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Abstract

This study aims to examine the effect of distant self-assessment training on Turkish EFL
learners’ writing and self-assessment performance. Additionally, it also aims at revealing the
views of the students and their teachers regarding distance self-assessment training. To this
end, explanatory sequential mixed methods design was followed. Four groups of students
participated in this study: two experimental and two control groups. 23 students each in the
experimental and control groups, a total of 46 students who were of B1 level participated in
this study. The students in the experimental groups were given the distance self-assessment
training as treatment. After that, the quantitative data were collected through the self-
assessment scores of both groups and teachers in two different writing exams. The
assessment criteria used to collect the quantitative data was developed by the preparatory
school and expert opinions were obtained for reliability and validity concerns. Qualitative data
were collected by interviewing the students and their teachers about self-assessment training.
The findings reveal that the distance self-assessment training created a significant difference
in the writing performance of the experimental group learners. While there was no significant
improvement in the performance of the students in the control group, the students in the
experimental group had higher scores after the training. Besides, the students in the
experimental group self-assessed their writing exam as close as their teachers whereas the
students in the control group did not. Moreover, both the students and teachers had positive

opinions regarding the self-assessment training.

Keywords: Self-assessment, distance education, assessment in English, writing skills in

English, students at tertiary level



Oz

Bu galisma, uzaktan 6z degerlendirme egitiminin ingilizceyi yabanci dil olarak égrenen
Tdrk &grencilerin yazma ve 6z degerlendirme performansi Gzerindeki etkisini incelemeyi
amagclamaktadir. Ayrica 6grencilerin ve 6gretmenlerinin uzaktan 6z degerlendirme egitimine
iliskin goruslerini ortaya ¢ikarmak da amaglanmistir. Arastirmanin amagclarina ulagsmak igin
acimlayici sirali karma desen kullaniimistir. Bu ¢alismaya iki deney ve iki kontrol grubu olmak
Uzere dort dgrenci grubu katilmistir. Deney ve kontrol gruplarinda 23’er 6grenci, toplamda 46
o6grenci bu galismaya katilmistir. Deney gruplarindaki 6drencilere uzaktan 6z degerlendirme
egitimi verilmigtir. Daha sonra nicel veriler, iki farkli yazma sinavinda hem gruplarin hem de
ogretmenlerin 6z degerlendirme puanlari aracihdiyla toplanmistir. Nicel verilerin
toplanmasinda kullanilan yazma degerlendirme olgutleri hazirlik okulu tarafindan gelistirilmistir
ve bu galismada kullaniimasi i¢in gUvenirlik ve gegerlilik agisindan uzman goérusleri alinmistir.
Nitel veriler, 6grenciler ve 6gretmenleri ile 6z degerlendirme egitimi hakkinda gorusulerek
toplanmistir. Bulgular, uzaktan 6z degerlendirme egitiminin deney grubu 6grencilerinin yazma
performanslarinda anlamli bir farkhlik yarattigini ortaya koymaktadir. Kontrol grubundaki
ogrencilerin performanslarinda énemli bir gelisme olmazken, deney grubundaki 6grencilerin
egitim sonrasinda daha yuksek puanlar aldigi goéralmustir. Ayrica deney grubundaki
oégrenciler kendi yazma sinavlarini 6gretmenlerine ¢ok yakin olarak degerlendirirken, kontrol
grubundaki o6grenciler deney grubu &grencileri kadar dogru bir sekilde kendilerini
degerlendirememislerdir. Buna ek olarak, hem d&grenciler hem de &gretmenler 6z
degerlendirme egitimi hakkinda olumlu goris belitmis ve etkili olduguna inandiklarini

soylemislerdir.

Anahtar Kelimler: Oz degerlendirme, uzaktan egitim, ingilizcede degerlendirme, ingilizce

yazma becerisi, Universite 6grencileri
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Chapter 1
Introduction
This chapter presents the background, problem, purpose, significance and limitations of the
study as well as the research questions and assumptions in line with the previous studies

conducted in the field.

Background to the Study

Assessment is an indispensable component of language teaching and learning process
because its role is determining the current knowledge of the learners. After the 1980s and
1990s, the innovations in the field of language teaching brought the need to come up with
different methods of assessment (Brown and Hudson, 1998). The reason behind looking for
new assessment methods was the inadequacy of these methods in revealing the performance
of the learners since the focus of traditional assessment was on the end product after a period
of instruction.

One of the most commonly used assessments in writing was direct assessment in the 1930s
and 1940s. Then, in the 1950s and 1960s teachers and students concentrated on multiple
choice type of questions instead of writing in classes for college entry exams. However, in the
1970s, teaching and learning language more communicatively gained importance and new
language teaching methods like task-based learning started to be used in language
classrooms in the 1980s (Yildirnm, 2001). All these advances started the search for more
meaningful, reliable and valid ways of assessment (Hamp-Lyons, 1993). Therefore, many
alternative assessment types as well as self-assessment were brought in with the aim of
meeting the new objectives in education (Brown and Hudson, 1998). When it comes to the last
few decades, the emergence of Constructivist curriculums has influenced the teaching and
learning process dramatically (Banli, 2014). The fact that constructivism focuses on learning
but not teaching and gives importance to autonomous learners and learners’ engagement in
their own learning processes has given a novel dimension to the field (Wang, 2011). All these

innovations in education has affected the way assessment is applied as well. Namely, the



importance of including assessment in every part of learning process has gained importance.
It has been acknowledged that the role of assessment is not only evaluation at the end of a
course but also leading the process. As Greenstein (2010) highlights if teachers use
assessment from the beginning until the end of the teaching and learning process in a
consistent way, they will help their students improve themselves from basic knowledge to
deeper understanding and ultimately to the higher cognitive levels of analysis, synthesis, and
application. Therefore, ongoing assessment in learning process has started to be favored in
education in the current era in education, and self-assessment is one of the most important
types of alternative assessments that can ensure an ongoing evaluation process for the
learners.

Self-assessment is defined as a way that directs and affects the teaching and learning process
by finding out the proficiency level and achievements of learners (Cheng, Rogers & Wang,
2007). Assessment has been traditionally interested in diagnosing the weaknesses of learners
and the product at the end of a course. However, there has been a change from product to
process in the field of language assessment (Al-Mahrooqi, 2017). That is why the use of more
creative, authentic and dynamic assessment types such as portfolios, diaries, peer-
assessment and self-assessment has gained popularity in the field of foreign language
teaching. Self-assessment is considered as one of the most important types of alternative
assessment which is regarded as complementary to traditional standardized testing (Richards

and Schmidt, 1985).

According to Brown (1998, p.53) “Self-assessments are any assessments that require students
to judge their own language abilities or performance.” Brown emphasizes that self-assessment
integrates learners with the learning and teaching process and provides them an ongoing
assessment process that encourages reflection on their own learning. Moreover, self-
assessment creates a positive attitude in the learners toward their learning process and that is
why it fosters their motivation towards learning. Contrary to the traditional assessment

mentality, involving learners in each and every step of the learning process has gained



importance in education and as Wang (2011) highlights “Even with the best teachers and
methods, students are the only ones who can actually do the learning” (p. 273). Therefore, in
self-assessment learners decide if they can achieve the learning aims and “whether the
learning is worth the effort required to attain it” (Stiggins, Arter, Chappuis & Chappuis, 2004,
p. 17). In this respect, self-assessment has come to the fore for researchers and practitioners
in the field of foreign language teaching. In other words, self-assessment can be also
considered as a consequence of the learner-centered way of teaching in the field of language
teaching, particularly in writing teaching (Nunan, 1988).

Studies conducted on self-assessment state that the negative effects of the conventional
assessment methods are decreased when learners evaluate themselves. To illustrate, when
students assess their own performance, the fear of being assessed by teachers, stress and
anxiety are not included in the assessment process for the students (Nurov, 2000). There are
also various studies on self-assessment pointing out that including self-assessment in student
evaluation process increases learner autonomy. Learner autonomy defined by Holec (1981)
as the learners’ ability to take responsibility of one’s own learning has been a significant
concern of research in the recent history of language learning (Holec, 1981; Dickinson, 1987;
Little, 1991; Dam, 1995; Brown, 2007; Balgikanli, 2010; Dogan and Mirici, 2017). According to
Nunan (1988) self-assessment is not only a tool to develop learner autonomy but also to help
learners be involved in their own learning process which increases their motivation. Because
learners reflect on their own learning process, it might result in positive attitudes, and in turn
higher motivation towards learning (Nurov, 2000). Furthermore, Gardner (1996) highlights that
there could be different benefits of self-assessment for learners including development of self-
confidence and motivation. It is also stated by Tudor (1996) that students might evaluate their
language skills more accurately thanks to the higher motivation and awareness that self-
assessment provides them with.

However, although there are many positive effects of alternative assessments on the learners
and the process of learning, there have been some questions raised concerning their reliability

and validity (Brown and Hudson, 1998). Another concern was about their objectivity (Huerta-



Macias, 1995). As highlighted by Brown (1998), some of the disadvantages of self-
assessments could be the subijectivity of scoring, the differences in scoring due to the levels
of the learners, and the unreliability of the scores in high stake exams.

Even if there are problems related to the reliability, validity and credibility of self-assessments,
there have been also various ways to improve them. The methods suggested by Brown and
Hudson (1998, p. 655) include “credibility, auditability, multiple tasks, rater training, clear
criteria, and triangulation of any decision making procedures”. If the alternative assessment
instrument measures what it aims at measuring is defined as the credibility of these
assessments and the consistency of the results at the end of the assessments as auditability
(Huerta-Macias, 1995). Several other ways that make sure reliability and validity of alternative
assessments have been suggested as using anchor papers, setting and using clear criteria,
and trained markers or readers, and observing if the use of criteria is consistent by the readers
(Wilde, Del Vechio and Gustke as cited in Yildirim, 2001).

Another way of ensuring validity of self-assessment has been considered as training the
learners and it has caught special attention (Brown and Hudson, 1998). It is also highlighted
by O’Malley and Pierce (1996) that when the learners are trained on the criteria used for
assessment, self-assessment of the learners also improves in time. As pointed out by
Dickinson (1993) training learners on self-assessment brings together numerous positive
effects such as development of the ability of learners to monitor their own progress,
understanding and identifying the problematic parts in their products and solving the problems
themselves and eventually improvement in their writing process.

There have been various methods suggested in the literature to train the learners on self-
assessment. According to Hillocks (1986), the most commonly used methods are showing
good samples of writing to the learners and having them study those and asking the learners

to use the grading criteria to evaluate their own writing papers or the writing of their peers.



Therefore, one way to ensure more reliable self-assessment is training the learners and
making sure that they use the same grading criteria.

Taking each and every point discussed above into account, making self-assessment an
essential part of writing classes and improving their validity could be one of the concerns of
EFL instructors since their efforts in integrating self-assessment in their writing classes may
have different benefits for both the learners and the teaching and learning process. Using self-
assessment may increase the learners’ awareness about their own weaknesses and help them
work on those weak points and eventually improve their writing skills. Therefore, this research
study aims at finding out to what extend training learners to self-assess their own writing affects
their writing and at the same time self-assessment skills.

In the field of language assessment research, there have been various studies carried out on
self-assessment of language skills. Numerous studies have been conducted on self-
assessment of receptive skills, reading and listening, and productive skills, writing and
speaking, all around the world with participants of all ages ranging from young learners to
adults. However, most studies on self-assessment of writing have been done in the traditional
classroom settings (Marteski, 1997; Yildirnm, 2001; Wei, 2007; Banh, 2014). Therefore, it is
crucial to conduct a study on self-assessment of writing in a setting in which education is

received through online classes.

Statement of the Problem

In the Department of Basic English in which the present study is conducted writing classes are
given through distance education and face-to-face, and learners get constant feedback from
their instructors on their writing products. The type of writing for which students are responsible,
such as writing an opinion essay, is taught during the online or face to face lessons. Then,
students are assigned both graded and ungraded tasks to show their understanding of the type
of writing. After each assignment, their teachers spare time for one-on-one feedback to go over
the students’ products and talk about the reasons why they were given a specific grade.

Throughout a module, they practice the same routine, at least once a week, which includes



writing, getting feedback and evaluating their product with their teachers. However, they most
often cannot see the reason why the teacher assessed their final grade as lower than what
they expected, when they think that they have covered all the aspects expected from them.
Even when the instructors explain why and how the students receive a particular grade with
reference to the writing criteria, the students seem dissatisfied with the explanations. This
situation raises the necessity of training students on the self-assessment of their writing pieces
based on the pre-determined criteria both in order to involve them in their own learning process

and help them improve their writing skills.

Purpose and Significance of the Study

The purpose of this research is to investigate the effect of training English preparatory school
students at tertiary level through distance education to self-assess their own writing using the
pre-set course criteria. The study aims at finding out whether training the students to apply the
criteria for self-assessment can improve their writing performances and their self-assessment
performances via distance education. In this study, it is also aimed to elicit the opinion of the
participant students and teachers about the distance self-assessment training on the writing

and self-assessment skills of the learners.

This study is the first attempt to explore the effects of training students to self-assess their
writing through distance education in Turkey. Numerous studies on self-assessment of writing
and self-assessment training have been conducted in different contexts (Yildirrm, 2001; Wei,

2007; Banli, 2014), however, not in distance education context in Turkey.

Research Questions
The main research question of the present study is; “What is the effect of distance self-

assessment training for students on writing skills in English?”
Based on this main research question the sub-research questions can be stated as follows:

1. Does the distance self-assessment training improve Turkish EFL learners’ writing

performance on two different occasions?



2. Does the distance self-assessment training affect the difference between EFL
learners’ self-assessment performance and writing performance graded by the

teacher on two different occasions?

3. What are the opinions of the EFL learners about receiving a distance self-

assessment training?

4. What are the opinions of the EFL instructors about providing their students with a

distance self-assessment training?

Assumptions

This study on the self-assessment of writing skills investigates whether there are any
similarities or differences between students’ self-assessments of their writing skills and
teachers’ assessment of the participants’ writing skills in English right after the learners have

had distant self-assessment training. The study has the following assumptions.

First of all, it is expected to find out significant differences between the treatment and control
group regarding the teachers’ and students’ assessment of the students’ writing skills. Since
the students in the experimental group will receive training on the pre-set course criteria to
self-assess their writing, they are expected to get closer to the instructors’ scores. However,
the students in the control group are going to self-assess their writing without getting any
training on self-assessment and the criteria and relevant literature points out that teacher
assessments are not in accordance with students’ assessments due to the self-assessment’s
variation in validity (Nurov, 2000).

Another difference is expected in terms of proficiency level. In the study, there will be two group
of students who are studying in the same level of proficiency. However, even in the same
classrooms, it is possible to see students with higher proficiency levels and this might affect
the way students assess themselves. The students with higher proficiency levels will probably

assess themselves more accurately.



Limitations

There are some limitations of the study. To begin with, this study was conducted at one
university with two control and two treatment groups, so the sampling is limited to 46 students.
If there were more than two groups for both control experimental groups, and if there were
more participant students in the groups, there could be different results. In addition, the study
lasted for 8 weeks since the duration of a module is 8 weeks in the institution where the study
was carried out. The researcher compared the students’ writing grades after training them on
self-assessment to see whether there is an effect of training on the students’ writing
performances. However, the only factor that affects the learners’ performances might not be
the self-assessment training because the students went on adding up to their knowledge when
they got other lessons through distance education. Moreover, two data collection tools were
used in this study: the students’ and the teachers’ scores of the students’ writings and interview
with the experimental group students and their teachers to elicit their opinions about the distant

self-assessment training.

Definitions

Throughout the study, the terms briefly explained below will be frequently-used.
Assessment: The process of “the use of data from informal observations, student products,
formal and systematic tests, and other measurements and evaluations that are typically used
in educational settings” (Shermis and Di Vesta, 2011, pp. 2-3).

Alternative assessment: “Procedures and techniques which can be used within the context of
instruction and can be easily incorporated into the daily activities of the school or classroom”
(Hamayan, 1995, p. 213).

Formative assessment: “Any task or activity which creates feedback (or feed forward) for
students about their learning” (Irons, 2008, p. 7).

Self-assessment: “A process of formative assessment during which students reflect on the
quality of their work, judge the degree to which it explicitly stated goals or criteria, and revise

accordingly.” (Andrade and Valtcheva, 2009, p. 13).



Chapter 2

Review of Literature

Introduction

This research study aims to explore the effects of distant self-assessment training on the
students’ writing and self-assessment skills. In line with the stated purposes, in this chapter
the related literature will be reviewed. The first section presents the literature on language
assessment in general. The second section of the chapter discusses self-assessment with a
specific emphasis on the self-assessment of writing skills. The third and last part provides a

blend of a wide variety of studies carried out on training on self-assessment of writing skills.

Language Assessment

Testing and assessment are the two significant components of language teaching and learning
process. However, Brown (2004) highlights that the difference between testing and assessing
should be understood appropriately. He emphasizes that tests are administered on defined
dates in a curriculum and learners know that they should try to do their best since their
responses are measured and evaluated. On the other hand, assessment is a never-ending
process in the classroom in which a response to a question, a formal writing or one-sentence
answer to a question can be assessed by teacher, learner or maybe other students. The
functions and purposes of assessment in the field of English language teaching are one of the
most significant elements of the teaching and learning process. As Brown (1995) points out
decisions regarding proficiency, placement and diagnosis are made based on assessment.
First of all, educational goals, instructional and curricular needs are set in the light of the
information gathered through assessment. In addition, assessment assists formulating
educational policies. Furthermore, assessment is a tool to observe the progress that students

are making and their level of performance.

When looking at the history of language assessment, one can observe the shifts just like the
changes in methodology of teaching. As Brown (2004) suggests in 1950s and 1960s an era of

behaviorism was adopted and the most commonly used types of assessment was multiple
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choice and true-false tests during that time. Later, cloze tests and dictation started to be used
commonly in 1970s and 1980s. After late 1980s and in 1990s when the communicative
approach in ELT gained importance, the search for more meaningful, reliable, and valid ways
to assessment started (Brown & Hudson, 1998). With the aim of implementing the learner-
centered curriculum in EFL and ESL classrooms (Nunan, 1988), many professionals in the
field of ELT began to look for meaningful ways to involve the language learners in the
assessment process as well (Ekbatani and Pierson, 2000). Thus, alternative assessment tools

to conventional assessment approaches were put into use (Brown and Hudson, 1998).

Alternative Assessment

There are various definitions to the term alternative assessment in the literature. According to
Stiggins (1991), alternative assessments are methods that are used to decide on the
knowledge the learner can apply, which is different from the traditional assessment. Greenstein
(2010, p.169) defines alternative assessment as “assessment other than traditional pencil-and-
paper tests”. There are also a wide range of terms used to refer to alternative assessment in
the literature such as authentic assessment, descriptive assessment, performance
assessment, and direct assessment (Hamayan, 1995). Brown (2004) comes up with a slightly
different term for alternative assessment which is alternatives in assessment and Brown and
Hudson (1998, pp. 654-655) summarizes the general characteristics of alternatives in

assessment. Alternatives in assessment

—

require students to perform, create, produce, or do something;

use real-world contexts or simulations;

are nonintrusive in that they extend the day-to-day classroom activities;
allow students to be assessed on what they normally do in class every day;
use tasks that represent meaningful instructional activities;

focus on processes as well as products;

tap into higher-level thinking and problem-solving skills;

provide information about both the strengths and weaknesses of students:

© ® N o a0 &~ 0D

are multi-culturally sensitive when properly administered,;

-
o

ensure that people, not machines, do the scoring, using human judgment;
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11 encourage open disclosure of standards and rating criteria; and

12 call upon teachers to perform new instructional and assessment roles.

Although there are different terms or definitions of alternative assessment in the literature, it is
obvious that alternatives in assessment have been put forward because traditional assessment
practices had some weaknesses. Ariafar and Fatamipour (2013) points out that learners are
not given sufficient amount of opportunities to reflect on and monitor their own learning process
in traditional assessment practices. Therefore, since learners are not given chances to self-
reflect, observe their progress, weaknesses or strengths, it may not be easy for them to learn
efficiently. Most of the time, learners are just given a grade without being informed about the
rationale behind getting that specific score and that hinders the chance for learners to build up

on their knowledge by learning from their mistakes and weaknesses.

