. In fact, because of the divergent opinions of scholars on what entails 
formative assessment, Bennett (2011) submitted that we need to be more reasonable in our 
claims about and expectations for formative assessment because it is still conceptually and 
practically under development. However, although scholars are yet to agree on what the term 
"formative assessment" encompasses (Van der Kleij et al., 2015; Bennett, 2011; Torrance, 
2012; Wiliam, 2011, Dunn & Mulvenon, 2009), it is generally acknowledged as a good 
classroom practice for teachers (Torrance, 2012).  

The biggest support for formative assessment as a good classroom practice probably 
came from a study conducted by Black and Wiliam (1998a). To ascertain if formative 
assessment enhances academic standards in the classroom, Black and Wiliam (1998a) 
undertook a thorough analysis of 250 journal articles and book chapters that were selected from 
a considerably larger pool. They came to the conclusion that efforts to improve formative 
assessment result in considerable learning gains when measured by comparing the average 
gains in test scores of the kids who participated in the innovation with the range of scores 
reported for typical groups of students on the same tests. Formative assessment appeared to 
benefit low-achieving children, including those with learning difficulties, more than it did other 
students, with effect sizes ranging between.4 and.7 (Black and Wiliam, 1998b). Although the 
findings of this study generated a lot of controversies (for example see Dunn & Mulvenon, 
2009; Bennett, 2011), its contributions towards the understanding of formative assessment may 
not be denied.  

To be able to gather information on students' learning as part of the formative 
assessment process, teachers employ various techniques. In their study, Pla-Campas et al. 
(2016) grouped the formative assessment techniques into two broad groups: (a) participatory 
assessment techniques (PAT) and, (b) non-participatory assessment techniques (NPAT). 
According to Pla-Campas et al. (2016), PAT includes formative assessment of students' 
learning involving the participation of students themselves to a high extent. Examples of such 
assessment techniques include self-assessment, peer assessment, and democratic assessment. 
On the other hand, NPAT mostly uses teachers with minimal student participation in the 
process. PAT is related to what Schildkamp et al. (2020) referred to as assessment for learning 
(AfL). According to Schildkamp et al. (2020), the key component of AfL is the continuous 
interaction between learners and the teacher to meet learners' needs. That is, AfL takes place 
in everyday classroom practice in the form of continual dialogues and feedback loops, in which 
(immediate) feedback is used to direct further learning. In this way, assessment is made to 
function as an integral component of learning, giving students a prominent role through peer 
and self-assessment that can enhance their comprehension of what and why they are learning. 
The present study focused on self-and peer assessment techniques in teaching and learning 
summary writing. 
 
2.2      Self-assessment 

Assessment for Learning (AfL) is a crucial component that encourages students to 
actively participate in evaluation; this can be done by having them evaluate themselves or 
others. When a student evaluates his learning, this is known as self-assessment. That is, self-
assessment occurs when students judge their own work in order to increase performance and 
pinpoint gaps between present and intended performance (McMillan & Hearn, 2008). 
According to the authors, self-assessment usually involves two processes: (a) keeping track of 
and assessing the standard of one's thinking and conduct while learning and (b) finding ways 
to deepen one's knowledge and abilities. Panadero et al. (2016) noted that self-assessment is a 
continuum that extends from common classroom assignments like asking students to grade 
their own work without further reflection (i.e., self-grading/self-marking) to having them 
conduct thorough analyses of their own performance on challenging tasks. To ensure the 
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effectiveness of self-assessment, teachers must define the criteria by which students assess their 
work, teach students how to apply the criteria, give students feedback on their self-assessments, 
guide students on using self-assessment data to improve performance, provide sufficient time 
for revision after self-assessment, do not turn self-assessment into self-evaluation by counting 
it toward a grade (Andrade & Valtcheva, 2009; Ross, 2006). Among other things, Spiller 
(2012) highlighted some of the benefits of self-assessment. These include: self-evaluation 
encourages reflection on one's learning as well as builds on a natural tendency to check out the 
progress of one's own learning; it also promotes learner responsibility and independence, 
encourages student ownership of the learning, emphasizes the formative aspects of assessment 
and encourages a focus on process rather than a product of learning. 
 