Table 1 (Brown, 2004, p. 13) shows a comparison of traditional assessment and alternative
assessment. The differences between these two assessment types are given in the table and
by looking at the table it is clear to see the reasons why alternatives to traditional assessment
were found. However, Brown (2004) stresses that there is a bias toward alternative
assessment in this table and it should be noted that traditional ways of assessment should be
supported with alternative assessment types which are suitable to the learners and classroom
environment. Therefore, it should not be thought that there is only one right way of assessing
language learners. Using traditional assessment does not necessarily mean that it is old-
fashioned and ineffective. There are some times that are more suitable and effective to use
traditional assessment or alternative assessment or both at the same time. In short, one can
easily say that making use of one type of assessment may not bring about the desired results.
Thus, Gifford and O’Connor (2013) claim that “whenever people are classified on the basis of
cutoff scores on standardized tests, misclassifications are bound to occur. The solution is not
to avoid classifying people: such classifications are essential and inevitable in modem society.
It is, rather, to avoid making decisions about anyone's future solely on the basis of one

imperfect instrument” (p.4).
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Table 1

Traditional and Alternative Assessment

Traditional Assessment Alternative Assessment

One-shot, standardized exams Continuous, long-term assessments
Timed, multiple-choice format Untimed, free-response format
Decontextualized test items Contextualized communicative tasks
Scores suffice for feedback Individualized feedback and washback
Norm-referenced scores Criterion-referenced scores

Focus on the “right” answer Open-ended, creative answers
Summative Formative

Oriented to product Oriented to process

Non-interactive performance Interactive performance

Fosters extrinsic motivation Fosters intrinsic motivation

On the other hand, it is also pointed out by Brown (2004, p.14) that “The payoff for alternative
assessment comes with more useful feedback to students, the potential for intrinsic motivation
and ultimately a more complete description of a student’s ability”. In addition, Boud and
Falchikov (2006) put an emphasis on the lack of student engagement in traditional

assessment, which means that students’ capacity to reflect on their work is neglected.

Brown and Hudson (1998) state that alternative assessments include portfolios, diaries, peer-
assessment and self-assessment. According to Brown (2004, p. 256), “One of the most popular
alternatives in assessment, especially within a framework of communicative language
teaching, is portfolio development”. It is defined by Thornbury (2014) as “a collection of original
work that is put together by a student for the purposes of assessment” (p. 170). Portfolios might
have any examples of work done in classroom and it is also stated by Thornbury (2014) that it
may involve self-assessment and reflection. Therefore, as Chappius (2014) indicates
“Collecting, organizing, and reflecting on their own work builds students’ understanding of
themselves as learners and nurtures a sense of accomplishment” and this is one of the reasons
proving that using alternatives in assessment is beneficial for language learners.

In addition to portfolio development, using diaries in language teaching has become more

popular with the idea of free writing entering in the field. A diary is “an account of one’s
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thoughts, feelings, reactions, assessments, ideas ... with little attention to structure, form, or
correctness” (Brown, 2004, p.260). Learners benefit from various advantages of diary writing
as an alternative way of assessment. For example, as it is process oriented rather than product
oriented, it gives the learners the chance for personal expression and record of their thoughts.
Moreover, it gives the learners who are not good at oral communication the opportunity to
express themselves and assists learners in understanding the way they learn and eventually
since active participation is necessitated in journal writing, it makes the learners more
responsible for their own learning journey (Boud, 2001).

Another alternative in assessment is peer assessment. Peer assessment occurs when
learners make comments on or evaluate their peers’ work with the help of the use of pre-set
criteria or a checklist and give feedback to each other (Topping, 2009). It is claimed by
researchers that the use of peer assessment in the learner-centered classrooms provides
learners with critical awareness and autonomy and eventually learners are more likely to take
responsibility of their own learning (Van Zundert, Sluijsmans & Van Merriénboer, 2010; Wu,
2012). Additionally, Kollar and Fischer (2010) assert that learners are required to be more
participatory and collaborative when peer assessment is applied in language classes, so it is
a good method to use in order to create an atmosphere which necessitates active participation
and collaboration. According to Roberts (2006) “Assisting learners to quickly identify areas
requiring further study, improving communication skills, and the ability to assess others’ work”
are some other reasons why peer assessment should be used (p. 2). Furthermore, Topping
(2019) suggests this type of assessment could be accepted as formative because “students
help each other identify their strengths and weaknesses, target areas for remedial action, and
develop metacognitive and other personal and professional skills” (p. 2).

Self-assessment is another type of alternative assessment. Since the main focus of this
research study is on self-assessment, it is explained further in detail.

Self-Assessment

There are numerous definitions in the literature used to explain self-assessment. Roberts

(2006) defines self-assessment as “the process of having the learners critically reflect upon,
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record the progress of, and perhaps suggest grades for their own learning” (p. 3). Self-
assessment is used by students to evaluate their own performance and decide on their
language skills and competencies (Brown, Andrade, & Chen, 2015). In addition, self-
assessment is also a process for learners to compare their achievement levels with others

(Blachford, 1997).

Self-evaluation and self-monitoring are also terms that are associated with self-assessment.
Self-evaluation requires learners to determine the quality of their performance based on the
pre-set criteria for future language improvement (Rolheiser and Ross, 2000). Self-monitoring,
on the other hand, is the process which includes keeping a record of the learners’ own learning
(Dickinson, 1987). Self-assessment is also considered as an alternative assessment method
that many scholars suggest to be used in the process of language assessment. Buchanan
(2004) states that “self-assessment can promote more active engagement with the course than
simply sitting back and awaiting a grade from one’s instructor” (p.169). Since an important part
of language programs has become more learner-centered, self-assessment has been
regarded as an undeniable part of assessment for autonomous language learning (Nurov,
2000). Self-assessment is a vital activity in the educational process for developing self-
awareness, and as a result, it is an excellent way for promoting autonomous learning
procedures and metacognitive methods both within and outside the classroom (Vygotsky 1978;
Wallace 1991; Kumaravadivelu, 2006 as cited in Mirici & Hergtiner, 2015).

Self-assessment can be seen as a part of formative assessment because learners are
intentionally involved in the process of formative assessment. In formative assessment, the
emphasis is not on “how teachers deliver information, but rather, how students receive that
information, how well they understand it, and how they can apply it” (Greenstein, 2010, p. 16).
This type of assessment allows teachers to better follow their learners’ progress and lets them
find out areas for improvement in their instruction. In addition, learners are given the
opportunity to use self-assessment to develop themselves with the help of alternative

assessment practices (Greenstein, 2010). While assessing themselves, learners make
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judgments about the degree of their achievement. Thus, educational goals and assessment
criteria play an important role in this process for learners. Teachers need to make sure that
students understand the evaluation criteria clearly so that they can make strong and accurate
judgments about the weaknesses and strengths of their work and spend more time to fix them
accordingly. In this way, the assessment process becomes more transparent, making it easier
for students to meet their short- and long-term objectives (Sentlirk & Mirici, 2020). The quality
of work is decided by the students in this process (Spiller, 2012). It is highlighted that the
principles of formative assessment are implemented in order to monitor the learning process
and give corrective feedback to the learners to enhance their learning (Gronlund and Cameron,

2004).

It is believed that implementing self-assessment in the classroom provides numerous
advantages for both teachers and students. It is also emphasized by Hanna, Glowacki-Dudka,
and Conceicao-Runlee (2000) that it aids not only learners but also instructors as learners are
given the chance to reflect upon their own progress, it is a valuable experience to get into the
internal learning process of students, so it is much easier to monitor the process than observing
it from the outside. According to Gronlund and Cameron (2004), if learners know how to
evaluate their own skills, they turn into autonomous and self-regulated learners. Furthermore,
as it is highlighted by Chalkia (2012), they acquire the ability to monitor their own progress,
assess their competence levels, control their learning and decide how to make use of facilities
inside and outside of the classroom environment. Therefore, it can be argued that self-
assessment helps students be actively engaged in their own learning processes (Joyce, Weill,
and Calhoun, 2009).

Self-assessment has several main components which are reflection, portfolios, and rubrics and
guidelines.

Reflection

Reflection is an indispensable element of self-assessment process since it plays a significant

role in making learners aware of their own learning, showing them how they learn and what
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kind of difficulties or weaknesses they have had in their learning journey (Roberts, 2019). That
is, it guides learners for their future learning as it requires self-awareness. It can also be said
that it gives the learners the opportunity to internalize what they have been able to learn and
thanks to the internalization, they might realize their own capacities or abilities. The importance
of self-assessment in forcing students to reflect on their learning process is also highlighted
and a list of questions is proposed to help learners in this process by Race (2001) and some
of these questions are as follows:

¢ What do you consider will be a fair score or grade?

e What was the thing you did best in this assignment?

e What did you find the hardest part of this assignment?

o What was the most important thing you learnt about the subject doing this
assignment?

¢ How has doing this assignment changed your opinions? (pp. 101-102).
Portfolios
Portfolios might perform as an exhibition of “students’ best work, and can provide evidence of
learning accomplishments, and of growth throughout a course” (Roberts, 2019, p. 4). As they
act as the evidence of the learning journey, they have a crucial role in the process of self-
assessment. Also, it is emphasized by Roberts (2019) that portfolios play an undeniably
important role in the self-assessment process of learners by giving them the basic materials to
reflect on.
Rubrics and Guidelines
The role of rubrics and guidelines in the process of self-assessment is highly essential in that
they are what students need. Without the presence of such materials, learners would have no
chance to evaluate themselves in terms of their language abilities or performances. According
to Roberts (2019), learners should be given a set of clear criteria and they should practice
assessing themselves in order to be able “to self-assess appropriately” (p.4).
Self-Assessment of Writing Skills
It has been claimed that the use of self-assessment in writing provides a kind of reflection for

learners to become autonomous writers. Itis argued by O’Malley and Pierce (1996) that writers
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become more aware of their purpose in writing due to self-assessment and that is why they
use their knowledge better. It is also stated by Ferris and Hedgcock (2014) that “Self-evaluation
activities help students become better readers and editors of their own writing; such work builds
confidence as students become more aware of their own strengths and of their abilities to help
themselves” (p. 262).

There are different methods to use in writing classes for self-assessment. Dialogue journals,
learning logs, self-assessment of interests and checklists are different methods recommended.
In dialogue journals, students write about the topics they are interested in and then give their
writing piece to their teacher in order to get feedback on the appropriate use of language. In
learning logs, students reflect on their own learning in the last five minutes of each lesson. For
instance, they write about the things they learned or had difficulty in understanding and what
they need to do improve their understanding. Surveys of interest could be more useful for
teachers to be able to gather information about the learners’ attitude towards writing and
monitor their improvement in writing. Writing checklists help learners check their own writing
depending on the criteria included in the evaluation rubric.

Harris (1997) recommends that the criteria could be outlined by the instructor or discussed
with the whole class before each writing task so that it can be an indispensable part of the
writing classes and students can use it to guide their own improvement. The final assessment
of learners can be compared to that of other learners and the teacher’s evaluation. All in all,
the common feature of all these types of self-assessment in writing is interaction with

instruction (O’Malley and Pierce, 1996).

Writing assessment is defined “as a complex interaction among three sets of factors: the
knowledge that the test maker has about how to construct the task, the knowledge that the test
takers have about how to do the task, and the knowledge that the test raters have about how
to assess the task” (Cohen, 1994, p. 307-308). In order to achieve the highest level of
interaction between self-assessments of writing and instruction, it is suggested to decide on

the tasks appropriate for the students, pick writing rubrics learners can also make use of, and
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demonstrate these rubrics to the learners. Thus, it can be concluded that training learners on
self-assessment is of high importance. Falchikov and Boud (1989) also emphasize the
significance of self-assessment training for learners and state that learners especially the ones
who have just started higher education might not be well-equipped to evaluate themselves
naturally, and that is why the grades they give themselves and given by the instructors might
have differences. However, they have also found that with the help of training, learners can
show progress in self-assessment especially when they are provided with specific guidelines.
Falchikov and Boud (1989) also found out that if training with specific and clear guidelines are
given to upper-level learners, the correlation between the grades given by the instructors and
that of the learners’ is higher. Furthermore, it has also been proven by Kardash (2000) that
upper level learners self-assess more appropriately. Therefore, it can be understood that when
students are trained, they can learn how to evaluate their own work. It doesn’t have to be a
skill that they are born with. Hence, practicing self-assessment is essential for learners. It is
also reiterated by Roberts (2019) that the skill of self-assessment is improved with the help of

guidance and practice just like some other language skills.

In addition, according to O’Malley and Pierce (1996), sparing time and giving feedback to the
learners, integrating self-assessment gradually into the process of assessment of students’
writing, practicing editing with the help of the rubric being used by the instructors and talking
about their writing with the students are significantly useful elements of writing classes. The
importance of feedback to students in terms of their writing pieces has been reiterated by other
researchers as well. Ferris and Hedgcock (2014) emphasize that “Feedback to student writers
can and should come from different sources” and they also highlight that one of the sources of
feedback which is underestimated is “the writer him- or herself” (p. 262). Besides feedback
provided by teachers and peers, learners should be guided to analyze and reflect on their own

writing in a consistent and intentional way (Ferris and Hedgcock, 2014).
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Previous Studies on Self-Assessment of Writing Skills

There are a lot of studies that have been conducted on the self-assessment of writing skills
both in Turkey and abroad. Some studies focused on investigating the effects of self-
assessment practices on writing skills while others aimed at finding out the effects of training
learners to assess their own work on their writing skills. Some of these studies are provided

below.

In a recent study by Boumediene & Berrahal (2021), the primary goal was to investigate the
function of self-assessment in the development of students' writing skills and abilities. This
study also examines how 50 second-year university students viewed their own writing abilities,
and whether this perception is influenced by self-assessment procedures. A Pre/Posttest and
a questionnaire were given to the students and these techniques were used to assess EFL
students' proficiency and to assess what they had learned through a self-assessment strategy.
The findings demonstrated that students lack the ability to evaluate their own writing; however,
this ability can be strengthened by using a self-assessment tool in the writing classroom.
Furthermore, the research stressed the necessity of fostering learners' autonomy and
participation in their own learning processes, as this will help them become successful lifelong

learners.

The purpose of the study carried out by Ghoorchaei & Tavakoli (2019) was to compare
instructor assessment and students' self-assessment of writing in an Iranian EFL portfolio
program. It also attempted to gather students' opinions on self-evaluation. Thirty
undergraduate EFL students whose major was English Literature participated in this research
study. The data were collected through five different writing portfolio tasks. The findings
revealed that at the beginning and completion of the portfolio program, there is a considerable
gap between the teacher's assessment and the students' self-assessment. Interviews were
also used to elicit students' opinions. Eight students were interviewed and six of them found

the self-assessment process useful and effective in writing better essays.
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Bing (2016) conducted a study to investigate the effects of students' self-assessment of their
writing skills in order to gain a better understanding of self-assessment in writing training. Data
was gathered through writing assignments, questionnaires, an analytic grading system, and
interviews. The findings revealed that the students' estimations of the quality of their own
writing skills were consistent with their teachers' assessments. Furthermore, after being
exposed to the self-assessment practices, the students' writing skills improved significantly in
terms of content, organization, and mechanics of writing, even though their vocabulary and
use of language stayed the same (Bing, 2016). According to Bing (2016), the findings also
showed that students' views regarding self-assessment of their writing abilities were influenced

in a positive way.

In the study conducted by Lin-Siegler et al. (2015) it was found that accurate self-assessment
is helpful to students' academic progress. It is not an easy task for pupils to evaluate
themselves, that is why during self-assessment, students must overcome challenges.
Teachers must provide help to students in order for them to overcome these obstacles. The
researchers compared two stories in their research. Fifty-three 6th-grade students were
randomly allocated to analyze these two distinct sorts of stories and compose a new story on
their own in two different classes, one of which had poorly written stories and the other was
given well-written stories. The group that received poorly written stories showed better
performance than the group that received well-written stories at the end of the study because
they had the opportunity to see the mistakes in poorly written stories and learned how to

compose the text and what the assessment criteria were.

Another study was held by Banli (2014) in order to look into the role of self-assessment
methods in helping students develop their English writing skills. It was a qualitative case study
with the participation of twenty-two freshman students. After participating in eight distinct
writing sessions that the researcher had planned ahead of time, the participants were asked
to evaluate themselves and their performance using a variety of instruments at the end of those

sessions. Self-assessment checklists, student journals, instructor journals, and a self-
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assessment questionnaire were used to collect data for the study. The study concluded that
students' self-evaluation of their own writing skills played a significant impact in the
development of personality and task awareness, as well as their performance in the writing

skill.

In another study on the self-assessment of writing by Fahimi and Rahimi (2015), the aim was
to investigate the impact on students’ self-assessment of writing skills. Forty-one students
participated in the study. They were not given any information about the self-assessment
process at the beginning and were asked to produce a text and evaluate it. The participants
were told about the assessment technique in the weeks following, and their papers were also
assessed by the teachers. These writing evaluations were used to collect data, and a self-
assessment survey was used before and after the assessment procedure. The findings
revealed that students' writing skills improved over time, and both teachers and students had

good attitudes regarding self-assessment.

Naeini (2011) carried out an experimental study in which the subjects were randomly separated
into two groups: experimental and control with the aim of investigating the effect of self-
assessment on EFL learners’ writing and speaking skills. Writing and speaking pretests and
posttests, as well as a writing score scale profile and criteria for Oral Test, were used in this
experimental study. The results showed a considerable improvement in the experimental
group's writing skills after using the writing self-assessment check list. Furthermore, descriptive
statistics analyses revealed substantial effects of treatment and outperformance of the
experimental group in all aspects of writing. As a result of this study, it was inferred that self-

assessment improved language skills.

Oscarson (2009) conducted a study to investigate the role of self-assessment in EFL learning
in the development of lifelong language learning skills and the advancement of more thorough
and thus more equitable assessment processes. The study investigates how upper secondary
school students view their general and specific writing abilities in connection to syllabus goals,

as well as whether self-assessment methods influence these beliefs. It also looks at how
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students and teachers have integrated self-assessment into their daily classroom routines.
During one school year, two teachers and four groups of Swedish upper secondary students
participated in the study. Students self-assessed the outcomes of two written tasks, a
classroom writing assignment and a written test task, using grades. At the end of the study,
the two teachers and eight student focus groups were questioned about their experiences. The
study's findings revealed that students were able to analyze their general writing results in
reference to the criterion (teachers' grades) at the group level. Students' evaluations of their
overall writing skills had a stronger correlation with teachers' grades in a specific classroom
writing task. It was found out that with practice, students' assessments tended to become more
realistic. Self-assessment exercises in the EFL writing classroom were viewed as a
transferrable skill that underlies lifelong learning in various subject areas by both students and
teachers.

In an earlier experimental study conducted by Yildirim (2001) in Turkey, the main aim was to
explore the effect of teaching self-assessment to EFL learners on their writing performances.
In addition, the study also investigated whether the students who received self-assessment
training improved their self-assessment performances. There were two groups of participants:
one experimental and one treatment. The data were collected in three writing tasks. The results
revealed that self-assessment skills of the students in the experimental group improved
consistently compared to that of the control group. Moreover, at the end of the study, the
students in the treatment group were given an attitude questionnaire and it was found out that
most of the students had positive opinions about the integration of self-assessment practices

in their writing classes.
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Chapter 3

Methodology

Introduction
This chapter presents the methodology administered in this study. It includes an overview of
the study, the setting and participants, the research questions, data collection tools and the

data collection procedures of the present study.

Aims of the Study

This study aims to examine the effect of distant self-assessment training on the writing and
self-assessment performances of the English preparatory school students using pre-set course
criteria. More specifically, the study aims to investigate whether training learners to apply the
writing criteria creates any difference in the writing scores and self-assessment performances
of the students in the control and experimental groups. In addition, the study also aims to find
out the participant students’ and their teachers’ opinions about the distance self-assessment

training.

Setting

The present study was conducted in the Department of Basic English in one of the private
universities in Ankara, Turkey. The students in this department are those who failed the
proficiency exam, which enables them to skip studying at preparatory program. They study in
order to be prepared for their lessons in their departments as most of these departments make
use of English language while offering their lessons. The department of basic English helps

students improve their listening, reading, writing and speaking skills.

There are four different levels: A level (upper intermediate), B level (intermediate), C level (pre-
intermediate) and D level (elementary). The students take the exam at the beginning of the
term when they start their university education. The exam aims to both decide whether a
student is competent enough to go to their department without studying at preparatory school

and place the students according to their performance to the right level. Each level takes two
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months (8 weeks) to complete and the students have 24 hours of lessons. The lessons are
taught using a course book which aims to help students improve all four skills, and grammar
and vocabulary. In all levels, the students need to collect at least 60 points, from the midterm
exams, quizzes and portfolio assignments, to be able to pass the level they are studying. If

they fail to do so, they are required to repeat the level once again.

All the classes at the program have more than one teacher, mostly two teachers. The teachers
give the language education following a course book and the curriculum developed by the

preparatory school.

The study was carried out in the Spring Semester of 2020-2021 Academic Year in which the
institution applied “hybrid” model of education. That is, the participant students received

education both online and face-to-face and took their exams face-to-face in the school.

Research Question

The present study aims to provide answers to the following research questions:

The main research question of the present study is:
“What is the effect of distance self-assessment training on EFL learners’ writing skills?”
Based on the main research question, sub-research questions to be answered are below:

1. Does the distance self-assessment training improve Turkish EFL learners’ writing

performance on two different occasions?

2. Does the distance self-assessment training affect the difference between Turkish
EFL learners’ self-assessment performance and writing performance graded by the

teacher on two different occasions?

3. What are the opinions of the Turkish EFL learners about receiving a distance self-

assessment training?

4. What are the opinions of the Turkish EFL instructors about providing their students

with a distance self-assessment training?
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Research Design

This research was conducted at a tertiary level preparatory school with B1 level students in
order to explore the possible effects of training EFL learners through distance education to
self-assess their own writing by using the preparatory school writing criteria. The objectives of
the study required using mixed methods which can be described as a way for gathering,
analyzing, and mixing quantitative and qualitative methodologies in one or more studies to
better understand a research question (Creswell & Plano Clark, 2011). The design that was
adopted in this research study is explanatory sequential mixed methods. As defined by
Creswell (2014) in this type of research design, first the quantitative data are collected and
analyzed and then the qualitative research is conducted in order to further explore the results
of the quantitative research. The name "sequential" comes from the fact that the quantitative
phase is followed by the qualitative phase.

In the present research study, the quantitative data were collected through the participation of
four classes of students and two English instructors. In order to collect the quantitative data, a
quasi- experimental design was followed. It is called quasi-experimental since the classes had
already been formed before the researcher started the experimental study, so the participants
were not assigned to the groups by the researcher. Among the formed B1 level classrooms, in
pursuance of making the groups equivalent, the researcher checked the mean scores of the
writing exam that had been administered just before the start of the study. Among those
classes, four of them which had the closest averages were chosen. After picking the four
classes with the closest averages, the researcher decided which groups would be control and
which ones would be treatment through a raffle. According to Cohen & Manion, randomization
increases “the likelihood of equivalence that is, the apportioning out between the experimental
and control groups of any other factors or characteristics of the subjects which might
conceivably affect the experimental variables in which the researcher is interested” (2007,
p.276).

The quantitative data were collected in two different phases. First, the students in the treatment

group were given a distance self-assessment training in three sessions during a three-week
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period. Then, the students in both treatment and control groups were asked to self-assess and
mark two of their writing exams. The students in the control group did the assessment of their
writing exams without training. The students in both groups were given the rubric at the end of
each writing exam and they completed their self-assessment by looking at the criteria. The
researcher took these rubrics with student grades before their teachers marked the student
papers in order to maintain the reliability of the study. The teachers also marked the students’
writing exams using the same writing rubric for both the control and experimental groups and
the grades were given to the researcher to analyze to see if there is any difference between
the grades of the control and experimental group, which had the distance self-assessment
training. As stated by Creswell (2014), one of the threats to validity, categorized as “testing”,
might arise if “participants become familiar with the outcome measure”. Therefore,
experimenters must identify potential risks to their studies' internal validity and plan them so
that these threats are unlikely to occur or are reduced to a minimum. That's the reason why
neither of the groups was given any pre-tests in this study. By doing so, the researcher wanted
to make sure that students in both control and experimental group did not have a chance to
practice self-assessment beforehand, especially the control group as they were asked to grade
themselves without former training or practice.

After the quantitative data were collected and analyzed, in the last stage of the study, the
qualitative data were collected through the semi-structured interviews. As highlighted by
Dornyei (2007), the small sample sizes of the respondents evaluated is frequently an area
where qualitative research reveals vulnerability. One of the ways to cope with this issue is
applying purposive sampling and it is emphasized that selecting the participants systematically
to collect the qualitative data is of high importance. In the light of this information, the
participants whose self-assessment performances were high and low were identified by the
researcher before the interviews were conducted. Even though it was planned that the
interviews would be conducted with the participants who performed well and poorly in the self-
assessment practices, the number of the participants to be interviewed was not predetermined

since estimating the number of qualitative interviews required to finish a project at the outset
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is impossible (Bryman, 2012). This is also because qualitative researchers may not know how
much data to collect in advance because qualitative research is exploratory by nature (Baker
& Edwards, 2012). The aim was to research until data saturation is reached. During this
process, eight of the participant students in the experimental group and the two teachers who
taught them during the module were interviewed about their opinions regarding the online self-
assessment training and their experience throughout the process. The interviews were
conducted online and recorded by the researcher and all the participants volunteered to attend

the online interviews.

Participants

The participants of this study were 46 Turkish EFL learners with the age range 18-23 studying
at one of the private universities in Ankara, Turkey. Purposive sampling technique - criterion
sampling method was used to decide on the participants of the study. All the participant
students were chosen from B1 level preparatory school students (A Level according to the
categorization of the school). The reason for choosing B1 level students was because it was
found out that the level of the course had a major influence on the self-assessment and
comparison of teachers’ and students’ marks, with higher levels having better agreement

(Falchikov and Boud, 1989).

Four classes participated in this study: two control and two treatment groups. There were
eleven students in one of the treatment groups and twelve students in the other treatment
group, so twenty-three students participated the study in the treatment group. As for the control
group, there were twenty-three students in total as well. They are also made up of two classes:
eleven students in one and twelve students in the other control group. The classes that
participated in the study were chosen by looking at the writing exam averages. The participant
students had taken two writing exams before the distance self-assessment training started to
be given. In experimental design studies, equating is one of the procedures to systematically
control the variables that can impact the outcome. Equating the groups at the start of the

experiment ensures that membership in one group or the other has no bearing on the outcome
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(Creswell, 2014). Thus, four of the B1 level classes which had the closest averages with each
other were chosen so that there could be more reliable results regarding the effects of the
distance self-assessment training at the end of the study. Making a random selection was not
necessary because it was not for a huge quantitative study, but for a small study with both
quantitative and qualitative data (Svenning, 1996). After four of the B1 level classes were
determined, among these four classes, the treatment and control groups were selected at

random.
The writing quiz averages of the classes are presented in Table 2.

Table 2

Writing Quiz Averages of the Treatment and Control Groups

Group Quiz Average
Treatment Group 1 14,71
Treatment Group 2 15,16
Control Group 1 15,16
Control Group 2 14,25

The quantitative data were collected with the participation of forty-six students in total from
both the control and treatment groups. In order to collect the qualitative data through the
interviews with the participant students from the treatment group, there was no predetermined
number of participants due to concerns related to data saturation. Although the first six
participants interviewed gave similar responses to the questions they were asked, interviews
with two others were held in case they would provide different responses about the effects and
effectiveness of the self-assessment training. In pursuance of revealing the opinions of the
teachers about the distance self-assessment training, two teachers who taught the
experimental groups throughout the module of B1 level were interviewed. Thus, there were
eight participant students and two participant teachers who attended the interviews to convey

their opinions on the distance self-assessment training.
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Data Collection Tools and Procedure

Data collection for self-assessment activities necessitates the use of specific tools. Journals,
checklists, rubrics, questionnaires, interviews, and student-teacher conferences can all be
used to assist students in their self-assessment (Price, Pierson & Light, 2011). A self-
assessment rubric, the participants' self-assessment scores of their writing performance, and
their teachers' assessment ratings of the students' writing performances, and interviews are
among the data gathering instruments employed in this study. One by one, each tool that

contributes to the data collection process was briefly explained below.
The Self-Assessment Criteria

The writing criteria used in this study were the same as the ones used in evaluating the writings
of B1 Level students in preparatory school in the Spring Semester of 2020-2021 Academic
Year. For reliability and validity concerns, expert opinions were obtained from three ELT
experts and one expert from measurement and evaluation field in order to use the writing rubric
as a data collection instrument in this study. The criteria given to the students included two
sections: students’ demographic information and the writing rubric. The students in B1 level in
preparatory school learn to write an opinion essay and the writing rubric consisted of 5 parts

against which students’ essays are assessed out of 20 points:
1. Introduction and Conclusion Paragraph Skills (6 points)

The effectiveness of conclusion and introduction paragraph together with the thesis

statement are evaluated for this part.
2. Body Paragraph Skills (6 points)

The existence of topic sentences, coherence and cohesion are taken into consideration

while assessing the body paragraph skills.
3. Use of English (4 points)

Level appropriate grammar structures together with the accuracy of overall grammar used

in the writing are the key elements for the assessment of this part.
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4. Use of Vocabulary (3 points)

Level appropriate vocabulary, its effectiveness together with the accuracy of overall

vocabulary used in the writing are taken into consideration while marking this part.
5. Mechanics (1 point)

The writing is evaluated according to mistakes in it, if any, regarding capitalization,

punctuation and spelling.

The students were asked to self-assess their own essays at the end of two of their writing
exams. They filled in the demographic information and wrote their grades on the criteria in 10-
15 minutes after they finished their writing exams and the rubrics with students’ grades were

collected to be analyzed by the researcher.
The Teachers’ Writing Exam Grades

The other tool to collect the quantitative data in this study was the teachers’ writing exam
grades. The students took two writing exams during this research study and their teachers
evaluated the students’ writings using the same criteria used in the preparatory school. The
grades given by the teachers to the students’ writing exams were shared with the researcher

after the marking procedure for each of the exam was done.
Student Interviews

The semi-structured interviews with the participant students in the experimental group were
another tool to collect data in the current study. The questions to be asked in the interviews
were formed by the researcher and expert opinions were obtained from three ELT experts and
one expert from the field of Measurement and Evaluation to avoid validity and reliability
concerns. In pursuance of collecting the qualitative data, the interviews were conducted with
eight students: four of the students gave the closest grades with the teachers and the other
four did not give close grades to themselves with their teachers. The researcher contacted with
the students and asked if they would agree to meet the researcher through an online platform

for 10-15 minutes to answer some questions about the distance self-assessment training they
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received and the self- assessment experience throughout this research study. They signed the
consent form (see Appendix A) and then the interviews were conducted. There were nine
questions to be asked to the students in the interview about self-assessment in general and
their experience assessing their own writings after receiving the self-assessment training (see
Appendix B for the interview questions for the students). The students described the benefits
or difficulties regarding their experience with assessing their own essays. These interviews
gave insight into the students' usage of self-assessment and provided information about it (see

Appendix C for the sample transcriptions).
Teacher Interviews

Another tool to collect qualitative data was the semi-structured interviews with the teachers.
The teachers also voluntarily attended the online interview about the self-assessment process
of their students and their opinions about the effectives of the training on their students’ writing
skills. The teachers were asked ten questions prepared earlier by the researcher for the
interview regarding their opinions on the impact of the distance self-assessment training their
students had received (see Appendix D for the interview questions for the participant teachers).
Expert opinions about the interview questions were obtained from three ELT experts and one
expert from the field of Measurement and Evaluation to avoid validity and reliability concerns.
The teachers shared their views regarding training their students to self-assess themselves
and implementing self-assessment practices in the classes (see Appendix E for the

transcriptions).

All of the student and teacher interviews were transcribed immediately after they were

conducted.
Data Collection Procedure

Having decided on the instruments and the content of the training, the researcher planned as
in Table 3. As the module of B1 level lasted eight weeks, the training sessions were intended

to start in the fourth week. The first step was to inform the teachers about the process, and
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with their help, the students in the experimental group were invited to the distance self-
assessment sessions through a video conferencing platform.

Table 3

The Schedule of Data Collection Process

Week 1 The beginning of the module

Week 3 First writing exam (used to choose the classes) & Training Session with the rubric and model
essay

Week 4 Training Session with the rubric and model essay
Week 5 Training Session with the rubric and model essay
Week 6 First Self-Assessment of their writing exam

Week 8 Second Self-Assessment of their writing exam (triangulation)

After the module ended, the interviews with the students were conducted with both the students

and their teachers.
Training Sessions

The effectiveness of student reflection and self-assessment is dependent on the teacher
providing clear instructions on the aim of the activity or project to be evaluated, as well as
defining the essential content students should concentrate on. Based on the assumptions that
students need to be able to measure their own performance against “set criteria, such as the
content of a rubric”, in order to appropriately assess it (Greenstein, 2010, p.105), it was decided
to include the explanation of the rubric to the students in the training sessions. Also, Greenstein
(2010) suggested that students perform considerably better when they get examples of work
of varied quality levels, which was also suggested by by O’Malley and Pierce (1996) who
recommended that selecting benchmark papers is one way to communicate to learners what
good writing looks like. That’s why the researcher determined to present model opinion essays
of various levels, both a good and poor example, to the learners for them to evaluate against

the rubric.
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The sample essays were taken from the online resources of Cambridge University and the
reason why the particular essays were chosen is that they match the level of the students in
this study. The participant students are of the level B1+ according to the Common European
Framework of Reference for Languages (CEFR). The CEFR is the reference framework
adopted by the institution where this study was conducted. Therefore, the course materials
such as the course book and online materials are all designed in line with the CEFR B1+
specifications. In addition, the opinions of the teachers of both experimental and control groups
were taken into consideration. The teachers were asked to evaluate the sample papers and
they all confirmed that the sample essays are appropriate as they go along with the objectives
of the writing education given in the English preparatory school. They also marked the
benchmark papers according to the writing rubric, and gave the grades to the researcher so
that the self-assessment training with the rubric and model essays could be arranged

accordingly.

According to the CEFR, B1+ learners “can produce short, simple essays of topics of interest
using simple language and give and justify their opinion” (2020, p.68). The essays chosen
were written on a topic of general interest (see appendix F for the essays), so the learners
would not have to have specific factual information to understand and mark the papers against

the rubric.

In the first training session, the aim of the study was explained to the participant learners. Then,
they were introduced with the writing rubric which is used to mark their writing papers. Each
category in the rubric was discussed in detail and the researcher helped participant students

understand what is expected from a writing paper.

In the second training session, the students were introduced with the good sample essay and
they were asked to evaluate it. They first graded the paper individually and then discussed the
marks they gave for the paper in pairs. They were asked to justify their grades for the criteria
in the rubric. As they had been taught essay before, the elements of the rubric were clear to

all participant students and therefore they did not experience many problems while grading the
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papers. After the pairs agreed on the grade, they shared their ideas with the whole group.
Finally, the researcher helped them become standardized, which would eventually help them
evaluate their own writing papers. To do that, the researcher provided the participants with the
standardized grades that had been given by the teachers of both experimental and control

groups.

In the last session, the students were introduced with the bad model essay. The students again
graded the paper on their own and then discussed their grades in groups. When they were
done, the grades were discussed as a whole group. When they had problems understanding
any parts of the essays or had difficulty in assessing, they asked for help from the researcher.
After the sessions were done, the students were informed one more time about their task,

which is to self-assess two of their own writing exams using the same criteria.

The sessions aimed at helping participant students in the experimental group see the rationale
behind marking writing papers and understanding and knowing clearly what is expected from

them when they are given a writing task.

The participant students in both control and experimental group then were asked to grade their
own papers by providing them with the rubric at the end of their writing exams. They were
asked to spare some time to self-assess and write their marks on the given rubric after they
finished their exam and both the participants in the experimental and control groups marked
their own papers. The researcher collected the rubrics on which the students self-assessed
their essays so that the teachers would not see the grades that the students gave themselves

for the reliability of the present study.

Data Analysis

Both quantitative and qualitative data are included in this study. The teachers’ assessments
and students’ self-assessments of two writing exams were used to acquire quantitative data
for this research study. In addition, semi-structured interviews with students from the
experimental groups were arranged to support the research findings. Finally, two teachers

whose classes received distant self-assessment training as part of the study were interviewed.
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All quantitative data was evaluated using SPSS version 22.00, a statistical software program.
Because there were two writing performance scores given by the teacher on a continuous
scale and only one nominal independent variable group including control and treatment sub-
groups, a MANOVA was used to answer the first research question (Field, 2017). Furthermore,
the Box's M test was used to determine whether the covariance matrices were equal
(Tabachnick & Fidell, 2007). Because of the univariate comparison between the control and
treatment groups, the equality of error variances was checked using Levene's test at the end
of MANOVA (Field, 2017). Because there were two measurements: self-assessment
performance and writing performance graded by the teachers for the same type of assignment,
a repeated-measures ANOVA was used to answer the second study question. Furthermore,
the data for these two repeated-measures came from two different writing exams. Specifically,
the interaction impact of comparing self-assessment and writing performance, as well as the

difference between control and treatment groups, were investigated in these analyses.

Qualitative data were collected by recording and then transcribed in order to be analyzed.
Content analysis was carried out, and consistent motifs were discovered, as well as thematic
analysis. The researcher examined the transcripts in order to categorize the information and
group it into appropriate groups for better analysis. The reliability of the inter-coders was also

examined.
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Chapter 4
Results

Introduction

The current study investigated the effects of providing students a distance self-assessment
training on EFL learners’ writing and self-assessment performances. More specifically, this
study aims to find out if distance self-assessment training creates a difference in the writing
scores of the experimental group taking the treatment and the control group. In addition,
whether the experimental group receiving the distance training self-assess themselves more
accurately than the control group which did not receive any treatment was investigated in this
study. Furthermore, the study also attempted to reveal the opinions of the students in the
experimental group and their instructors regarding the effectiveness and impacts of the

distance training.

This research study tried to answer the following research questions:

1. Does the distance self-assessment training improve Turkish EFL learners’ writing

performance on two different occasions?

2. Does the distance self-assessment training affect the difference between Turkish
EFL learners’ self-assessment performance and writing performance graded by the

teacher on two different occasions?

3. What are the opinions of the Turkish EFL learners about receiving a distance self-

assessment training?

4. What are the opinions of the Turkish EFL instructors about providing their students

with a distance self-assessment training?

There were two different groups that participated in this study. All the students were B1 level
at the English Preparatory School of one of the private universities in Ankara, Turkey. 23
students in the experimental groups and 23 students in the control groups, so 46 students in

total were the participants of the current research study. The experimental group students were
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given a distance self-assessment training with the help of the writing criteria used in the
preparatory school and model essays in three sessions. After the training was over, the
students in both of the groups self-assessed themselves in two writing exams. Their instructors
also marked the student papers and the quantitative phase of the study was accomplished via
the writing exam grades. The qualitative phase of the study included semi-structured interviews

with eight of the experimental group students and two instructors who taught these learners.
The results of the study were presented below.

Data Analysis Procedures

Before starting detailed data analyses, the normal distribution of each dependent variable was
checked (Field, 2017; Tabachnick & Fidell, 2007). This step is critical for the selection of data
analyses technique. In the present study, skewness and kurtosis values were checked for the
threshold values between -1.5 and +1.5 (Tabachnick & Fidell, 2007). If there is a violation of
the normal distribution, the outliers impacting it negatively are spotted and removed. To detect
outliers, the cases with score three standard deviations higher than the mean of the variable
was used (Field, 2017; Tabachnick & Fidell, 2007). After removal of the outliers, the normal
distribution is checked again. In the case that the independent variables are not normally

distributed, the non-parametric equivalent of the parametric analysis is chosen.

For the first research question, a MANOVA was performed because there were two writing
performance scores graded by the teacher in continuous scale, and there was only one
nominal independent variable group including control and treatment sub-groups (Field, 2017).
Moreover, one of the assumptions was the equality of covariance matrices and it was
examined via Box’s M test (Tabachnick & Fidell, 2007). The result of the Box’s M test guided
to continue to run MANOVA. When it produced a significant result meaning that the assumption
was not met, and the covariance matrices were not homogeneous. In the case, it generated
not significant result indicating that the assumption was met, and the covariance matrices were
homogeneous, so MANOVA results trustworthy. In the latter stage of MANOVA, because of

the univariate comparison between control and treatment groups, the equality of error
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variances was examined by Levene’s test (Field, 2017). The same rules apply like Box's M

test.

For the second research question, a repeated-measures ANOVA was performed since there
were two measurements: self-assessment performance and writing performance graded by
the teachers for the same assignment. Moreover, these two repeated-measures were collected
from two different assignments. Mainly, in these analyses, the interaction effect of the
comparison of self-assessment performance and writing performance and the difference
between control and treatment groups were examined. The analysis aimed to reveal the impact
of the distance training related to self-assessment on students’ self-assessment skills. Since
repeated-measures ANOVA was a multivariate test, the assumption of equality of covariance
matrices was checked. Levene’s test was also used here to make sure that the assumption

was not violated between control and treatment groups (Field, 2017).

For the third and fourth research questions, analyzing the interviews with students and
teachers was the second step in the data analysis process. All of the student and teacher
interviews were transcribed and analyzed. The transcriptions were examined for categories
that corresponded to the research questions. The student and teacher interviews were
categorized into the following categories: 1) learning to self-assess, 2) benefits of self-
assessment, 3) challenges of self-assessment, 4) suggestions related to the implementation

of the training.

Results
The results of the study are presented in the following sections.

Results of the Quantitative Data

Normal Distribution

Self-assessment scores and writing performance graded by the teachers on two different
occasions were assessed for the normal distribution and outliers before proceeding to the data
analyses. At the first run of the analysis, since the normal distribution was violated, outlier

cases were examined for the values higher than three standard deviations from the mean for
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each score as suggested by Field (2017). There were three outliers detected (one in
experiment and two in control groups) and removed. After this procedure, all scores were
identified normally distributed when their skewness and kurtosis values were evaluated based
on the criteria suggested by Tabachnick and Fidell (2007) between -1.5 and +1.5 as illustrated

in Table 4.