The research on self-assessment has focused predominantly on its efficacy in promoting 
both academic achievement and self-regulated learning. However, recently more studies are 
being conducted to determine its validity. Or put more clearly, researchers are becoming 
interested in ascertaining the extent to which students' self-descriptions and evaluations of their 
work are truthful or veridical (Butler, 2011). On the promotion of academic achievement and 
self-regulated learning, previous studies suggest that students who participate or engage in self-
assessment practices tend to achieve higher academically and show improved self-regulated 
learning skills (McDonald & Boud, 2003; Yan et al., 2020; Yan et al., 2021; Yang et al., 2022). 
In a recent meta-analysis conducted by Yan et al., (2021) which was aimed at synthesizing the 
effects of self-assessment on academic performance, it was found that the overall effect of self-
assessment interventions was significant with an effect size (Hedge's g) of 0.455. This finding 
corroborated a previous report by Brown and Harris (2013) who showed that self-assessment 
has positive effects on student performance with a median effect size (Cohen's d) between 0.40 
and 0.45. On the validity of self-assessment, researchers have tried to study of consistency of 
student self-assessments relative to teacher ratings and self-assessments relative to test scores 
(Brown et al., 2015). In these studies, the results of self- and teacher assessment were 
discovered to be consistent (Chang et al., 2012; Adib-Hajbaghery et al., 2012; Lew et al., 2010). 
Based on his review of some sample studies, Brown et al., (2015) showed that in general, there 
are weak to moderate levels of agreement between student self-assessments and the ratings of 
their teachers or performances on tests. Oscarson (2013) advised teachers to be more explicit 
in stating the assessment goals, in order to increase the likelihood of the learners estimating 
their learning in a meaningful way, especially in language education. 
 
2.3       Peer Assessment 

Throughout the past three decades, peer evaluation has drawn a great deal of scholarly 
attention, with many educational scholars promoting its incorporation into classroom 
instruction and practice. As defined by Topping (2009), peer assessment is a process whereby 
students evaluate and specify the standard, worth, or quality of output or performance of other 
students who are their peers. Writing, oral presentations, portfolios, test performance, and other 
specialized behaviors are examples of products that can be evaluated in peer assessment. 
Brown (2015) gave a very succinct definition of peer assessment as "Appraisal of my work by 
a fellow learner in relation to a specific learning intention, goal, or set of criteria" (p.6). The 
Center for Teaching Innovation (CTI) (2023) noted that peer assessment or peer review 
provides a structured learning process for students to critique and provide feedback to each 
other on their work. Furthermore, peer assessment was cited as being crucial because it could 
enable students to take ownership of and manage their own learning, teach students how to 
evaluate others and provide helpful criticism in order to develop lifelong assessment skills, 
improve students' learning through the dissemination of knowledge and the exchange of ideas, 
and inspire students to pay closer attention to the course material (CTI, 2023). 
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The above definitions highlighted a few points about peer assessment. First, it can be 
formative or summative. It is formative if it is incorporated into an ongoing lesson with its 
outcome used to improve learning. It is summative if it is conducted at the end of a given 
learning period with its outcome mostly used to assign grades and quantify or classify learning. 
Second, the assessment must be based on established criteria agreed upon prior to the 
assessment. Third, both the assessor and the assessee are peers. To further highlight the nature 
of peer assessment, there are a number of questions that must be asked and answered while 
conducting peer assessment. These include: What (a paper, web page, poster, presentation, 
film, group project) will the students assess? What abilities are students supposed to acquire 
and exhibit while conducting this assessment? What products do students produce when they 
evaluate their peers (grades, rankings, guide questions, and qualitative feedback)? Will students 
offer feedback that is summative, formative, or both? Will peer evaluation completely, 
partially, or supplementally replace instructor evaluation? (Center For Excellence in Learning 
and Teaching, 2022). Other questions include: How will peer assessor assignments be made? 
(For instance, pair-matched, teacher selection, self-selection, small group). Will there be 
conversations between the peers assessing one another or will the reviews be anonymous? 
When, and how will students receive instruction on how to evaluate the work of their 
classmates and offer feedback? Reflecting on and finding answers to these questions could 
ensure that peer assessment outcomes are reliable and valid. 