Table 4

Skewness and Kurtosis Values for All Performance Scores

Variable Skewness Kurtosis
Self-assessment performance, -.782 344
the first occasion
Writing performance, the first =775 -.532
occasion
Self-assessment performance, -.533 -.853
the second occasion
Writing performance, the -.654 .026

second occasion

According to Table 4, these four scores were accepted in the range of normally distributed
data. Thus, the parametric analysis was used to respond the research questions of the present
study.

Research Question 1: Does the distance self-assessment training improve Turkish EFL
learners’ writing performance on two different occasions?

The descriptive statistics related to writing performances graded by the teachers at two

different occasions were presented in Table 5.

Table 5

Descriptive Information for All Performance Scores

Group M SD

Writing performance, the first occasion Control 15.44 2.52
Treatment 17.36 1.60

Total 16.42 2.29

Writing performance, the second occasion Control 16.35 1.92
Treatment 17.49 1.50

Total 16.93 1.79

Note. Control group n = 21 and Treatment group n = 22
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As illustrated in Table 6, the MANOVA analysis revealed that there was a significant difference

on these two writing performance scores based on the control and treatment scores, Wilk’s A

= .817, F(2, 40) = 4.484, p < .05, partial n? = .183. Effect size of this significant difference

indicated that the membership of either control or treatment groups accounted for 18.3% of

total variance of both writing performances on two different occasions.

Table 6
MANOVA Multivariate Test Results

Effect Value F df Error df p Partial n®
Intercept Pillai's Trace .991 2137.387 2.000 40.000 .000 .991
Wilks' .009 2137.38 2.000 40.000 .000 .991
Lambda
Hotelling's 106.869 2137.387 2.000 40.000 .000 .991
Trace
Roy's 106.869 2137.387 2.000 40.000 .000 .991
Largest
Root
Group Pillai's Trace .183 4.484 2.000 40.000 .017 .183
Wilks' .817 4.484 2.000 40.000 .017 .183
Lambda
Hotelling's 224 4.484 2.000 40.000 .017 .183
Trace
Roy's 224 4.484 2.000 40.000 .017 .183
Largest
Root

Note: Box’s Test of Equality of Covariance Matrices, one of the critical assumptions of MANOVA,
was not significant, Box’s M = 7.694, F(3, 326983.702) = 2.429, p = .063. This result confirmed that

the assumption was not violated, and the covariance matrices were assumed equal.

Ensuring the multivariate results, for a deeper understanding related to the significant

difference, the findings about the between-subject effects are given Table 7.

Table 7
MANOVA Between Subject Effects Results
Source Dependent Type llI Df Mean F p Partial
Variable Sum of Square n?
Squares
Corrected Writing 39.738 1 39.738 8.997 .005 .180
Model performance
the first
occasion
Writing 14.047 1 14.047 4.750 .035 104
performance
the second
occasion
Intercept Writing 11561.924 1 11561.924  2617.857  .000 .985

performance
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the first
occasion
Writing 12299.203 1 12299.203 4159.105 .000 .990
performance
the second
occasion
Group Writing 39.738 1 39.738 8.997 .005 .180
performance
the first
occasion
Writing 14.047 1 14.047 4.750 .035 .104
performance
the second
occasion
Error Writing 181.079 41 4.417
performance
the first
occasion
Writing 121.244 41 2.957
performance
the second
occasion
Total Writing 11820.563 43
performance
the first
occasion
Writing 12460.500 43
performance
the second
occasion
Corrected Writing 220.817 42
Total performance
the first
occasion
Writing 135.291 42
performance
the second
occasion
Note: Levene’s equality of error variances tests were performed to check the assumption for both
of writing performance grades. The first occasion grade generated a significant result. F(1. 41) =
9.082. p < .01; whereas, the second occasion grade was not significant. F(1. 41) = 1.909. p = .175.
The first occasion grade violated the assumption while the second met it. The first occasion data
was also checked for its significant results found between control and treatment groups.

Based on the results presented in Table 7, on the first occasion, there was a significant
difference between control (M = 15.44. SD = 2.52) and treatment (M = 17.36. SD =1.60) groups
in favor of treatment group. To ensure that this significant difference was viable due to the
violation of the equality of error variance assumption, an independent samples t-test was run
and it yielded that even though the assumption did not meet, the significant difference
remained t(44) = -2.898. p < .01. The effect size of this result indicated that being a member

of the treatment group could explain 18.0% of the first writing performance. On the second
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occasion, again the treatment group (M = 17.49. SD = 1.50) had a higher performance score
than the control group (M = 16.35. SD = 1.92). The effect size of this result indicated that being
a member of the treatment group could explain 10.4% of the second occasion writing

performance.

Overall, the result of analyses indicated that the distance self-assessment training improved
Turkish EFL learners’ writing performance on the first occasion, and the same result was
confirmed with the second occasion.

Research Question 2: Does the distance self-assessment training affect the difference

between Turkish EFL learners’ self-assessment performance and writing performance

graded by the teacher on two different occasions?

To respond this research question, a repeated-measure ANOVA for each occasion was
performed. In each occasion, self-assessment performance and writing performance graded
by the teacher were entered to the analysis as repeated measures. The results were compared

between two occasions.

On the first occasion, the descriptive statistics of self-assessment performance and writing

performance graded by the teacher are illustrated in Table 8.

Table 8

Descriptive Information for Self-Assessment Performance and Writing Performance Graded
by the Teacher on the First Occasion

Group M SD

Self-assessment performance Control 15.07 2.29
Treatment 17.22 1.43

Total 16.17 2.17

Writing performance graded by the teacher Control 15.44 2.52
Treatment 17.36 1.60

Total 16.42 2.29

Note: Control group n = 21 and Treatment group n = 22

As illustrated in Table 9, the repeated-measures ANOVA analysis revealed that there was no
significant interaction effect of assessment types (self-assessment vs. writing performances)
based on the control and treatment scores. Wilk’'s A =.997. F(1. 41) = .111. p = .740. partial n?

=.003.
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Table 9

Multivariate Test Results for the Comparison between Self-Assessment Performance and
Writing Performance Graded by the Teacher On the First Occasion

Effect Value F df Error df p Partial n?
Assessment  Pillai's Trace .015 .608b 1.000 41.000 440 .015
types Wilks' .985 .608b 1.000 41.000 440 .015

Lambda
Hotelling's .015 .608b 1.000 41.000 440 .015
Trace
Roy's .015 .608b 1.000 41.000 440 .015
Largest Root
Assessment  Pillai's Trace .003 .111b 1.000 41.000 .740 .003
types * Wilks' .997 A11b 1.000 41.000 .740 .003
Group Lambda
Hotelling's .003 .111b 1.000 41.000 .740 .003
Trace
Roy's .003 .111b 1.000 41.000 .740 .003

Largest Root
Note: Box’s Test of Equality of Covariance Matrices. one of the critical assumptions of multivariate
analysis. was significant. Box's M = 11.431. F(3. 326983.702) = 3.609. p = .013. This result
confirmed that the assumption was violated. and the covariance matrices were not assumed equal.
However, Tabachnick and Fidell (2007) states that when the number of the participants in groups
are equal, and the significance level was not exactly equal to .000. any significant results are not an
indication of the violation of the assumption.

The average self-assessment scores were slightly lower than writing performance graded by
the teacher in control groups compared to experimental groups. The findings illustrated in
Table 9 indicates that there was no significant impact of distance self-assessment training on
the difference between self-assessment performance and writing performance graded by the
teacher. Based on the first occasion, the impact of distance training related to the self-

assessment given to the students was not evident.

On the second occasion, the descriptive statistics of self-assessment performance and writing

performance graded by the teacher are illustrated in Table 10.

Table 10

Descriptive information for self-assessment performance and writing performance graded by
the teacher on the second occasion

Group M SD

Self-assessment performance Control 14.70 2.21
Treatment 17.63 1.80

Total 16.20 2.48

Writing performance graded by the teacher Control 16.35 1.92
Treatment 17.49 1.50

Total 16.93 1.79

Note. Control group n = 21 and Treatment group n = 22
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As illustrated in Table 11, the repeated-measures ANOVA analysis revealed that there was a
significant interaction effect of assessment types (self-assessment vs. writing performances)
based on the control and treatment scores. Wilk’'s A = .901. F(1. 41) = 10.157. p < .01. partial
n?=.199.

Table 11

Multivariate Test Results for the Comparison between self-assessment performance and
writing performance graded by the teacher on the second occasion

Effect Value F df Error df p Partial n?
Assessment Pillai's Trace .151 7.282 1.000 41.000 .010 .151
types Wilks' .849 7.282 1.000 41.000 .010 151

Lambda
Hotelling's 178 7.282 1.000 41.000 .010 151
Trace
Roy's 178 7.282 1.000 41.000 .010 151
Largest Root
Assessment Pillai's Trace .199 10.157 1.000 41.000 .003 .199
types * Group  Wilks' .801 10.157 1.000 41.000 .003 .199
Lambda
Hotelling's .248 10.157 1.000 41.000 .003 .199
Trace
Roy's .248 10.157 1.000 41.000 .003 .199

Largest Root
Note: Box’s Test of Equality of Covariance Matrices. one of the critical assumptions of multivariate
analysis. was not significant. Box’s M = 6.275, F(3. 326983.702) = 1.981. p = .114. This result
confirmed that the assumption was not violated. and the covariance matrices were assumed equal.
Since there was a significant interaction effect, the equality of error variances for group variable was
also checked for both dependent variables. The results demonstrated that neither self-assessment
performance, F(1. 41) = 1.014. p = .320. nor writing performance scores, F(1. 41) = 1.909. p = .175.
violated the assumption.

As shown in Figure 1, in self-assessment performance, the experimental group had higher
average scores than the control group. In writing performance graded by the teacher, the
experimental group still had higher average than the control group; however, the difference
between two groups were lower. In the control group, the difference between self-assessment
performance and writing performance graded by the teacher was high; on the other hand, in
treatment group the difference was not substantial. This finding indicated that the distance
training related to self-assessment improved students’ assessment skills as close as their
teachers’ assessment. For that reason, in the treatment group, students assessed their work

very close to their teachers’ assessment.
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Overall, on the first occasion, the impact of the distance training program cannot be revealed;
in contrast, on the second occasion, the findings demonstrated that students who completed
the distance training program can assess themselves as close as teachers’ assessment. This

result will be examined in discussion in detail.

The Interaction Effect of Self-Assessment and Writing Performance

19,00 Assessment
types
Self-assessment

= \Writing performance
18,00

17,00

16,00

Average scores

15,00

14,00

Control Treatment

Group
Error bars: 95% Cl

Figure 1. The Interaction Effect of Self-Assessment Performance and Writing
Performance Graded by the Teacher

Results of the Qualitative Data

Semi-structured interviews with students and teachers were used to collect qualitative data for
this study. The perspectives of eight students and two teachers on distant self-assessment
training and the application of self-assessment methods in writing classes were gathered

through interviews.

In this section, the findings of the interviews will be provided based on repeated comments

from the students and teachers who participated in the interviews.
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Results of Interviews with the Students.
The outcomes of the student interviews will be discussed in this section. Eight students were
interviewed to find out what they thought about the potential effects of distance self-

assessment training on their writing abilities and self-assessment performance.

In order to answer the third research question, the findings of the data collected and evaluated
will be reported in this section. It is intended that by evaluating the data from the interviews, it
will be possible to learn what students undergoing distance self-assessment training think

about the consequences of the training on their writing and self-assessment performance.

The data gathered from individual interviews with students and teachers were categorized and
examined qualitatively. Ghoorchaei & Tavakoli (2019) mentions two categories: merits and
demerits in their study “Self-Assessment of Writing in a Portfolio Program”. In addition to the
themes indicated by Ghoorchaei & Tavakoli (2019), the objectives of the current study and
student reactions to the distance self-assessment training were taken into account throughout
the categorization. The findings from the interviews will be classified under four headings:
Learning to self-assess, benefits of self-assessment, challenges of self-assessment,

suggestions related to the implementation of the training.

The data reveal that the students had similar thoughts regarding obtaining distance self-
assessment training and evaluating their own writing works.

Research Question 3: What are the opinions of the Turkish EFL learners about receiving
a distance self-assessment training?

Results of interviews with students and teachers about the usefulness of distance self-
assessment training in improving learners' writing and self-assessment performances are
categorized as follows: 1) learning to self-assess, 2) benefits of self-assessment, 3) challenges

of self-assessment, 4) suggestions related to the implementation of the training.

When the students were asked whether they had employed any self-assessment practices

while learning writing, the most recurring theme was learning to self-assess for the first time.
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Learning to self-assess

When the students were asked what they think of self-assessment, if they had known what it
was before the study and whether they have ever self-assessed their own writing pieces, all of
their answers were the same. Although they are already familiar with the rubric, they had never
tried to think critically when it came to grading their own papers as if they were the teachers.
That is the reason why some thought that the rationale behind getting low grades was the fact
that their teachers didn’t favor them and there were some students who were teachers’
favorites and they always got higher marks. After trying self-assessment, themselves, their
thoughts have changed incredibly and they claimed that they had a better understanding about
why they were given specific grades. This also helped improve their writing skills as they
claimed to pay more attention to meet the objectives in the rubric so that they can achieve a

better grade in return.

As the students were given the training through online meetings and the number of them was
not too much, they each had the chance to practice scoring and ask questions regarding the
rubric. In a way, they were standardized by sharing their opinions with both the researcher and

their peers. One student stated that:

“l didn't know how to self-assess before. When | learned it, | thought it was helpful
because although writing was taught in prep school at school, they didn't teach scoring.

Therefore, | felt like something was missing.” (Student 1)
Another student also mentioned that:

“No, I didn’t do it before. | mean, | didn't know how to evaluate it. For example, after the
training, we had two writing exams. In these exams, we evaluated ourselves by giving
points to our own work. In fact, there was a 0,25 points difference between the score |
gave myself and the score | got from the exam. Therefore, it's been pretty effective for
me.” (Student 2)

Another student also expressed that:

“l did not know in detail, but | was using it while checking my own homework, frankly,
to see if there is anything wrong with it, where | should continue. After learning self-
assessment, it helped me a lot, especially in the writing exams. Now | can better decide

what to pay attention to and do my analysis better.” (Student 3)
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Another student also commented on the same issue:

“No, | learned it here for the first time. If | hadn't done this work, | probably wouldn't
have known about self-assessment. It worked very well for me because it helped a lot
in writing. | had never evaluated myself before, but after learning this, | started to
doing so.” (Student 4)

Benefits of self-assessment

The students were asked whether the distance self-assessment training improves their writing
skills and helps them understand the grades given to them by their instructors. Most of the
students think that receiving distance training regarding assessing their own writing pieces
based on the criteria used by the instructors raised their awareness in writing classes. They
believe that they have a better understanding of what is expected from them in writing exams.
By the help of understanding the expectations of the instructors and awareness they gained,
they stated that they think more critically on their use of language and vocabulary. Furthermore,
according to the students, another benefit of being trained to use the rubric to assess
themselves was realizing their strengths and weaknesses. All the students interviewed
mentioned that they really benefitted from that. One of the students said that she improved the
way she organized her essays. Others expressed that the realization of their mistakes enabled
them to correct their mistakes on their own and get better grades in return. One student said

that:

“‘Even though it didn't improve my writing skills directly, | saw what | was doing wrong

and it helped me correct my mistakes.” (Student 1)
Another student commented on the question that:

“Frankly, | think it improved me it in terms of my grades. For example, before | took this
training, | was getting lower grades. | was getting like 18. After receiving this training, |
started to get between 19 and 20 in the exams evaluated out of 20 and my teachers

told me that | had a better organization.” (Student 3)
Another student made a similar comment:

“I definitely think so. While writing, | try to use different words, and now | think that | can
better predict what the paragraph wants from me and how | should write it. So, |

understand what is expected of me better.” (Student 4)
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Another student replied that:

“Yes, | think so. This is because now | think more about the details | need to include in

my writing. | can get better grades as | know what | need to write about.” (Student 6)
Another student stated that:

“Yes, | think so. You taught the scoring system. You gave us information about where
and how we were given points. In this way, | try to pay more attention to these issues
in the exam while writing. In this respect, it enabled me to get points closer to those |
aimed.” (Student 8)

Moreover, another question that was directed at the students was “Do you think that learning
self-assessment enabled you to understand your instructor’s assessment more clearly?”. All
the students replied that the distance training helped them have a better understanding of their
teachers’ grading. They stated that thanks to learning the rubric and the grading system used
by their instructors, they were better able to see where they made mistakes, and what mistakes
make them lose more points. In this way, they figured out where their instructors deducted
points and why they were given specific points. In addition to having a clearer idea of their
instructors’ grades, one of the students pointed out that before the training and his self-
assessment practice, he used to think that the instructors favor some students over the others
while grading their exam papers. He often believed that the instructors had a problem with him
and that is why he was not evaluated in a fair way. After he received the distant training, he
acknowledged that there were rules and set criteria against which their exams were marked
and their teachers follow this procedure and do a fair grading for all the students. Another
student stated that besides understanding why she gets specific points from her teachers, she
also realized that marking student papers adhering strictly to certain criteria is a really hard
job, especially taking into account that there are 12 or more students in each class. One

student mentioned that:

‘I learned what | should pay attention to while writing and how | might lose points.”

(Student 5)
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Another student stated that:

“Of course, it made me understand better because | learned the scoring system that
our teacher evaluated us from. In this way it allowed me to better understand where |

made a mistake.” (Student 8)
Another student commented on the same point that:

“Yes, of course. Now | can understand without asking my teacher. You know, because
I'm familiar with evaluation, | can understand why | lost points from an exam.” (Student
6)

One of the students stated that:

“I certainly didn't know. In fact, | had the idea that that some teachers give very low
grades, and some teachers give very high grades. But when | saw this rubric paper and
evaluated myself, | realized that this thought was wrong. | learned that everything is
evaluated according to a certain rule. Before this training, | had never done a self-

evaluation of my writing.” (Student 7)

Challenges of Self-Assessment

In the interviews, the researcher asked the students whether they had any difficulties while
taking the distance self-assessment training, in terms of understanding the logic or in any other
aspect, and most of the students stated that they did not experience any challenges during the
trainings. They expressed that when they had a question or difficulty, they asked for
clarification from the researcher so that they could internalize the rubric and self-assessment
process. There was only one student who stated that she had a difficulty. He told that he did
not know the meanings of some words used in the writing rubric, and it was challenging for
him. One student stated that:

“Whenever there was something that | didn't understand, | asked for clarification. In that

way, | had the chance to learn things better.” (Student 6)
Another student expressed that:

“At first, while | was evaluating the sample papers, there were some sentences next to
the scores on the rubric. However, at first, | had a little difficulty when there were many
words that | did not know.” (Student 5)
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Suggestions Related to the Implementation of the Training

There were some suggestions made by the students during the interviews regarding the way
the training could be implemented. One of the students stated that despite being aware of the
fact that the training had to be given online, not face to face because of the pandemic, it would
have been better if it had been given in a classroom environment so that it would have been
more efficient. His quotation is given below:
“I think it is very unlikely that you can add anything extra. However, it could be like this,
instead of online, for example, if we had the chance, it would have been better face-to-
face. Maybe it would be better to work this out on actual paper, rather than digitally.

Therefore, if it wasn't for this Covid virus, maybe it would be better to have this training

face to face. Of course, this is not your problem.” (Student 7)

Furthermore, another student expressed that it would have been more useful for the students
if students had been given training on the use of the rubric to self-assess at the beginning of
the academic year when their level was A1 or A2. She stated that since the training was
effective in helping them improve themselves in their writing performance, they could have
benefitted more in terms of getting higher grades if it had been given earlier in lower levels.
Her quotation is given below:
“So actually | don't know how to say this, but for example, if we had been told about
these before the writing assignments were given or after the first 2 or 3 were given
when we started studying in the preparatory class, we could have scored better
because we would know how to evaluate while doing our homework or writing in the
exam. | think we could have added some things required from us in the exam by paying

more attention to them. In my humble opinion, it would be better if we learned this at

the beginning of the term.” (Student 8)
Except for these two suggestions, all the other students thought that the training was effective,
the explanation of rubric was clear and marking sample essays enabled them to understand
the assessment procedure better. They stated that they did not have any recommendations to

make. One of the students commented on this issue and said that:
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‘I can't think of anything at the moment. It was satisfactory for me. The rubric
explanation was understandable. It was also very useful to look at sample essays.”
(Student 6)

Based on the data gathered to learn what the students think about the distant self-assessment
training, it can be concluded that the maijority of students believe it helped them improve their
writing abilities and performance, as well as better understand their teachers' assessments.
Furthermore, the students were asked if they want to self-assess their future writing pieces
after the things they have learned thanks to the training, and all the students said: “Yes”,
although only one student stated that he would maybe want to do it again as it is a bit tiring for

him. The students’ answer could be the summary of the entire study.

The results of the interviews conducted with the students can be summarized as

follows:

1. students had positive opinions regarding the training and self-assessment,

2. they thought that the distance training was helpful for them to improve their writing skills
and performance,

3. learning the marking system allowed them to understand their strengths and especially
weaknesses in writing,

4. doing assessment on their own was useful for them to have a clear understanding of

their instructors’ grades.

The results of the analysis of the student interviews were reported in this section. For the
student interviews, the results were organized into categories. This section aimed to learn
about the students' reactions and experiences with the distant self-assessment training. The
results of the teacher interview will be presented in the next part as another set of qualitative

data to support the data from the interviews.
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Results of Interviews with the Teachers.
The outcomes of the interviews with the teachers will be presented in this section. Two
teachers were interviewed to learn their thoughts on distant self-assessment training and its

impact on their students' writing performance.

In order to address the fourth research question, the findings of the data collected and analyzed
will be reported in this section. It is hoped that by evaluating the data from the interviews, the
instructors' thoughts on the online self-assessment training offered to their students will be
revealed. The categories are the same four categories that were mentioned during the analysis
of the student interviews. These are the categories: learning to self-assess, benefits of self-
assessment, challenges of self-assessment, suggestions related to the implementation of the

training.

The results of the teacher interview confirm the data provided in this part from the student
interview. This shows that the opinions of the instructors and students regarding the distant
training are consistent with each other.
Research Question 4: What are the opinions of the Turkish EFL instructors about
providing their students with a distance self-assessment training?
The teachers were also asked whether they have ever used self-assessment practices in their
writing classes with their students and what they think of the self-assessment training. The
teachers who were interviewed stated that even though they gave feedback on their students
writing papers, they never asked them to evaluate their own writing pieces based on the rubric.
They both believe that the training was effective in teaching their students how to self-assess
themselves by using the writing criteria. One of the instructors said that:
“l give feedback to my students through rubric, but | have never given special training
for self-assessment before.” (Instructor 2-10 years of experience)
The other instructor, when he was asked about whether he thinks the training was effective in

teaching the students to self-assess, stated that:
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“I definitely think so because they learned the writing criteria. They learned how they
are evaluated. First of all, since this rubric is a detailed rubric, for example, since they
learned from what they get points out of 20 or 30 points, from where they lose points,
it does not have to be just an essay, even in any creative writing. Also, they learned
what they should pay attention to even when writing an e-mail, what the topic sentence
is and how important it is, how important the organization is, how many points it brings
and how many points it takes. That's why | am so happy. We thank you.” (Instructor 1-

14 years of experience)
Benefits of self-assessment
The instructors were asked if their students improved their writing performance thanks to the
distance self-assessment training they received. They think that their students became more
aware of how they are evaluated since they learned the rubric and the scoring system. They
believe that their students have a clearer understanding of what is expected of them and what
to do or avoid to get better grades in writing exams. Thus, they improved themselves in terms
of their writing performance. One of the teachers stated that:

“I definitely noticed improvement. As | said, since they express themselves depending

on the writing criteria, it was clear that they could write faster by using their creativity,

without exaggerating the organization and word use, grammar usage or memorization.

Because they knew what was expected of them, they wrote better.” (Instructor 1)
The other instructor stated the same topic:

“After the self-assessment training, as they learned better how the scoring system
works, they became more aware of what they should do in order not to lose points.

Therefore, | think their overall performance has also increased.” (Instructor 2)
Another question that was directed at the teachers was what they think the positive sides of
providing the students with a distance self-assessment training. Both of the teachers
expressed that their students’ self-confidence has increased since they knew what they
needed to more clearly and scored better in the writing exams. Also, they also stated that they
had a better understanding of the reasons behind getting a specific grade from their teachers
in the exams. One of the instructors mentioned that:

“I can say that their self-confidence increased when they increased their scores thanks

to awareness. They had a better understanding of how their teachers graded their
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papers and comments such as “My writing is pretty good and | don’t understand how |

lost points” have disappeared.” (Instructor 2)
There was another question that was asked to the instructors in the interview regarding
whether they have noticed any differences between the students who received the distance
training and those who didn’t in terms of their performance, attitude, or in any other aspect.
Both of the teachers told that the students who were trained acted more consciously. They
think that the self-assessment training raised the treatment group students’ awareness
regarding the requirements of the rubric and writing tasks. One of the instructors expressed
that:
“There was a difference like: our students who took the training acted consciously
because they were knowledgeable about evaluation. Students who did not receive
rubric training can also write. After all, they all receive writing training, but they always
had the following in mind, | wrote this but how much points | would get from this. They
were always in such a dilemma about whether they would lose points, but the students
who received the training were much more confident and knew what they were doing.

After all, | saw that they were able to act much more confidently, as if | could do that or

| can't get points from here.” (Instructor 1)
Challenges of Self-Assessment
The teachers were asked if their students experienced any difficulties while taking the self-
assessment training. One of them said that his students had difficulties in marking the sample
essays with the researcher for the first time, however, when they continued to take the training,
they were able to solve that problem. The other instructor stated that some of the students
might have had problems in understanding all the items in the writing rubric and they dealt with
this problem thanks to the three different training sessions. The students had the chance to
ask for clarification during the trainings when they had questions in mind.

“As far as they told me, | think that they had difficulties in evaluating the exam with the

researcher at first, but this difficulty disappeared when they continued their training.”

(Instructor 2)

Another question asked to the instructors was what they think the negative aspects of the

training were. One teacher stated that there were no negative sides while the other mentioned
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that since self-assessment is a new experience for the students, maybe some of the students
found it difficult psychologically.
“... Because some students may find it difficult to do this psychologically if they have
not done any self-evaluation until they start their university education. But it can't be a

generalization, maybe there is such a problem individually. So | don't see any other

negative side.” (Instructor 1)

Suggestions Related to the Implementation of the Training

There were a few suggestions made by the instructors regarding the implementation of the
distance self-assessment training. One of them suggested using various online platforms
rather than using just a video conferencing platform in order to make the online training more

effective and students more motivated. His quotation is given below:

“‘Maybe platforms such as Nearpod, Wordwall etc. can be used to make the training
more suitable for online education. These are some of the applications that we use and
benefit from in our lesson plans to make online education more effective. Students can

be more motivated when they do some activities using this platform.” (Instructor 1)
The other instructor recommended assigning students more sample essays to assess in order
to help them internalize the rubric and self-assess themselves better and easier. However, he
also stated that students often find homework as a burden, so they would probably find it time-
consuming. His quotation is also given below:

“‘Maybe | could give students homework and ask them to do more evaluation by

providing examples that they can evaluate outside of the training. This would make it

much easier for students to grade themselves, but on the other hand, many would see

these assignments as a burden, so they could do it carelessly or not at all.” (Instructor
2)

Considering the data collected to find out what the teachers’ opinions about the self-
assessment training were, it can be concluded that both of the teachers think that training
students to self-assess their writing using a writing rubric is useful for improving their writing
performance. Furthermore, both instructors believe that the students who took the distance

training acted more self-confident and conscious and understood their writing exam results
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graded by the teachers better. In addition, in the interview the teachers were asked if they
would use self-assessment practices in their writing classes in the preparatory school the
following year, and they think training students on self-assessment and the use of self-
assessment practices are helpful for students and they will use it in the following years.

The following is a summary of the results of the interviews with the instructors:

1. Instructors had positive opinions related to the distance self-assessment training and
their students’ experience during the process.

2. They thought that distance training boosted their students’ self-confidence and
helped them increase their writing grades.

3. Teaching the rubric and self-assessment raised an awareness in students regarding
the expectations of writing tasks, mistakes they should try to avoid and things they need to do
to achieve better scores.

4. Their students started to comprehend better why they were given specific grades
after they received the distance training.

The findings of the analysis of the teacher interviews were reported in this section. For the
teacher interviews, the results were organized into categories. Some of the categories were
named after the composition of the questions that had been written ahead of time, and others
were discovered during the transcription process. This section sought to determine whether
teachers believe distance training is an effective technique to educate students on self-
assessment and whether it has assisted their students in improving their writing grades or in

any other aspect.

The Results of Quantitative and Qualitative Data

In the current research study, data were collected both quantitatively and qualitatively. After
analyzing the quantitative data, qualitative data were collected to explore the opinions of the
participant students and teachers. Based on the analyses of both the quantitative and
qualitative data, it has been observed that the results reached from both type of data supported

each other. The following table summarizes the results.



58

Table 12

Overall Results

Results of the Quantitative Phase of the
Study

Results of the Qualitative Phase of the Study

Overall, the result of the analyses
indicated that the distance self-
assessment training improved Turkish
EFL learners’ writing performance on
the first occasion, and the same result
was confirmed with the second

occasion.

Both the students and instructors thought that the
distance training was helpful for the EFL learners to
improve their writing skills and performance.

The students and teachers believed that the EFL
learners became more aware of what is expected of
them, their strengths and requirements of the writing
tasks, and these helped them score better in writing

exams.

Overall, on the first occasion, the impact
of the distance training program on
students’ assessment of themselves
cannot be revealed; in contrast, on the
occasion, the

second findings

demonstrated that students who
completed the distance training program

can assess themselves as close as

teachers’ assessment.

For all the students who were interviewed it was the
first time they self-assessed their writing pieces
based on a writing rubric (This could explain the
result that in the first writing exam, they weren’t able
to assess themselves as close as their teachers.)
The students believed that they gained a better
understanding of their teachers’ grades thanks to
the distance training and in this way they learned
how to self-assess themselves.

-The teachers stated that the students who were
trained were more self-confident after the training
and their questions regarding their grades or the
marking system seemed to disappear, which could
support that the fact that they became more aware
of how they are graded, they self-assessed

themselves as close as their teachers.
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Conclusion

The data collected from interviews and the quantitative data gathered through the exam grades
given both by the students and instructors were evaluated and interpreted in this chapter. In
the next chapter, further in-depth analysis, discussions, and interpretation of the data will be

presented from multiple perspectives.
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Chapter 5
Conclusion, Discussion and Suggestions
Introduction
The principal findings of the current study are described and discussed in this chapter. This
chapter also includes the conclusion, limitations of the study, and suggestions for future

research.

An Overview of the Study

The main aim of the present study is to examine the effect of training students through online
sessions to self-assess their writing on the writing and self-assessment performances of the
English preparatory school students. In particular, the study aims to investigate whether
training learners to apply the writing criteria improves their writing scores and whether there is
a difference between self-assessment performances of the students in the control and
experimental groups. Itis considered that the closer students’ grades to their teachers’ grades,
the better they learnt to self-assess. Furthermore, the study also aims to reveal what the
participant students receiving the training and their instructors think about the distance self-

assessment training.

The study was conducted at one of the private universities in Ankara, with English Preparatory
Program students and instructors. The participants of the study were 46 students and two
instructors. There were two control and two experimental groups, which were decided
randomly. There were 12 and 11 students, so 23 students in both the control and treatment

groups.

Before the collection of data, the students in the experimental groups were given an online
training, which were held in three sessions, on self-assessment with the help of sample essays
and the writing rubric used at the preparatory school. In the first session which lasted 60
minutes, the researcher aimed at introducing what self-assessment is, going over the items in
the rubric that they were going to use to self-assess and how they could make use of self-

assessment so that they can benefit from it in their language learning journey. In the second
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session of the training, the researcher went over the rubric so that the students could
remember the items and have the opportunity to ask questions to discuss the unclear points if
they had any. After the discussion of the items in the writing criteria, the students were asked
to mark a sample B1 level essay which were taken from the online resources of Cambridge
university and shown to their instructors and taken approval by them to make sure the level
and expectations are compatible with each other. The instructors had also marked the sample
essays in order to standardize the learners to train on the rubric and self-assessment. The
students marked the essay on their own first and then they were asked to share their ideas
with each other and discuss their ratings in smaller groups, and then the researcher asked the
students’ grades for each item in the rubric, told the grades given by the instructors and
explained to them why the specific score was given for each and every item. In the third and
last session, the students assessed another sample essay which was better than the previous
one. The same steps were repeated in this session as well and the students asked their
questions during and after the session. The students were explained that they would mark two

of their own writing exams after the exam on the given criteria.

In the current study, both quantitative and qualitative data were collected. For the collection of
quantitative data, the students’ ratings in two of their writing exams and their instructors’ grades
given to these exam papers were used. As for the qualitative data, eight of the students from
the treatment groups and two instructors were interviewed to find out their opinions regarding
the effectiveness of distance self-assessment training. The results are summarized and

discussed in the following paragraphs.

The Effect of the Training on Students’ Writing Performance

Previous studies evaluating the effects of self-assessment on learners’ writing performance
observed inconsistent results on whether self-assessment practices cause an increase in the
students’ writing scores (Boumediene & Berrahal, 2021; Ratminingsih et al., 2018; Naeini,
2011; Wei, 2007; Yildirim, 2001; Marteski, 1998). The first research question in this study

sought to determine whether the distance self-assessment training causes an improvement in
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the writing performance of the students in the experimental group compared to the control
group students who did not receive the training. In the first writing exam, there was a significant
difference between the control and treatment group in terms of their writing performance in
favor of the treatment group. Also in the second exam, the treatment group had higher writing
performance than the control group. Overall, the results show that on the first occasion, distant
self-assessment training increased Turkish EFL learners' writing performance, and the same

result was validated on the second occasion.

The current study confirms that self-assessment is associated with improvement in writing
skills and performance of EFL learners. These results reflect those of Boumediene & Berrahal
(2021) who also found that most students improve their writing skills by reducing the amount
of mistakes they make after implementing self-assessment procedures in a writing classroom.
For example, the number of grammatical errors has dropped from 90 to 6 in 50 copies. As it is
interpreted by the authors, training students on assessing themselves is a valid, dependable,
and successful instrument for assisting students in identifying and correcting their own pieces
of writing, and consequently improves their writing performance gradually (Boumediene &
Berrahal, 2021). In the study by Ratminingsih et al. (2018), the aim was to investigate the effect
of self-assessment on students’ independence and writing competence. The treatment group
trained on self-assessment showed significantly better performance than the other group
trained on conventional writing assessment. As a result, they recommended teachers make
the most of self-assessment as an alternate teaching and learning technique in writing classes
(Ratminingsih et al., 2018). Another study by Naeini (2011) was conducted on the relationship
between self-assessment practices and improvement in writing and speaking skills of EFL
learners at tertiary level. The study was also an experimental one like the current study with
both control and treatment groups. The results of the study show that there was a statistically
significant difference between the control and experimental group at the end of the study. The
experimental group learners showed better performance than the control group in both writing

and speaking exams. The author concluded that assessing themselves boosted language
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skills of the EFL learners (Naeini, 2011). This finding was also reported by Wei (2007) in the
study with 32 participants who were divided into two groups: experimental and control. In the
study, the aim was to find out whether self-assessment with specific criteria enhance graduate
level learners’ writing. The results indicated that the experimental group outperformed the
control group in terms of their writing achievement (Wei, 2007). The results of the present study
are also in line with a study conducted by Marteski (1998) on the impact of training learners to
self-assess in order to investigate development in their writing scores and self-assessment
abilities. The holistic writing score on writing samples gathered before and after the intervention
was used to assess students' writing ability. Positive changes in their score showed an
improved level of writing for each student in the study. The researcher commented on this
result by indicating that students may benefit from being taught writing evaluation criteria since
they will learn what defines good writing. The researcher also added that at the beginning of
the study it was hoped that by incorporating the criteria for good writing into their own work,
students would improve their writing skills and this expectation was fulfilled at the end of the

study (Marteski, 1998).

On the other hand, there are other studies conducted on the effect of self-assessment practices
on writing performance of learners, which found no significant difference contrary to the current
study. For instance, the study carried out by Yildirrm (2001) in the Turkish context aimed to
investigate whether training learners to self-assess their own writing improves their writing and
self-assessment skills. The results showed no significant difference between students’ writing
scores before and after the training. The researcher thought that this finding might have been
because of the type of the writing, which was argumentative essay. She also added that
another factor affecting the result could have been due to the application of process writing
model during the study. Moreover, she suggested that if each trait in the writing rubric had
been analyzed separately, it would have been possible for the results to be significant as some

students might have performed well in some categories of the rubric if not all.
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To sum up, in accordance with the effect of distance self-assessment training on writing
performance, training students with sample essays and the rubric against which they are
evaluated obviously gave clear criteria for good writing. In the form of a rubric, the students
were given a set of fixed criteria for judging their work. Students were able to absorb the
standards by which their products and performances were evaluated through self-assessment
(McMillan & Hearn, 2008; Andrade & Du, 2007). During the training sessions, they were given
clear instructions on what to do and how to enhance their writing pieces. They had the chance
to mark the sample essays using the criteria, and this helped them understand how to write
successfully by comparing the essays and their work to the criteria (Ratminingsih et al., 2018).
The distance training gave them the opportunity to practice assessment with the explanation
of the rubric by the researcher and to reflect on their own work by using the same criteria while
producing essays. The students who were treated by the rubric and self-assessment were able
to standardize themselves to better self-assess their own writing as during the training session,
they were asked to evaluate the sample papers first individually, then discuss their grades in
groups and as the last stage of the marking process come together with the researcher and
ask any points they found challenging. This process assisted them in realizing their strengths
and weaknesses, and this eventually led them improve their writing scores. After assessing
themselves in one writing exam and learning their grade, the students did the same thing in
another writing exam which they took two weeks later. This shows that the learners in the
treatment group were also able to determine which areas of their writing they excelled in and
which aspects they needed to improve (Ratminingsih et al., 2018). On the contrary, the control
group students who did not receive the distance training wrote their essays during the exam
and assessed themselves using the same rubric. Because they did not have the chance to
internalize the items in the rubric and expectations of them as clearly as the treatment group

learners, no significant increase in their grades was observed.
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The Effect of the Training on Students’ Self-Assessment Performance

Prior studies that have noted the importance of practicing self-assessment and its effects on
the relationship between learners’ assessment of their writing pieces and that of their teachers
found conflicting results (Ghoorchaei & Tavakoli, 2019; Matsuno, 2009; Wei, 2007; Elahinia,
2004; Yildinm, 2001). The second research question aims to reveal whether the distance self-
assessment training affects the gap between EFL learners’ self-assessment scores and writing
grades given by the instructors in two different writing exams. The results show that the
students in the experimental group self-assessed themselves more accurately than the control
group when the grades by the students and instructors were compared. However, there was
no statistically significant difference between the treatment and control group on the first
occasion. There could be several factors that might have affected the results of training
learners to self-assess. One of the factors could be the time restrictions. Training students on
the grading criteria has been suggested as a way to gradually introduce self-assessment
(Ferris & Hedgcock, 1998; O’Malley & Pierce, 1996). Therefore, if the first writing exam had
not been given one week after the distance training, the students would have had the
opportunity to internalize the grading criteria better (Yildirnm, 2001). Another reason why no
significant changes were not found in the first writing exam might be the duration of the distant
training program. The training could have been more effective if the learners had been provided
a training which lasted a longer period of time than three weeks (Yildirim, 2001). In addition,
lack of practice in assessing themselves may be another factor behind this finding. All the
learners who were interviewed regarding their views on the training and their self-assessment
process stated that it was their first time that they were involved in such training and practice.
They also mentioned that they had never used a grading criteria to assess themselves prior to

this research study.

The discrepancy between students' and teachers' ratings yields similar outcomes in related
literature. For instance, in a study conducted by Yildirim (2001) the impacts of training learners

to self-assess with the pre-set criteria on their writing and self-assessment skills were
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investigated. In her study, the results show that the learners in the treatment group assessed
themselves closer to their teachers in three different writing tasks compared to the students in
the control group who assessed themselves very differently from their teachers. Although there
was a consistent improvement in the way they assess themselves, there was no statistically
significant difference. The results were interpreted by the researcher that the training was
effective in helping the treatment group self-assess more accurately because their ratings got
closer to the ratings of the instructors. However, since the results were not found statistically
significant, there could have been some factors affecting the outcome of the training such as
time constraints or the type of writing task (Yildirnm, 2001). Another study by Ghoorchaei &
Tavakoli (2019) was conducted on the difference between self- and teacher assessment of
writing skills in a portfolio program with Iranian learners. The results revealed that there was a
significant difference between the ratings of the students and teachers. The authors concluded
that these results could be because one semester may not sufficient to teach learners to self-
assess accurately. This finding is also in line with the findings of the study by Wei (2007). In
his study as well, the results showed that the learners assessed themselves significantly
differently compared to their instructors. At the end of the study, it was concluded by the
researcher that even though the participants were all graduate level learners, in their interviews
they stated that they did not take the Self-Assessment Guide into consideration while revising
their writing tasks in the portfolio program. Therefore, when learners were not trained well, self-
assessment would not be accurate even if the learners are more experienced ones (Wei,
2007). According to Little (2005), learners whose formal education has been traditional and
teacher-led cannot be expected to effectively judge themselves. Therefore, it can be inferred

that learners need training, time and practice to be able to self-assess more accurately.