Previous studies on peer assessment appear to have followed three general trends. Some 
researchers focused on the impact of peer assessment on the cognitive outcome of learning 
such as students' achievement or academic performance (Li et al., 2020; Double et al., 2020; 
Yan et al., 2022) while other researchers have looked into the impact of peer assessment on the 
non-cognitive outcome of learning such as conscientiousness, self-efficacy, motivation 
amongst others (Richardson, et al., 2012; Robbins et al., 2004, Li et al., 2021). Researchers 
have also shown interest in improving the reliability of peer assessment scores. Such studies 
have compared peer assessment scores with instructors' ratings (Li et al., 2016; Chang et al., 
2012), or ascertained teachers' opinions about peer assessment outcomes (Panadero & Brown, 
2016; Meletiadou & Dina, 2022). In the first part, meta-analysis findings have revealed an 
overall small to medium effect of peer assessment on academic performance (Double et al., 
2020; Li et al., 2020). A similar meta-analysis by Yan et al., (2022) also showed that peer 
assessment (g = 0.606), had meaningful effects on academic performance. Concerning non-
cognitive outcomes, Li et al. (2021) performed a meta-analysis on non-cognitive outcomes 
utilizing 43 effect sizes from 19 studies, with the majority of non-cognitive outcomes being 
learning techniques and academic mindsets. A random effects model was used to determine 
that, in comparison to students who had not engaged in peer assessment, those who did show 
a 0.289 standard deviation unit improvement in non-cognitive outcomes. Among researchers 
interested in determining the consistency of peer assessment compared to instructors' ratings, 
Li et al. (2016) reported a moderately strong (r = 0.63) correlation between peer and teacher 
ratings. The meta-analysis further highlighted factors, such as peer assessment being voluntary 
and non-anonymous, and peer raters being involved in developing assessment criteria among 
others, which could strengthen this correlation. In contrast, consistency was not discovered 
between peer and teacher-assessment according to the findings of a comparative analysis 
reported by Chang et al. (2012). Nevertheless, findings suggest that teachers' perception of peer 
assessment is positive (r = 0.78) (Araromi & Olatunji, 2019). Although some teachers may be 
reluctant to use peer assessment with their students (Meletiadou & Dina, 2022; Panadero & 
Brown, 2016), most teachers who have used peer assessment reported that peer assessment 
facilitated learning by making the educational process easier for learners as well as caters to 
diverse learners' needs and fosters autonomy. (Meletiadou & Dina, 2022; Panadero & Brown, 
2016; Farooq et al., 2015). 
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2.4      The present study 

So far, the authors have made effort to x-ray the nature of formative assessments 
through peer and self-assessment. A few points stood out. First, formative assessment has been 
encouraged as an impactful classroom practice. Second, both peer and self-assessment could 
positively impact self-regulated learning, cognitive learning outcomes as well as non-cognitive 
learning outcomes. Third, if handled properly, the outcomes of peer and self-assessment are 
consistent with instructors' ratings. In Nigeria, few studies related to self and/or peer assessment 
have been conducted in relation to teaching and learning writing skills in general (for example, 
Araromi & Olatunji, 2019; Onwuka & Uloh-Bethels, 2020). No study existed, to the best of 
the knowledge of the present researchers, which has specifically addressed the issue of self-
and peer assessment in teaching and learning summary writing. Although one may be tempted 
to approximate the findings of previous studies, such generalizations are at best, estimates, and 
may not be reliable. Therefore, to fill this gap in the literature, the present study would answer 
the following questions: Which of the three assessment techniques – self-, peer, and teacher 
assessment would significantly improve pupils' summary writing skills the most? 
 