The other and the most interesting finding of the present study was that the treatment group
managed to score their papers in such a way that the grades they gave for themselves were
very close to those given by their teachers. However, that was not the case for the control

group, who assessed their own writing skills significantly differently from their teachers. There
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may be several factors behind why the students in the experimental group became more
accurate in self-assessment in the second writing exam. One of the reasons could be that
students in the treatment group might have had the chance to internalize the training they had
been provided with. During the training, they learnt what each criterion meant and how they
can assess each but only after they had the chance to self-assess their papers, rather than the
sample essays provided by the trainer, they had a better understanding of how assessment
actually works. Another reason might be related to the fact that these students were asked to
evaluate their papers shortly after they had been given the training. Only a few days later they
had their 15t writing exam and needed to evaluate themselves and that might be the reason
why they could better evaluate themselves in their 2" writing exam. This finding is consistent
with that of Elahinia (2004) who found that there is a substantial positive association between
self- and teacher evaluation. The similarity in findings could be attributed to self-assessment
checklists. Participants in Elahinia’s study were required to complete a checklist in which they
were asked to answer yes or no to a series of yes/no questions. The learners who took part in
this research were also asked to self-assess themselves with a detailed grading criteria which
includes separate items that consist of how well students can write in terms of content,
organization, language use and mechanics. On the other hand, in the study by Ghoorchaei &
Tavakoli (2019), the participants had to choose the statement that best matched their writing
ability on a Likert-type scale and the ratings of the students and their teachers were not close
to each other. Moreover, this finding also contrasts with Matsuno's (2009) findings, which
showed that Japanese students rated their writing lower than expected. According to Matsuno
(2009), this underestimating of their writing ability may be due to the Japanese people's
predisposition to be modest. The need for greater research into self-assessment as a method
for assessing language skills in the EFL environment is highlighted by these contradicting

findings.

In a nutshell, learners might get more accurate and effect self-assessors of their writing

performance when they are trained on how to use a grading criteria. The inconsistent results
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in earlier studies may be because of the duration of the training offered to learners, types of
self-assessment checklists, or rubric, lack of practice in self-assessment, and even cultural
differences. The need for greater research into self-assessment as a method for assessing

language skills in the EFL environment is highlighted by these contradicting findings.

The Views of the Learners and Instructors about the Effects of the Training

Analysis of qualitative data suggests that both students and teachers who participated in the
present study have a positive attitude toward self-assessment and the distance training. The
students all believed that they benefitted from the distance self-assessment training to improve
their writing performance. They stated that they learned what to do and what not to do when
writing an essay thanks to learning the grading criteria and practicing assessment against the
criteria. Another reason why they thought the training was effective was that learning their
strengths and weaknesses helped them better understand their instructors’ expectations and

ratings.

The teachers also stated that their students became more self-confident in what they are doing
in terms of the writing tasks. They thought that their students had a better understanding of
their exam grades due to knowing the grading criteria in detail and requirements of the writing

tasks thanks to the distance training provided to the learners by the researcher.

In accordance with the present results, previous studies have demonstrated that students and
teachers have positive attitudes towards self-assessment and they find it as an effective way
to improve writing skills. The findings of the present study are in line with that of Boumediene
& Berrahal (2021) who found that all the teachers and students have positive opinions
regarding using self-assessment in writing classes. Ghoorchaei & Tavakoli (2019) also stated
that six students out of eight who were interviewed thought the process of self-assessment
was beneficial and efficient in assisting them write better essays. This finding was also reported
by Bing (2016) and Fahimi and Rahimi (2014) that self-assessment is considered as a positive

and useful experience by both students and teachers.
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Conclusion

The study’s findings reveal that training learners to self-assess their writing skills against pre-
set grading criteria affects students’ writing performances significantly. In addition, the study
also found that distance self-assessment training has a significant impact on students’
assessments of their own writing performance. The students who received the training were
able to assess themselves accurately in the first writing exam although the difference between
the experimental and control group was not substantial. However, in the second writing exam,
experimental group learners were able to self-assess as close as their instructors while there
was a significant difference between the control group students’ self-assessments and the
teachers’ assessment of those students’ writing skills. Furthermore, the current study also
shows that both the students and teachers view the distance training positively. They believe
that using self-assessment in writing classes help learners in getting better grades, learning
their strong and weak points, having a clearer idea of the requirements of writing tasks and
expectations from them, and understanding why they are given those specific grades by

teachers.

Previous studies conducted on the effects of training learners to use self-assessment in writing
classes and/or the impacts of self-assessment on students’ writing performances showed
mostly similar results. Most of the studies show that there is a significant impact of self-
assessment on students’ writing skills (Boumediene & Berrahal, 2021; Ratminingsih et al.,
2018; Naeini, 2011; Wei, 2007) whereas others reveal that using self-assessment does not
change learners’ writing performances significantly (Yildirrm, 2001). This situation is caused
by a number of factors, one of which is learners' preparedness to evaluate their own
performance. To put it another way, if students are taught how to use self-assessment, they
will be able to make rational decisions regarding their language acquisition. In some of the
previous studies, the students were given specific training on how to use a rubric to assess
their own writing skills. However, in some other studies, they were just given a guide to read

and understand how to self-assess accurately. The results of the studies show that students
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should be informed about the components in a grading criteria explicitly and practice assessing
other learners’ papers or sample writing pieces in order to have a better self-assessment
process. The rubrics used in tests can also be provided to students, as well as the assessment
criteria, so that they understand how to assess different components. Another reason behind
the different outcomes of the earlier studies could be the level of learners who were engaged
in self-assessment activities. When learners have a better command of the language, they will
be able to make more meaningful judgments regarding their own writing skills. This is because
learners understanding each and every item in a rubric, which is used to assess them by their
teachers, has an important role in helping learners assess themselves more accurately. By
doing so, they improve their writing skills and performance as they learn what is expected of

them more clearly due to learning the grading criteria in detail.

Prior studies that have been conducted on the accuracy of self-assessment observed
inconsistent results. Some of the studies reveal that there are significant differences between
learners’ and teachers’ assessments of writing skills (Ghoorchaei & Tavakoli, 2019; Matsuno,
2009; Wei, 2007; Yildirim, 2001) while others show that there is a strong relationship between
these ratings (Elahinia, 2004). There might be various factors affecting the outcomes of earlier
studies. One of these factors may be time related. Learning how to self-assess their own writing
skills may not be an easy task for students to accomplish. They might need some time to
internalize rubrics, checklists, or grading criteria so that they can apply what they have learned
to assess themselves. Another reason could be culture related. In some educational cultures,
learners are graded by teachers and they are not used to assessing their own skills. When
they are asked to do so, they may have difficulties in rating their own skills. In addition, the way
learners are trained also could make a difference. When they are trained on assessing
themselves against the same rubric their teachers use, they might rate themselves more
accurately and effectively. Additionally, the present study also shows that practicing self-
assessment also helps learners be more precise in their ratings. In the first exam, the students

in the experimental group assessed themselves more accurately compared to the learners in
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the control group. However, the difference was significant in the second writing exam in favor
of the experimental group. This confirms that practice is necessary for learners to be more
accurate self-assessors of their writing performance. Even though in the distance self-
assessment training, the experimental group learners practiced assessment through sample
essays, assessing their own writing pieces could have been more difficult in terms of objectivity

in the first writing exam.

The present study also shows that EFL students built positive attitudes towards the distance
self-assessment training and using self-assessment in writing lessons. They believed that the
training was effective in assisting them better understand their teachers’ ratings and what is
expected from them in writing tasks or exams. They also stated that they comprehended their
strengths and weaknesses thanks to the distance training and in return it helped them write
better writing pieces. Moreover, the instructors had positive viewpoints towards the training on
self-assessment. They thought that their students become more self-confident thanks to what
they learned during the training process. They believed that their students were affected

positively in terms of their writing performance after the training.

Based on the findings, it can be concluded that using a self-assessment approach might help
students become more motivated, independent, and thus more active in their language
learning process. Because autonomous students are able to reflect on their language abilities
and collaborate with their peers, they may make accurate appraisals of their language learning
progress. For a good autonomy process, both students and teachers must constantly analyze

the learning process (Najeeb, 2013).

Furthermore, it may be claimed that self-assessment encourages students to participate in the
learning process, thereby increasing their motivation. As much as it adds to autonomy (Nunan,
1988; Oscarsson, 1989), Making judgments about their own learning, according to Nurov
(2000), can lead to positive attitudes, which can lead to increased motivation and confidence

in the learning process (Gardner, 1999; Nurov, 2000). Finally, increasing student motivation
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and awareness of the role of self-assessment in language education may aid students in more

accurately measuring their language skills.

Limitations and Implications for Further Research

The current study, like any other, has some limitations. To begin with, this research is limited
to a single university. There is only one setting in which all learners receive the same language
education and instruction. Other schools could be included in future studies to examine the
impact of studying in diverse language education environments, such as public and private
schools, secondary and tertiary institutions, and institutions where the medium of instruction is

in native or target language.

Another limitation is related to one-module-long duration of the study. The learners were
trained on three different sessions through an online platform. The training period might not be
long enough for important changes to take place. For instance, students’ self-assessment
strategies may develop in a longer period of time. Extending the duration of the distance

training might lead to different results.

Moreover, quantitative data of the present study were collected through two writing exams. If

quantitative data were collected in three or more writing exams, the results could be different.
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APPENDIX-A: Consent Form

Bu form, Prof. Dr. ismail Hakki Mirici danismanliginda yiritiilen, “Ogrencilere Verilen
Oz Degerlendirme Egitiminin ingilizce Yazma Becerisine Etkisi” isimli yiiksek lisans tez
calismasina 6z degerlendirme egitimi, kendi yazma calismalarinizi degerlendirme ve mulakat
yoluyla katkida bulunmayi génulli olarak kabul ettiginizi beyan etmek Uzere dizenlenmistir.
Bu calismada, 6z degerlendirme egitiminin ingilizceyi yabanci dil olarak é3renen égrencilerin
hem yazma becerilerine hem de 6z degerlendirme performanslarina etkisinin arastiriimasi
amaclanmaktadir. Ayrica, 6z degerlendirme egitimi alan O6grencilerin ve onlarin
ogretmenlerinin, 6z degerlendirme egitimi ve egitimin yazma becerilerine olan katkisina yénelik
gOruslerinin alinmasi da amaglanmaktadir. Bu ¢alisma igin belirlenen veri toplama sirecinin
baslatilabilmesi igin Hacettepe Universitesi Etik Komisyonu’ndan gerekli izinler alinmistir. Bu
calismaya katilmak tamamen gonullilik esasina dayanmaktadir. Bu calismaya katiimak gibi
bir zorunlulugunuz kesinlikle yoktur. isterseniz galismaya katilmamayi segebilir ya da gonilli
oluyorsaniz ¢alismaya katilarak katkida bulunabilirsiniz.

Calisma kapsamindaki 6z degerlendirme egitimine katilmama ve mulakat formlarinda
bulunan sorulardan cevaplamak istemediginiz sorulari yanitsiz birakma hakkina sahipsiniz. Bu
calismadan istediginiz noktada ayrilabilirsiniz ve bu durum size higbir sorumluluk
getirmeyecektir. Sorularin tamamini cevapladiktan sonra calismadan cekilmek isterseniz
arastirmacilara ulasarak bu durumu belitmeniz durumunda bilgileriniz arastirmadan
cikarllacaktir. Calismayla ilgili netlestirmek istediginiz konular ve/veya sormak istediginiz
sorular olursa, arastirmacilara ulasarak gerekli bilgiyi edinebilirsiniz. Belirttiginiz bilgiler ve
verdiginiz yanitlar yalnizca bu ¢alisma icin kullanilacak; yanitlara sadece ilgili arastirmacilar
erigebilecek, verdiginiz yanitlar hi¢bir sekilde tguncl kisilerle paylagsilmayacak ve yalnizca
akademik amaglar igin kullanilacaktir.

Calisma kapsamindaki milakat formunda 8 adet acik uglu soru bulunmaktadir. Bu
sorulari cevaplamak yaklasik olarak 15 dakikanizi alacaktir. Gerekli izni vermeniz durumunda
arastirmaci, milakat sirasinda ses kaydi alacaktir. Ses kaydi alinmasini kabul etmeme
hakkina sahipsiniz. Bu durumda, muilakat o noktada sonlanacak ve bu durum size higbir
sorumluluk getirmeyecektir. Calismaya katilmaya onay vermeden 6énce sormak istediginiz bir
soru olursa, sorunuzu ilgili arastirmaciya yoneltebilirsiniz. Ayrica ¢alisma bittikten sonra da
arastirmacilara telefon ya da e-posta yoluyla ulasabilir, arastirma hakkinda soru sorabilir ve
sonugclar hakkinda bilgi alabilirsiniz.

Gonallu katiim formunu okudum, haklarimi anladim ve ¢alismaya gonullu olarak
katilmayi kabul ediyorum.

Tarih:

Arastirmact: Sorumlu Arastirmaci:

Katilimcr:
. Ati Adi, soyadi: Prof. Dr. ismail Hakki Mirici
Ad, soyadi: Adi, soyadi: Atiye Budanir y
Adres: Adres: Hacettepe Universitesi Egitim  Adres: Hacettepe Universitesi Egitim
. Fakiiltesi Beytepe/Ankara Fakultesi Beytepe/Ankara
Tel: D .
¢ Tel: 0507 843 74 90 e-posta: hakkimirici@gmail.com

imza: .

e-posta: atiyegozutok@gmail.com Imza:

imza:



APPENDIX-B: Interview Questions for the Students

Can you share your personal information with me? (e.g., your name, surname, ag
department)

. What do you think about writing education in prep class?

. What do you think about self-assessment? Did you know about self-assessment
before this study?

Have you ever self-assessed your writing before this study?
a. If yes, when and how?

Do you think that self-assessment training improves your writing?
a. Ifyes, how?

Do you think that learning self-assessment enabled you to understand your
instructor’'s assessment more clearly?
a. Ifyes, how?

Did you have any difficulties or challenges while having self-assessment training?
a. If yes, what are they?

Would you like to self-assess your future writing tasks?

To improve this self-assessment training, what do you suggest?
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APPENDIX-C: Student Interview Transcriptions
INTERVIEW 1

T: Oncelikli olarak ismini soy ismini yasini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)

S1: ismim X, 20 yagindayim. Bélimim ingiliz dili ve Edebiyati. (My name is X, | am 20 years
old. My major is English Language and Literature.)

T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki diigstincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S1: Oldukga memnundum. (I was pretty satisfied.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diigiiniiyorsun? Daha énceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S1: Daha 6énce 6z degerlendirme yapmay! bilmiyordum. Ogrendigimde yararli oldugunu
disundum ¢lnkil okulda hazirlik okulunda yazma egitimi verilse de puanlandirmayi
ogretmemiglerdi. O ytzden bir eksiklik hissediyordum. (I didn't know how to self-assess
before. When | learned it, | thought it was helpful because although writing was taught in
prep school at school, they didn't teach scoring. Therefore, | felt like something was missing.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
distlinliyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think your
distance self-assessment training improved your writing? Did you improve your
writing skills?)

S1: Yazma becerimi direkt gelistirmese de neyi yanhs yaptigimi gérdiim ve hatalarimi
dizeltmemi sagladi. (Even though it didn't improve my writing skill directly, | saw what | was
doing wrong and it helped me correct my mistakes.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini diigiiniiyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S1: Evet, dustntyorum. (Yes, | do.)

T: Sence nasil yardimci oldu? Ogretmenin sana verdigi notlari anlamanda. (How do
you think it helped you understand the grades your teacher gave you?)

S1: Ben 6gretmenimin verdidi notlarin neye goére oldugunu, hangi yanlisindan ne kadar puan
kirdigini gérebildim. Hangi yanlisin ne kadar ¢ok etkiledigini 6grendim. (I was able to see
what my teacher's grades were based on, and how many points | lost for a specific mistake. |
learned which mistake affects how much of my total grade.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin mi?
Anlamakta ya da baska bir tirli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S1: Hayir, yasamadim. (No, | didn't.)

T: Tamam, peki gelecekteki yazma ¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)
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S1: Evet isterim. (Yes, | would.)

T: Peki, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek igin
bana ne onerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Well, what
can you suggest me to improve the distance self-assessment training | have given
you? Is there anything you say would be better if it was different?)

S1: Aslinda yok. Biz okulda yazdigimiz yazilari degerlendirdigimiz icin anlayabildik ama eger
Oyle olmasaydi burada Zoom Uzerinden yapalim derdim. Yani, burada da yazalim derdim
ama okulda yaptigimiz i¢in anlayabilmigtim. (Actually not. We were able to understand it
through assessing our work at school, but if we hadn’t done that, | would suggest doing the
self-assessment it here on Zoom. | mean, | would say we should write and evaluate our own
work here too, but because we did it at school, | could understand it.

T: Tamam, ¢ok tesekkiir ederim. Eklemek istedigin bir sey var mi? (OK, thank you very
much. Is there anything you want to add?)

S1: Hayir, tesekkur ederim. (No thanks.)

INTERVIEW 2

T: Oncelikli olarak ismini soy ismini yagini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)

S2: ismim X, 19 yasindayim. Bélimiim Beslenme ve diyetetik. (My name is X, | am 19 years
old. My major is Nutrition and Dietetics.)

T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki diistincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S2: Ben gok memnundum. Zaten ingilizcem gok iyi degildi, hazirlikta aldigim egitim
sayesinde belli bir seviyeye geldi. (I was very satisfied. My English was not very good
anyway, thanks to the training | received in preparation school, | reached a certain level.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diisiiniiyorsun? Daha énceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S2: Hayir, daha 6nce degerlendirmemigtim. Daha dogrusu nasil degerlendirecegimi
bilemiyordum. Mesela egitim aldiktan sonra biz 2 tane sinav olduk. Bu sinavlarda da
kendimize puan vererek degerlendirdik. Hatta benim kendime verdigim puan ile sinavdan
aldigim puan arasinda 0,25 puan fark vardi. Yani baya etkili oldu benim igin. (No, | didn’t. |
mean, | didn't know how to evaluate it. For example, after the training, we had 2 exams. In
these exams, we evaluated ourselves by giving points to our own work. In fact, there was a
0,25 points difference between the score | gave myself and the score | got from the exam.
Therefore, it's been pretty effective for me.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
diisiniiyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think your
distance self-assessment training improved your writing? Did you improve your
writing skills?)

S2: Yazarken nelere dikkat etmem gerektigini, neleri kullanip kullanmayacagini 6grendim. (|
learned what to pay attention to while writing, what to use and what to avoid.)
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T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini diigiiniiyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S2: Evet dyle. Hocamin neden puan kirdigini ve neye goére puan aldigimi anlamis oldum.
(Yes. | understood why my teacher deducted points and how | was given specific points.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin m?
Anlamakta ya da baska bir tirli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S2: Yok anlamadiklarimi zaten sormustum size. (No, | had already asked you about the
things | didn't understand.)

T: Tamam, peki gelecekteki yazma ¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)

S2: Tabii ki daha verimli olur benim igin. (Of course, it will be more efficient for me.)

T: Peki, sizlere vermig oldugum uzaktan 6z degerlendirme egitimini gelistirmek igin
bana ne 6nerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Well, what
can you suggest me to improve the distance self-assessment training | have given
you? Is there anything you say would be better if it was different?)

S2: Egitimin esnasinda bizlere vermis oldugunuz rubric ile degerlendirme yaptiktan sonra
anlayip anlamadigimizi gérmus olduk. (After evaluating with the rubric you gave us during
the training, we saw whether we understood or not.)

T: Tamam, ¢ok tesekkiir ederim. Eklemek istedigin bir sey var mi? (OK, thank you very
much. Is there anything you want to add?)

S2: Ne demek, ben tesekkir ederim. (No, thank you.)

INTERVIEW 3

T: Oncelikli olarak ismini, soy ismini, yasini ve béliimiinii benimle paylagir misin?
(First of all, can you share your name, surname, age and department with me?)

S3: Peki adim X. 19 yasindayim ve bilisim sistemleri muhendisliginde okuyacagim. (Ok, my
name is X. I'm 19 years old and I'm going to study in information systems engineering.)

T: Tesekkiir ederim. Hazirliktaki yazma egitimin hakkindaki diisiincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in preparatory school?)

S3: Ben gayet memnundum. Writing seven biri olarak gayet memnunum acikgasi. (I was
quite satisfied. As a writing lover, | am quite pleased, frankly.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diisiiniiyorsun? Daha énceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S3: Cok ayrintili bir sekilde bilmiyordum ama kendi 6édevlerimi kontrol ederken kullaniyordum
acikgasl iste yanlis var mi, nasil bir yerden devam etmeliyim diye. Oz degerlendirmeyi
o6grendikten sonra 6zellikle writing sinavlarinda ¢ok isime yaradi. Artik neye dikkat etmem
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gerektigine daha iyi bir sekilde karar verebiliyorum ve analizimi daha iyi bir sekilde
yapabiliyorum. (I did not know in detail, but | was using it while checking my own homework,
frankly, to see if there is anything wrong with it, where | should continue. After learning self-
assessment, it helped me a lot, especially in the writing exams. Now | can better decide what
to pay attention to and do my analysis better.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
diisiiniiyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think distance
self-assessment training improved your writing? Did you improve your writing skills?)

S3: Bence acikgasi not anlaminda gelistirdigini dusunuyorum. Mesela ben bu egitimi
almadan 6nce daha dusuk not aliyordum. 18 falan aliyordum. Bu egitim aldiktan sonra 19 ile
20 arasinda almaya bagsladim 20 tzerinden dederlendirilen sinavlarda ve hocalarim bana
daha iyi plan yaptigimi soylediler. (Frankly, | think it improved me it in terms of my grades.
For example, before | took this training, | was getting lower grades. | was getting like 18.
After receiving this training, | started to get between 19 and 20 in the exams evaluated out of
20 and my teachers told me that | had a better organization.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini digiiniiyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S3: Evet, rubric kullanarak quiz degerlendirmenin ne kadar zorlayici bir sey oldugunu
anladim. Hocamin 12 6grencinin sinavini dederlendirmek igin oldukga uzun bir zaman
harcamasi gerektigini ve bu isin hi¢ de kolay olmadigini anladim. (Yes, | realized how
challenging it is to evaluate a quiz using rubric. | realized that my teacher had to spend a
very long time evaluating the exam of 12 students and it was not an easy task.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin mi?
Anlamakta ya da baska bir turli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S3: Herhangi bir zorluk yasamadim ben. (I did not experience any difficulties.)

T: Tamam, peki gelecekteki yazma ¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)

S3: Evet isterdim. (Yes, | would)

T: Peki, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek igin
bana ne onerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Well, what
can you suggest me to improve the distance self-assessment training | have given
you? Is there anything you say would be better if it was different?)

S3: Acikgasi bu konuda ¢ok profesyonel degilim ve verdiginiz egitimi dusindigim zaman
gayet iyi bir sekilde agiklamistiniz o tasklari ve o puanlama sayfasini. Ben ¢ok ek bir sey
olmasi gerektigini distinmuyorum agik¢asli. (Frankly, I'm not very professional on this
subject and when | think about the training you gave us, | see that you explained those tasks
and that scoring page very well. Frankly, | don't think there should be anything extra.)

T: Tamam, ¢ok tesekkir ederim. Eklemek istedigin bir sey var mi? (OK, thank you very
much. Is there anything you want to add?)

S3: Hayir, tesekkir ederim. (No thanks.)
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INTERVIEW 4

T: Oncelikli olarak ismini soy ismini yagini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)

S4: Tabi ki adim X, Tip okuyorum. 20 yasindayim. (Of course, my name is X, I'm studying
medicine, I'm 20 years old.)

T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki diigstincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S4: Bence bizim okulun yazma egitimi gayet iyi. Clnku sdyle sdyleyeyim, hani 6devler ve
hocalarin ilgisi bence gayet iyi. Yani her derste bir sey yaziyoruz. Genel olarak memnun
oldugumu sdyleyebilirim. (I think our school's writing education is pretty good. This is
because | think the homework and the interest of the teachers are very good. Therefore, we
write something in every lesson. In general, | can say that | am satisfied.)

T: Tamam tesekkiir ederim. Oz degerlendirme egitimi hakkinda ne diigiiniiyorsun?
Daha 6nceden 6z degerlendirme yapmayi biliyor muydun? (OK, thank you. What do
you think about self-assessment training? Did you know how to do self-assessment
before?)

S4: Hayrr, ilk defa burada 6grendim. Zaten bu ¢alismayi1 yapmasaydim bilmezdim buyuk
ihtimalle. Cok da isime yaradi. Yani yazmada ¢ok yardimci oldu. Daha énce hi¢ kendimi
degerlendirmemistim ama bunu 6drendikten sonra degerlendirmeye bagladim. (No, | learned
it here for the first time. If | hadn't done this work, | probably wouldn't have known about self-
assessment. It worked very well for me because it helped a lot in writing. | had never
evaluated myself before, but after learning this, | started to doing so.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
dustliniiyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think your
distance self-assessment training improved your writing? Did you improve your
writing skills?)

S4: Kesinlikle distiniyorum hocam. Yazarken artik hem daha farkli kelimeleri kullanmaya
calisiyorum hem de artik paragraf benden ne istiyor ve neyi nasil yazmam gerektigini daha
iyi tahmin edebiliyorum diye disiniyorum. Yani benden beklenenin ne oldugunu daha iyi
anliyorum. (I definitely think so. While writing, | try to use different words, and now | think that
| can better predict what the paragraph wants from me and how | should write it. So, |
understand what is expected of me better.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini diigliniiyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S4: Evet dusinldyorum. Hocamiz sinav sonunda bize rubric dagitti. Hem kendimi
degerlendirdim hem de daha sonra hocanin verdigi puan ile arasinda fark olup olmadigini
gordim. Kendi degerlendirmem ve hocamin degerlendirmesindeki puanlar hemen hemen
ayni oldugundan hocayi daha iyi anladigimi dastndyorum. (Yes, | think so. Our teacher gave
us rubrics at the end of the exam. | evaluated myself and then saw if there was a difference
between the score given by the teacher. | think | understand the teacher better since my own
assessment and the scores in my teacher's assessment are almost the same.)
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T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin m?
Anlamakta ya da baska bir tirli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S4: Yok bence gayet eglenceli ve faydaliydi. (No, | think it was pretty fun and useful.)

T: Tamam, peki gelecekteki yazma g¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)

S4: Evet isterim. (Yes, | do)

T: Son olarak, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek
icin bana ne onerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Finally,
what can you suggest me to improve the distance self-assessment training | have
given you? Is there anything you say would be better if it was different?)

S4: Soyle dugunlyorum zaten hocam hepsinde bence gayet glizel bir sekilde dgrettiniz. Yani
daha iyi olmasi igin bir sey sdylememe gerek kalmadi sayenizde. (I think you have taught all
of them very well so | cannot suggest anything to make it better thanks to you.)

T: Tamam, ¢ok tegsekkir ederim. (Ok, thank you very much.)

S4: Ben tesekklr ederim. (Thank you.)

INTERVIEW 5

T: Oncelikli olarak ismini soy ismini yasini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)

S5: Adim X, Tip fakultesini kazandim. Su an 20 yasindayim. (My name is X, | am going to
study Medicine. | am 20 years old now.)

T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki diigtincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S5: Bence guzel bir egitim veriliyor. Yani ben yUz yuze egitimlere katilmasam da online
olarak gercekten iyi olduklarini distniyorum. (I think they provide a good education. So
even though | don't attend face-to-face lessons, | think they are doing a really good job
online.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diigiiniiyorsun? Daha dénceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S5: Hayir, yani daha énce karsilasmadim. (No, | mean, | haven't heard about it before.)

T: Tamam, bu ¢caligmadan 6nce herhangi bir yazinin kendi kendine degerlendirmis
miydin? (OK, did you self-evaluate any of the papers prior to this study?)

S5: Yani en azindan acip nasil yazmisim falan diye baktim ama hani boyle kapsamli bir
sekilde degil. (I sometimes checked my work and tried to see how | wrote it, but not in such a
comprehensive way.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini diigtinliyor musun? (OK thank



Ixxxix

you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S5: Evet duslinlyorum. Sonucta bir feedback verdiniz. Ona gore ben yanlislarimi dizelttim.
Yani en azindan neyi yanlis yaptigimi da gérmus oldum. (Yes, | do. After all, you gave
feedback. According to the feedback, | corrected my mistakes and | saw what | did wrong.)

T: Peki 6z degerlendirmeyi 6grenmenin ogretmenin seni degerlendirmesini daha iyi bir
sekilde anlamani sagladigini dugliniiyor musun? (Do you think that learning self-
assessment helps you better understand the teacher's assessment of you?)

S5: Ne yazarken nelere dikkat etmem gerektidini, nelerden puan alamayacagimi égrendim. (I
learned what | should pay attention to while writing and how | might lose points.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin mi?
Anlamakta ya da baska bir turli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S5: Hayir, olmadi. (No, | haven’t)

T: Tamam, peki gelecekteki yazma galigmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)

S5: Belki, olabilir. (Maybe)

T: Peki, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek igin
bana ne onerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Well, what
can you suggest me to improve the distance self-assessment training | have given
you? Is there anything you say would be better if it was different?)

S5: ik basta degerlendirme yaparken rubric (izerindeki puanlarin yaninda ciimleler
yaziyordu. Ancak orada ilk basta bilmedigim ¢ok kelime olunca biraz zorlanmistim. Belki ilk
basta oradaki kelimelerin detayl aciklamasi yapilsa daha iyi olabilir. (At first, while | was
evaluating the sample papers, there were some sentences next to the scores on the rubric.
However, at first, | had a little difficulty when there were many words that | did not know.
Maybe it would have been better if the words in there had been explained in detail at first.)

T: Tamam, tesekkiir ederim. (OK, thank you.)
S5: Rica ederim. (You're welcome.)

T: Tamam, ¢ok tesekkiir ederim. Eklemek istedigin bir sey var mi? (OK, thank you very
much. Is there anything you want to add?)

S5: Yok, hayir. (No)
T: Vaktini ayirdigin igin ¢ok tesekkir ederim. (Thank you very much for your time.)

INTERVIEW 6

T: Oncelikli olarak ismini soy ismini yagini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)
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S6: Adim X. 19 yasindayim. Bolimim Psikoloji. (My name is X. | am 19 years old. My major
is Psychology.)

T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki diigstincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S6: Online olarak baya iyi bir seviyede egitim gériyoruz. Yani genel olarak memnunum. (We
have a very good level of education online. So overall | am satisfied.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diigiiniiyorsun? Daha énceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S6: Daha 6nceden pek bir fikrim yoktu. Yine puanlama konusunda biraz fikrim vardi ama bu
kadar detayli bir bilgim yoktu. (I didn’t know about it in detail before. | had some ideas about
scoring, but | did not have such detailed information.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
diisiiniyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think your
distance self-assessment training improved your writing? Did you improve your
writing skills?)

S6: Evet dustnUyorum. Yani Ustline daha ¢ok distiindigum icin ya da neyden kag¢ puan
alabilecegimizi gérdigimuz icin, ne yazmam gerektigini distinlp daha fazla puan
alabiliyorum. (Yes, | think so. This is because now | think more about the details | need to
include in my writing. | can get better grades as | know what | need to write about.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini diigiiniiyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S6: Evet tabi ki. Artik 6gretmenime sormadan anlayabiliyorum. Hani puan degderlendirmesine
asina oldugum i¢in o 3 puan neden gitti ya da o 2 puanin nereden gittigini anlayabiliyorum.
(Yes, of course. Now | can understand without asking my teacher. You know, because I'm
familiar with evaluation, | can understand why | lost points from an exam.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin mi?
Anlamakta ya da bagka bir turli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S6: Ben herhangi bir zorluk yagsamadim. Anlamadigim bir sey olduysa da size sordum.
Bdylelikle bazi seyler benim icin daha iyi pekisti. (I did not experience any difficulties.
Whenever there was something that | didn't understand, | asked for clarification. In that way, |
had the chance to learn things better.)

T: Tamam, peki gelecekteki yazma ¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)

S6: Tabii ki neyden ne kadar puan alabilecedimi ya da ne kadar basarili olabilecegimi
gormek isterim. (Of course, | would like to see how many points | can get from what or how |
can be successful.)

T: Peki, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek igin
bana ne 6nerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Well, what
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can you suggest me to improve the distance self-assessment training | have given
you? Is there anything you say would be better if it was different?)

S6: Su an icin aklima hicbir sey gelmiyor. Bana yeterli geldi. Rubric agiklamasi anlagilirdi.
Ornek essaylerle bakma da ¢ok faydaliydi. (I can't think of anything at the moment. It was
satisfactory for me. The rubric explanation was understandable. It was also very useful to
look at sample essays.)

T: Tamam, ¢ok tesekkiir ederim. (OK, thank you very much.)

INTERVIEW 7

T: Oncelikli olarak ismini soy ismini yagini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)

S7: Adim X. 18 yasindayim. Hazirhdi bitirebilirsem Yazilim mihendisligi okuyacagim. (My
name is X. | am 18 years old. If | can finish the prep school, | will study software engineering)

T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki duigtincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S7: Soyle, ben okula ilk basladigim zaman ingilizceye dair en ufak bir fikrim yoktu ama su an
gayet iyi sekilde iyi diizeyde yazabildigimi distiniiyorum. Yani okulun ingilizce egitimini gayet
begdeniyorum. (Well, when [ first started school, | didn't have the slightest idea about English,
but now I think | can write pretty well. | really like the English education of the school.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diigiiniiyorsun? Daha énceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S7: Kesinlikle bilmiyordum. Hatta benim kafamda sdyle de bir seyler vardi, iste bazi hocalar
cok disuk bazi hocalar ¢ok yuksek notlar veriyor diye distiniyordum. Ama bunu bu rubric
kagidini goriince ve kendim de tekrar degerlendirmelerde bulununca bu disincemin yanlis
oldugunu anladim. Her sey belli bir kurala gére degerlendiriliyormus onu 6grendim. Bu
calismadan once yazimi kendi kendime hig degerlendirme yapmamistim. (I certainly didn't
know. In fact, | had the idea that that some teachers give very low grades, and some
teachers give very high grades. But when | saw this rubric paper and evaluated myself, |
realized that this thought was wrong. | learned that everything is evaluated according to a
certain rule. Before this training, | had never done a self-evaluation of my writing.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
dustliniiyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think your
distance self-assessment training improved your writing? Did you improve your
writing skills?)

S7: Kesinlikle, ¢unku rubric kagidini ve neye gore not verildigini ne kadar iyi bilirsen o kadar
hazirlikh oluyorsun. O yizden ¢ok édnemli oldugunu diastntyorum. (Definitely, because the
more you know about the rubric and how it's graded, the more prepared you'll be. That's why
| think it's very important.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini digiiniiyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)
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S7: Evet. Biraz 6nce dedigim gibi hani nasil degerlendirildigini bilmediginiz zaman iste
hocanin benimle problemi var, bana disik vermis de bagkalarina yiksek vermis falan gibi
duslncelere kapilabilirsiniz. Ama rubric ve degerlendirilme bigimini 6grendiginiz zaman bu
distincelerden tamamen uzaklasiyorsunuz. (Yes. As | said before, when you don't know
about the evaluation process, you may easily think that the teacher has a problem with you.
But when you learn the rubric and the way your work is evaluated, you get away from these
thoughts completely.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin m?
Anlamakta ya da baska bir tirli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S7: Aslinda anlamadigim ¢ok fazla bir sey olmadi, gayet basit. Yani rubrice gére nasil
yapiliyorsa neyse onu veriyorsunuz. Zaten ¢ok zor bir yani yok, yani o yizden yasamadim.
(Actually, there wasn't much that | didn't understand, it's pretty simple. In other words, you
give points according to what is written on the rubric. It's not too hard anyway, so | didn't
experience any difficulties.)

T: Tamam, peki gelecekteki yazma ¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)

S7: Aslinda isterim ama biraz zahmetli oluyor bunlari yapmak. (Actually, | would like to, but
it's a bit hard to do it.)

T: Peki, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek igin
bana ne onerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Well, what
can you suggest me to improve the distance self-assessment training | have given
you? Is there anything you say would be better if it was different?)

S7: Bence ekstra bir sey ekleyebilmeniz ¢ok fazla mimkin degil. Ama sdyle olabilir, online
yerine mesela imkanlar el verseydi de yUz yluze olsaydi. Bunu kagit Gzerinde ¢alismak belki
daha iyi olabilirdi. Yani bu korona olmasaydi yliz yiize olmasi belki daha iyi olabilirdi. Tabi ki
bu sizin sorununuz degil. (I think it is very unlikely that you can add anything extra. However,
it could be like this, instead of online, for example, if we had the chance, it would have been
better face-to-face. Maybe it would be better to work this out on actual paper, rather than
digitally. Therefore, if it wasn't for this Covid virus, maybe it would be better to have this
training face to face. Of course, this is not your problem.)

T: Peki, katkilarindan dolayi ¢ok tesekkiir ederim. (Well, thank you very much for your
contribution.)

S7: Ben tesekkir ederim. (Thank you)

INTERVIEW 8

T: Oncelikli olarak ismini soy ismini yagini ve béliimiinii benimle paylagir misin? (First
of all, can you share your name, surname, age and department with me?)

S8: ismim X, 23 yagindayim.

ingilizce Mitercim Terciimanlik bélimi égrencisiyim. (My name is X, I'm 23 years old. | am a
student of English Translation and Interpretation Department.)
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T: Tesekkiir ederim. Hazirhktaki yazma egitimin hakkindaki diigtincelerin nelerdir?
(Thank you. What are your thoughts on your writing training in prep school?)

S8: Hazirliktaki yazma egitiminden son derece memnunum ben. Yani gayet verimli geciyor.
Genel olarak dersler 2 glin yliiz yiize 3 guin de online olsa da hani her anlamda verilen
ddevlerle birlikte gercekten 6grendigimi hissediyorum. Ozellikle ddevler writing daha iyi
6grenmemiz acisindan verimli oluyor. (I am extremely satisfied with the writing training in
prep school. | mean | can say that it's pretty efficient. In general, although the lessons are 2
days face-to-face and 3 days online, | feel that | really learned with the assignments we were
given. Especially, assignments are really efficient for us to learn writing better.)

T: Tamam. Oz degerlendirme egitimi hakkinda ne diigiiniiyorsun? Daha énceden 6z
degerlendirme yapmayi biliyor muydun? (OK. What do you think about self-
assessment training? Did you know how to do self-assessment before?)

S8: Hayir bilmiyordum. Sizinle yaptigimiz ¢alismanin éncesinde daha énce bir
degerlendirmede bulunmamistim. (No, | did not know about it. Prior to our training with you, |
had not done an assessment before.)

T: Tamam, peki uzaktan aldigin 6z degerlendirme egitiminin yazini gelistirdigini
dustiniiyor musun? Yazma becerisini gelistirdigini? (Okay, so do you think your
distance self-assessment training improved your writing? Did you improve your
writing skills?)

S8: Evet dusinuyorum. Puanlama sistemini 6gretmistiniz. Bize nereden, nasil puanlar
alindigina dair bilgiler vermistiniz. Bu sayede ben metnimi yazarken sinavda bu konulara
daha fazla dikkat etmeye ¢alisiyorum. Bu agidan da hani daha istedigime yakin puanlar
almami sagladi. (Yes, | think so. You taught the scoring system. You gave us information
about where and how we were given points. In this way, | try to pay more attention to these
issues in the exam while writing. In this respect, it enabled me to get points closer to those |
aimed.)

T: Tamam, tesekkiir ederim. Oz degerlendirmeyi 6grenmenin, 6gretmenin seni
degerlendirmesini net bir sekilde anlamani sagladigini diigtinliyor musun? (OK thank
you. Do you think that learning self-assessment gives you a clear understanding of
your teacher's assessment of you?)

S8: Tabi ki de daha iyi anlamami sagladi. Clinki hani 6gretmenimizin bize puan verdigi
puanlama sistemini 6grenmis oldum. Bu sayede kendime karsidan yani disaridan bir gézle
baktigimda nerede hata yaptigimi daha iyi kavrayabilmemi sagladi. (Of course, it made me
understand better because | learned the scoring system that our teacher evaluated us from.
In this way it allowed me to better understand where | made a mistake.)

T: Tamam, uzaktan 6z degerlendirme egitimi alirken herhangi bir zorluk yagsadin mi?
Anlamakta ya da bagka bir turli. (Ok, did you have any difficulties while taking the
distance self-assessment training, in terms of understanding the logic or in any other
aspect?)

S8: ilk defa bdyle bir seyin igerisinde bulundugum igin ilk basta anlamamistim. Fakat sizin
aciklayinca yorumlariniz sayesinde her seyi daha net bir sekilde anlamis oldum. (I didn't
understand at first because it was my first time that | had been in such a training. However,
when you explained it, | understood everything more clearly thanks to your comments.)

T: Tamam, peki gelecekteki yazma ¢aligmalarini yine kendi kendine degerlendirmek
ister misin? (Okay, so do you want to self-evaluate your future writing work?)



XCiv

S8: Tabi ki de isterim. (Of course, | do)

T: Son olarak, sizlere vermis oldugum uzaktan 6z degerlendirme egitimini gelistirmek
icin bana ne onerebilirsin? Boyle olsa daha iyi olurdu dedigin bir sey var mi? (Finally,
what can you suggest me to improve the distance self-assessment training | have
given you? Is there anything you say would be better if it was different?)