3. Research method 
 
3.1       Research design 

The study adopted a quasi-experimental design. Random assignment of students to 
research groups was done at the school level. There were three groups: a self-assessment group, 
a peer assessment group, and a teacher assessment group. The pre-test scores showed that 
students in various groups were comparable. 
 
3.2 Sample and sampling technique 

Six co-educational schools in the Nsukka Education Zone of Enugu State in Nigeria 
provided the sample for the study which are 207 Senior Secondary II students (98 male and 
109 female) in six complete classes. Using a multi-staged sample technique, a local government 
area was randomly chosen from the Nsukka Education Zone, and all co-educational schools 
within the local government area were then purposefully chosen. Six co-educational schools 
were chosen at random from among these institutions to make up the study sample. Then, each 
of the three study groups was randomly given a pair of schools. 
        
3.3 Data collection instruments 

The instrument used for data collection was titled: Summary Achievement Test in 
English Language (SATEL). The SATEL included two summary passages adopted from the 
West African Senior Secondary Certificate Examination 2018 and 2020 summary section of 
the English language examination. The researcher did not modify any part of the passages and 
the questions. Passage 1 had six paragraphs while passage 2 had four paragraphs. Each of the 
passages had two questions requesting the students to supply three sentences per question. Each 
of the sub-questions carried five marks, and a total of 30 marks for each passage. The two 
passages were chosen because they have the same level of difficulty as revealed by the test of 
equivalence conducted by the researchers. The estimate of equivalence reliability was obtained 
using Pearson's r = 0.806. Furthermore, the overall scorers' reliability of SATEL was conducted 
using Kendall coefficient of concordance. The reliability coefficient obtained was Kendall's W 
= 0 .868. Hence, the instrument was deemed reliable. 
 
3.4       Experimental procedure 
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The researchers adopted the following procedure to implement the experiment. Before 
the start of the experiment, we sought the permission and cooperation of the principals of the 
schools involved to enable the researcher to conduct the research in their schools. Then we 
trained the research assistants (English language teachers in the selected schools) on how to 
experiment. Separate training sessions were conducted in each of the schools at times 
convenient to the teachers. The training was conducted using a lesson plan appropriate for each 
group. The lesson plan for the teacher assessment group was prepared in a similar way to that 
of the self-and peer assessment groups. The basic difference is in the assessment procedure. 
Whereas the students assessed themselves in the self-assessment group (experimental group 
1), and the peers assessed one another for the peer assessment group (experimental group 2), 
the teachers assessed the students in the control group. The assessment procedure for the self-
and peer assessment groups was adapted from Offorma (1998). The experimental period lasted 
for 5 weeks with one lesson held once a week. A typical lesson consisted of an (a) selection of 
learning objectives, (b) identification of what the students have learned, (c) administering of 
assessment to identify what the students have not learned including problems they encountered 
during the lesson, (d) collation of scores and (e) feedback.  
 
3.5       The procedure of data collection 

Data for the analysis was collected twice in each study group. This was different from 
assessment data collected during classroom instruction and used as means of feedback to 
improve instruction and learning. The first set of data collection was a pre-test conducted before 
the experiment in each of the groups using SATEL. The second was collected at the end of the 
5-weeks experimental period as a post-test using SATEL. 
 
3.6       Data analysis 

Pre-test and post-test data were cleaned for analysis using the Statistical Package for 
the Social Science (SPSS) version 27. Data were checked for outliers and normality. Analysis 
of covariance (ANCOVA) was used to determine the significant impact of the assessment 
techniques on student writing skills.  
 

4. Results 
 
Research Question: Which of the three assessment techniques – self-, peer and teacher 
assessment would significantly improve pupils’ summary writing skills the most? 

 
Table 1: Pretest and post-test mean achievement scores of students assessed using self-, 
peer and teachers’ assessment techniques 
Groups  Pretest Posttest  
 N 𝑿ഥ SD 𝑿ഥ SD Mean 

Difference 
Self-assessment  70 11.03 2.72 20.60 2.52 9.57 
Peer assessment 80 11.59 3.56 20.58 2.59 8.99 

Teachers’ assessment 57 10.51 2.42 12.04 2.38 1.53 
Note: N = Number of Respondents,𝑿ഥ= Mean, SD = Standard deviation 
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Table 2: ANCOVA results of the difference in the mean achievement scores of students 

assessed using self-, peer and teachers’ assessments 
Source Sum of 

Squares 
Df Mean 

Square 
F Sig. Partial 

Eta 
Squared 

Corrected Model 3048.518a 6 508.086 78.630 < .001 .702 
Intercept 4672.421 1 4672.421 723.089 < .001 .783 
Assessment 2892.464 2 1446.232 223.814 < .001 .691 
Error 1292.351 200 6.462    
Total 73148.000 207     
Corrected Total 4340.870 206     
a. R Squared = .702 (Adjusted R Squared = .693) 

Note: df = Degree of Freedom, F= F-ratio,  
 

Result in Table 1 showed that students who were assessed using self-assessment 
technique had a mean achievement score of (𝑋ത= 11.03, SD = 2.72) at pre-test and (𝑋ത= 20.60, 
SD = 2.52) at post-test while those assessed with peer assessment technique had mean 
achievement score of (𝑋ത= 11.59, SD = 3.56) at pre-test and (𝑋ത= 20.58, SD = 2.59) at post-test. 
Furthermore, students who were assessed using teachers’ assessment technique had mean 
achievement score of (𝑋ത= 10.51, SD = 2.42) at pre-test and (𝑋ത= 12.04, SD = 2.38) at post-test. 
To ascertain whether the difference in mean achievement of the groups were significant, Table 
2 showed that there was significant difference in the mean achievement of students in the three 
assessment groups, F(1, 207) = 231.81, p < .001, η2

p = .691. In particular, the effect size of (η2
p 

= .691) indicates that 69.1% variance in the achievement scores of students in summary writing 
is explained by difference in assessment techniques. To pinpoint the exact difference among 
the groups in terms of students’ achievement in summary writing, a post-hoc test was 
conducted using Sheffe ՜test. The result is shown in the table below. 
 

Table 3: Post-Hoc test of significant difference between the assessment techniques on 
students’ achievement in summary writing 

(I) 
Assessment 

(J) Assessment Mean 
Difference 
(I-J) 

Sig. 95% Confidence Interval 
Lower 
Bound 

Upper 
Bound 

Self-
Assessment 

Peer Assessment 0.02 .998 -1.00 1.05 
Teachers 
Assessment 

8.56* < .001 7.45 9.68 

Peer 
Assessment 

Self-Assessment -0.02 .998 -1.05 1.00 
Teachers 
Assessment 

8.54* < .001 7.45 9.63 

Teachers 
Assessment 

Peer Assessment -8.54* < .001 -9.63 -7.45 
Self-Assessment -8.56* < .001 -9.68 -7.45 

Based on observed means. 
 The error term is Mean Square (Error) = 6.472. 
*. The mean difference is significant at the 0.05 level. 

 
Results from Table 3 revealed that students in self-assessment group as well as peer 

assessment group had significantly higher average achievement scores in summary writing 
compared to students in the teacher assessment group (p < 0.001). However, there was no 
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significant difference in the mean achievement scores of students in self-assessment group 
compared to those in peer assessment group. 
 

5. Discussion  
This study sought to determine which of the three assessment techniques – self-, peer, 

and teacher assessment would significantly improve pupils' summary writing skills the most. 
According to the findings, self-and peer assessment improved students' summary writing skills 
more than instructor assessment. It was also discovered that self-and peer assessment had a 
comparable impact on students' ability to write summaries. The present findings are in line with 
the outcome of the meta-analysis study conducted by Double et al., (2020) which reported that 
peer assessment improved academic performance compared with no assessment and teacher 
assessment but was not significantly different in its effect from self-assessment. Similarly, the 
findings are related to that of Yan et al., (2022) who noted that although peer and self-
assessments had a significant impact on students' performance, the difference between the 
effects of self-assessment and peer assessment interventions, conducted on different groups 
within the same study, was not statistically significant. The findings of the present study 
corroborated that of several other studies which had suggested that self-and peer assessment 
improved students' performance more than teacher assessment (Campbell et al., 2001; 
Gonzalez de Sande & Godino Llorente, 2014; Inko-Tariah, 2019; Ibrahim, 2022), especially in 
writing performance (Elfiyanto, 2019). Furthermore, on the comparable impact of self-and peer 
assessment on students' performance, the present finding affirms the results of existing studies 
that self-and peer assessment have a similar impact on students' performance (Ozogul & 
Sullivan, 2009; Esfandiari & Tavassoli, 2019; Yan et al., 2022). On the contrary, Birjandi, and 
Siyyari (2010) in their findings suggested that peer assessment was more effective in improving 
the writing performance of students than self-assessment. Similarly, Khonbia and Sadeghi 
(2013), Gonzalez de Sande and Godino Llorente (2014), Udechukwu (2020), and Stancic 
(2021) also reported that the peer-assessment group outperformed the self-assessment group 
significantly in course achievement. 

From the foregoing, it does appear that self-and peer assessment tend to be more 
effective in improving students' achievement or performance. However, previous studies have 
produced mixed results when the impact of self-assessment and peer assessment are compared 
based on students' performance. As shown in the present study, self-and peer assessments were 
very effective in improving students' summary writing skills because self- and peer assessments 
involved processes that can support students' autonomous learning, social exchange, and 
critical thinking (Bozkurt, 2020). Furthermore, these assessment techniques propose a 
pedagogical model which helps students to better understand the teaching–learning process, 
offering them the opportunity to use assessment feedback for revising and improving their 
learning (Kearney, 2019). Although self- and peer assessment may have some problems, for 
example, in self-assessment students tend to give themselves higher scores than those given by 
the instructors for their performance (González-Betancor et al., 2019), this could be checked 
by teachers working with the students to ensure that there are established clear learning targets, 
well-defined evaluative criteria, available tools for assessment, and sufficient time for 
reflection (McMillan & Hearn, 2008). Similarly, students may encounter difficulties when 
completing peer assessments, such as being aware of their academic weaknesses, doubting their 
objectivity, the influence of interpersonal factors like friendship, and the conviction that 
teachers should be the ones to provide feedback (Cain, 2021). To overcome these obstacles, 
Spiller (2011) advises that learners be guided by examples and role models and, if at all 
possible, should be involved in developing their assessment standards. In all, self- and peer 
evaluation promotes a student-centered approach to education and assists students in 
developing self-regulated and independent behaviors and attitudes during the learning process 
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(Concina, 2022). This differs from the teacher assessment strategy, which concentrated 
primarily on evaluating individual performance, and disvalues the relevance of providing 
particular insights for altering learning tactics and making the learning process more effective 
and significant. 
 

6. Conclusion  
The present study showed that self- and peer assessment techniques could offer certain 

pedagogical benefits more than teachers' conventional assessment techniques, especially in 
teaching and learning summary writing. The findings have further provided empirical support 
for the effectiveness of self -and peer assessment as viable formative assessment tools for 
improving students writing skills, especially in summary writing. Therefore, language 
education teachers are encouraged to improve their classroom practice by incorporating self- 
and/or peer assessment in their daily lesson plans, especially in summary writing classes.  

Despite the gains associated with the present study, its findings should be interpreted 
with caution bearing the following limitations in mind. First, the present study considered a 
specific context and area of writing, which is, summary writing. therefore, its results may not 
be generalized to all forms of written text. Second, the sample consisted of secondary school 
students. A similar study using a different sample may yield different results. Third, the 
uniqueness of the study context, that is, the education system of Nigeria, which may differ from 
elsewhere may further limit the generalizability of the study findings. Bearing these limitations 
in mind, future related research may expand its scope and accommodate more aspects of 
writing different from summary writing. Also, more studies are needed both within and outside 
Nigeria focusing on the impact of self- and peer assessment techniques on students' summary 
writing skills. This could increase the relevance and generalizability of research findings. 
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