S8: Yani aslinda bunu nasil diyebilirim bilmiyorum ama mesela hazirlikta ders gérmeye
basladigimizda yazma &édevleri veriimeden dnce ya da ilk 2 tane 3 tane verildikten sonra bize
bunlari anlatan olsaydi, ddevlerimizi yaparken veyahut sinavda writing yazarken
degerlendirmenin nasil olacagini bildigimiz i¢in daha iyi bir sekilde puan alabirdik. Bazi
seyleri daha fazla dikkat ederek ekleyebilirdik diye dislinlyorum. Hani sadece benim
nacizane distincem bunu dénemin basinda 6grenmemiz daha iyi olabilirdi. (So actually |
don't know how to say this, but for example, if we had been told about these before the
writing assignments were given or after the first 2 or 3 were given when we started studying
in the preparatory class, we could have scored better because we would know how to
evaluate while doing our homework or writing in the exam. | think we could have added some
things required from us in the exam by paying more attention to them. In my humble opinion,
it would be better if we learned this at the beginning of the term.)

T: Vaktini ayirdigin igin ¢ok tesekkiir ederim. (Thank you very much for your time.)

S8: Ben tesekkir ederim. (Thank you.)
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APPENDIX-D: Interview Questions for the Teachers

Can you share your personal information with me? (e.g., your name, surname, age)
Have you used self-assessment practices in your classes before this study?

Do you think self-assessment training was effective?

a. Ifyes, how?

b. If no, why?

How did your students improve their writing skills?

What kinds of differences did you realize between the students having such training
or the others without any training?

What do you think are the positive aspects of the self-assessment training?
What do you think are the negative aspects of the self-assessment training?

What do you think was the most difficult part of the self-assessment training for your
students?

Would you encourage your students to use self-assessment in your future classes?

If you were to give this self-assessment training to your students, how would you
improve it?
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APPENDIX-E: Teacher Interview Transcriptions
INTERVIEW 1

R: Merhaba, oncelikli olarak benimle isminizi, soy isminizi yasinizi paylasir misiniz?
(Can you share your personal information with me?)

T1: Adim X, 36 yasindayim. (My name is X, | am 36 years old)

R: Tesekkiir ederim. Bu ¢alismadan 6nce 6grencilerinize 6z degerlendirme
uygulamalar yaptirtyor muydunuz? (Thank you. Have you used self-assessment
practices in your classes before this study?)

T1: Evet. Herhangi bir writing ya da herhangi bir okuduklari pargcada ya da yazdiklari seyde
bilgilerini kagida aktarip aktaramadiklarina dair bir liste ¢gikartmalarini ve bunu karsilastirarak
gormelerini istemigtim. Readingde ayni sekilde neler biliyorlar mesela discussion ya da
skimming veya scanning ile alakali bir bilgileri olup olmadigini. Bu terimleri bilmeleri belki
gereksiz ama sonugcta bilerek yapmalarini tercih ederim. Bu tarz seylerde 6grencilerimizin
kendi yaptiklari cevaplari, yazdiklarini 6z degerlendirerek, sonuca ulagsmalarini ve
gelistirmelerini istemistim. (Yes. | asked them to make a list of whether they could transfer
their knowledge to paper in any writing or reading they read or what they wrote, and to
compare it. In the same way, they know what they know in reading, for example, if they have
any information about discussion or skimming or scanning. It may be unnecessary for them
to know these terms, but ultimately | prefer that they do it on purpose. In such activities, |
wanted our students to self-evaluate their answers and what they wrote, to reach conclusions
and improve them.)

R: Tamam, tesekkiirler hocam peki benim verdigim uzaktan 6z degerlendirme
egitiminin etkili oldugunu diiglinliyor musunuz? (Ok, thank you. Do you think self-
assessment training was effective?)

T1: Kesinlikle diisintyorum ¢linki bir yazma kriterinin nasil okunmasi gerektigini 6grendiler.
Nasil degerlendirildiklerini grendiler. Oncelikli olarak bu rubric detayli bir rubric oldugu igin
mesela 20 puan ya da 30 puan Uzerinden kendilerinin hangi noktalarda puan aldiklarini,
hangi noktalardan puan kaybettiklerini dgrendikleri icin 6grencilerimiz bir dahaki yazdigi
herhangi bir yazida, bu sadece essay olmak zorunda degil, herhangi bir creative writingde
dahi ya da bir e-mail yazarken bile nelere dikkat etmeleri gerektigini, topic sentence’in ne
oldugunu ve ne kadar dnemli oldugunu, organizasyonun ne kadar énemli oldugunu, ne kadar
puan getirip ne kadar puan gotirdiginid égrenmis oldular. O yizden ben ¢ok mutlu oldum
yani. Tesekkur ederiz. (I definitely think so because they learned the writing criteria. They
learned how they are evaluated. First of all, since this rubric is a detailed rubric, for example,
since they learned from what they get points out of 20 or 30 points, from where they lose
points, it does not have to be just an essay, even in any creative writing. Also, they learned
what they should pay attention to even when writing an e-mail, what the topic sentence is
and how important it is, how important the organization is, how many points it brings and how
many points it takes. That's why | am so happy. We thank you.)

R: Tesekkiirler hocam sag olun. Egitim sonucunda é6grencilerinizin yazma
becerilerinde bir gelisime fark ettiniz mi? (Thank you very much. Did your students
improve their writing skills? If yes, how?)

T1: Kesinlikle gelisme fark ettim. Dedigim gibi yazma kriterine bagli olarak kendilerini ifade
ettikleri icin organizasyonu ve kelime kullanimini gramer kullanimini gok abartmadan ya da
ezber yapmadan diyelim bir seyi yaraticiliklarini kullanarak daha hizli yazabildikleri cok
aciktl. Cunkl onlardan ne beklendigi akillarina oturmus durumdaydi. (I definitely noticed
improvement. As | said, since they express themselves depending on the writing criteria, it
was clear that they could write faster by using their creativity, without exaggerating the
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organization and word use, grammar usage or memorization. Because they knew what was
expected of them, they wrote better.)

R: Tamam hocam. Peki egitimi alan 6grencilerimiz ve almayan 6grencilerimiz arasinda
bir farklilik gordiiniiz mii ya da ne gibi farkliliklar gordiiniiz? (What kinds of differences
did you realize between the students having such training or the others without any
training?)

T1: Soyle bir farklilik vardi, egitimi alan 6grencilerimiz degerlendirme konusunda da bilgili
olduklari igin bilingli harekette bulunuyorlardi. Almayan 6grencilerimiz de yazi yazabiliyorlar.
Onlar da sonugcta writing egitimi aldilar ama hep akillarinda su olusuyordu, ben acaba
bundan ne kadar puan alacagim bunu yazdim ama buradan puanim gider mi bdyle olursa
nasil olur diye hep bdyle bir ikilem icerisindeydiler ama egitimi alan égrenciler ¢ok daha bdyle
ozguvenli ve yaptiklari isi biliyorlar. Sonugta hani ben bunu yapabildim ya da buradan puan
alamam yani bunu yapamadim gibi ¢ok daha agik hareket edebildiklerini gérdim. (There was
a difference like: our students who took the training acted consciously because they were
knowledgeable about evaluation. Students who did not receive rubric training can also write.
After all, they all receive writing training, but they always had the following in mind, | wrote
this but how much points | would get from this. They were always in such a dilemma about
whether they would lose points, but the students who received the training were much more
confident and knew what they were doing. After all, | saw that they were able to act much
more confidently, as if | could do that or | can't get points from here.)

R: Tamam hocam tesekkiir ederim. Sizce bu egitimin olumlu yonleri nelerdir? (Ok.
thank you. What do you think are the positive aspects of the self-assessment
training?)

T1: Bu egitimi vermenin olumlu yonleri 6ncelikli olarak bir kiginin kendisinin kendisine olan
glvenin artmasini saglamak. Cunkl yazma becerisi production isi, yani tretim olmasi igin
once ne yaptiginizi bilmeniz gerekiyor. Nasil yapmaniz gerektigini bilmeniz gerekiyor.
Oncesinde bir beyin firtinasi yapmaniz gerekiyor ve sonrasinda da bu yapilan isten eger bir
puan kazanilacaksa bu puanin nasil geldigini bilmek gerekiyor. Mesela TOEFL ve IELTS gibi
yazma odakli sinavlara baktiginiz zaman da onlarda da yazma kriterinin 6grencilere
sunuldugu gorulidr. Neden? Clnku bu tarzda bir bilgi kisinin kendisine olan guivenini ylkseltir.
Kendine glvenen birey de istenilen surede istenilen kelime sinirinda yaziyi daha etkili bir
sekilde yazip istedigi puani alabilir. (The positive aspects of giving this training are primarily
to increase a person's self-confidence. Because writing skill is a production job, so you need
to know what you are doing before it can be production. You need to know how to do it. You
need to do a brainstorm beforehand, and then you need to know how you can get scores.
For example, when you look at the writing-oriented exams such as TOEFL and IELTS, itis
seen that the writing criteria are also presented to the students. Why? Because this kind of
knowledge increases one's self-confidence. A self-confident individual can also write the text
more effectively within the desired word limit in the desired time and get the desired score.)

R: Peki hocam ¢ok sag olun. Sizce 6z degerlendirme egitiminin olumsuz yonleri var
midir? Varsa nelerdir? (Alright, thank you very much. What do you think are the
negative aspects of the self-assessment training?)

T1: Oz degerlendirme ydntemin olumsuz taraflari sdyle olabilir, belki kisiden kisiye
degisebilir, belki kigisel olarak alabiliriz bunu genelleme yapamayiz. Cunku bazi 6grenciler
kendilerini degerlendirme konusunda eder ki Universiteye gelene kadar herhangi bir 6z
degerlendirmede bulunmadiysa psikolojik olarak bunu yapmakta zorlanabilir. Ama kesinlikle
genelleme olamaz, belki bireysel olarak boyle bir sorun olabilir. Ben baska herhangi birine
negatif bir durum géremiyorum yani. (The negative aspects of the self-assessment method
may be as follows, maybe it may vary from person to person, maybe we can take it
personally, we cannot generalize it. Because some students may find it difficult to do this
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psychologically if they have not done any self-evaluation until they start their university
education. But it can't be a generalization, maybe there is such a problem individually. So |
don't see any other negative side.)

R: Peki hocam tesekkiir ederim. Sizce 6grencileriniz bu 6z degerlendirme egitimini
alirken zorlanmis miydi? (Thanks. Did your students experience any challenges while
having the self-assessment training?)

T1: Ogrencilerimiz zorlanmadi. Benim 6grencilerim zorlanmadi. Neden zorlanmadilar glnkii
ben bu yontemi destekleyen birisi oldugum igin onlari tesvik etmeye c¢alistim. Herhangi bir
zorlanma yasamadilar. Neyde zorlanmigs olabilirler diye distnursek de belki kriterdeki bazi
maddeleri anlamamis olabilirler ama egditim t¢ hafta stirdigud igin o sorunu da ¢bézmusglerdir.
(My students were not challenged. They didn’t have a difficulty because I'm a supporter of
this method, so | tried to encourage them. They did not experience any difficulties. If we think
about what they might have had difficulties with, maybe they did not understand some of the
items in the criteria, but since the training took three weeks, they also solved that problem.)

R: Tesekkiirler hocam. Gelecekteki derslerinizde 6grencilerinize 6z degerlendirme
kullanmaya tesvik eder misiniz? (Thank you hocam. Would you encourage your
students to use self-assessment in your future classes?)

T1: Tabii ediyorum ve edecedim de ¢unkl bu ¢cok dnemli bir sey. Bu sadece bir writing
tizerine olan bir durum degildir. ingilizce egitimi ve 6grenimi ¢ok ciddi bir istir ve 4 beceri
bazlidir. Gramer ve bunlarin igerisine dagitilmis durumdadir. Bundan dolayi 6z
degerlendirmeyi becerebilen 6grenciler 6grenciligin zevkine varabilirler ¢inkl ne kadar
ogrenip 6grenemeyeceklerini ne kadar puan alip alamayacaklarini gérdukleri igin bu is
birazcik daha eglenceli duruma ddnulsebilir. Bu da benim igin dnemli bir noktadir. (Of course |
do, and | will, because this is a very important thing. This is not just a case of writing.
Teaching and learning English is a very serious business and is based on 4 skills. Grammar
and vocabulary are also integrated in these skills. For this reason, students who are able to
self-assess can enjoy being a student because it can turn into a little more fun as they see
how much they can learn and how many points they can get. This is also an important point
for me.)

R: Evet tesekkiirler hocam. Peki benim verdigim bu uzaktan 6z degerlendirme
egitimini 6grencilerinize siz verecek olsaniz nasil daha farkh hale getirdiniz, nasil
gelistirdiniz? (Thanks. If you were to give this self-assessment training to your
students, how would you improve it?)

T1: Belki verilen egitimi online egitime daha uygun hale getirebilmek i¢in nearpod, wordwall
vb platformlar kullanilabilir. Online egitimi daha etkili hale getirebilmek icin ders planlarimizda
kullandigimiz ve faydasini gérdiigiimiiz uygulamalardan bazilari bunlar. Ogrenciler bazi
aktiviteleri bu platformu kullanarak yaptiklarinda daha motive olabiliyorlar. (Maybe platforms
such as nearpod, wordwall etc. can be used to make the training more suitable for online
education. These are some of the applications that we use and benefit from in our lesson
plans to make online education more effective. Students can be more motivated when they
do some activities using this platform.)

R: Tamam hocam ¢ok tesekkiir ederim, katiliminiz igin. (Thank you very much for your
participation)

T1: Ben tesekkir ederim, ¢ok sag olun. (You are welcome)
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INTERVIEW 2

R: Kigisel bilgilerinizi benimle paylasir misiniz? Can you share your personal
information with me? (e.g., your name, surname, age)

T2: ismim X, 32 yasindayim. (My name is X, | am 32 years old)

R: Tesekkiirler hocam. Bu ¢alismadan 6nce derslerinizde 6z degerlendirme
uygulamalarini kullandiniz mi? (Thank you. Have you used self-assessment practices
in your classes before this study?)

T2: Ogrencilerime rubric araciigiyla feedback veriyorum ancak kendilerini degerlendirmeleri
icin 0zel bir egitim daha 6nce hi¢ vermedim. (I give feedback to my students through rubric,
but | have never given special training for self-assessment before.)

R: Peki hocam, sag olun. Oz degerlendirme egitiminin etkili oldugunu diisiiniiyor
musunuz? (Alright, thanks. Do you think self-assessment training was effective? If
yes, how?)

T2: Evet. Bazi 6grencilerim yazili sinavlarda nasil puanlandirildigini bilmediklerinden ne
kadar caba gostersem de tam olarak puanlandirma sistemini anlayamiyordu. Kendileri
dgretmenleri gibi puanlandirinca bence bu konuda daha donanimli bir hale geldiler. (Yes.
Some of my students could not fully understand the scoring system, no matter how hard |
tried, because they did not know how they were scored in written exams. When they rated
themselves like their teachers, | think they became better equipped in this regard.)

R: Sag olun hocam. Egitim sonucunda 6grencileriniz yazma becerilerini gelistirdi mi?
(Thanks. Did your students improve their writing skills? If yes, how?)

T2: Oz-degerlendirme egitimi sonrasi, puanlandirma sisteminin nasil isledigini daha iyi
o6grendiklerinden puan kaybetmemek icin neler yapmalari gerektigi konusunda daha bilingli
ogrenciler oldular. Dolayisiyla genel performanslari da artti diye disiniyorum. (After the
self-assessment training, as they learned better how the scoring system works, they became
more aware of what they should do in order not to lose points. Therefore, | think their overall
performance has also increased.)

R: Peki hocam. Bu egitimi alan 6grenciler ile egitim almayan 6grenciler arasinda
farkhlar gordiiniiz mii ya da ne tir farklhiliklar gordiiniiz? (Ok. What kinds of differences
did you realize between the students having such training or the others without any
training?)

T2: Egitimi almayan 6grencilerde de az da olsa farkindalik artigi oldugunu gozlemledim
ancak egitim alanlarda farkindalik ok daha fazlaydi. (I observed that there was a slight
increase in awareness among the students who did not receive the training, but the
awareness was much higher in those who received education.)

R: Cok sag olun hocam. Sizce 6z degerlendirme egitiminin olumlu yonleri nelerdir?
(Thank you very much. What do you think are the positive aspects of the self-
assessment training?)

T2: Farkindalik sayesinde puanlarini da arttirinca kendilerine olan guvenleri de artt
diyebilirim. Ogretmenlerinin sinavlarini puanlandirirken nelere dikkat ettigini daha iyi anladilar
ve puanim nerden gitti, benim yazim ¢ok iyiydi gibi yorumlar ortadan kalkti. (I can say that
their self-confidence increased when they increased their scores thanks to awareness. They
had a better understanding of how their teachers graded their papers and comments such as
“My writing is pretty good and | don’t understand how | lost points” have disappeared.)



R: Peki. Sizce 6z degerlendirme egitiminin olumsuz yoénleri nelerdir? (Ok. What do you
think are the negative aspects of the self-assessment training?)

T2: Olumsuz yénu oldugunu distnmiyorum. (I don’t think there are any negative sides of
self-assessment training.)

R: Tesekkiir ederim. Peki sizce 6grencileriniz 6z degerlendirme egitimi alirken
herhangi bir zorluk yagsadi mi? (Thank you. Did your students experience any
challenges while having the self-assessment training?)

T2: Bana anlattiklari kadariyla en basta arastirmaci ile sinav degerlendirmesi yaparken
zorlandiklarini ancak egitime devam ettiklerinde bu zorlugun ortadan kalktigini distintyorum.
(As far as they told me, | think that they had difficulties in evaluating the exam with the
researcher at first, but this difficulty disappeared when they continued their training.)

R: Gelecekteki derslerinizde 6grencilerinizi 6z degerlendirmeyi kullanmaya tesvik eder
misiniz? (Would you encourage your students to use self-assessment in your future
classes?)

T2: Her zaman bu konuda 6grencilerimi tesvik etmeye cgalisiyorum ve etmeye devam
edecegim. (I always try to encourage my students in this regard and | will continue to do so.)

R: Bu 6z degerlendirme egitimini 6grencilerinize siz verecek olsaniz nasil
gelistirirdiniz? (If you were to give this self-assessment training to your students, how
would you improve it?)

T2: Belki 6grencilere egitim disinda da degerlendirme yapabilecekleri drnekler sunarak 6dev
verip ¢ok daha fazla degerlendirme yapmalarini isteyebilirdim. Bu égdrencilerin isini kendilerini
notlarken ¢ok daha kolaylastirirdi ancak diger yandan da birgogu bu édevleri ek yik olarak
goreceginden 6nemsemeden yapabilir veya hi¢c yapmazdi. (Maybe | could give students
homework and ask them to do more evaluation by providing examples that they can evaluate
outside of the training. This would make it much easier for students to grade themselves, but
on the other hand, many would see these assignments as a burden, so they could do it
carelessly or not at all.)

R: Tamam hocam katiliminiz i¢in ¢ok tesekkiir ederim. (Thank you very much for your
participation.)

T2: Rica ederim hocam ne demek. (You are welcome)
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APPENDIX-F: Model Essays
The topic of the essay: ‘Teenagers are too young to teach other people about anything.’
Do you agree?

Model Essay Student A:

Adults often think teenagers to be noisy, childish and violent. Some of them even don'’t think
they have any adult senses or wise thoughts at all but, as a teenager, | think we’re intelligent
enough to teach other people some things, and, according to this, I'm not agree with the

quotation on top of the page.

First of all, teenagers can teach the older generation how to deal with technology. Their
knowledge of technology is better than older generations because they were born in an era
of technology. For example, in our gymnasium there are special classes for the senior people

where they are taught to work on computers, and their teachers are teenagers.

Moreover, teenagers have the great knowledge in ecology, and they are really concerned on
saving the planet alive. We talk a lot about environment on classes, we take part in ecology
olympiades and contests for the best ecological projects and often won them, so we have a

lot to tell the others about environmental problems and ways of their solving.

Finally, teenagers can teach adults foreign languages. According to the statistics, 50% of
adult generation of our country don’t know any foreign languages, so we can help them

to come by the new knowledge or to improve that what they have. And, of course,
students from foreign countries can teach Russian students their language, and Russians
can teach them Russian. It is sometimes done in linguistic centres.

To sum up | can say that teenagers have great knowledge in many fields of study, so they

can also teach the people of older generation and their classmates and friends.



Model Essay Student B:

I don’t think that teenagers are too young to teach other people about anything. Of
course, they can’t know very well some things, for example: some scientific theories,
history, mathematic at all and etc, but a lot of teenagers know a lot about technology. It’s
normal for them to spend a lot of time with computer, different gadgets. Most of them
know, how these gadgets work, so they can explain other people different moments of
their working. My Granny often asks to me for a piece of advice about her mobile phone.
Teenagers’ knowledge about technology usually based on practice, so often they don’t
know about process of creating the phone, the TV, etc. They really shouldn't try to tell
about things, which they don’t know.

People don’t need special knowledge about our world to make it better. Teenagers have
a lot of time for help the environment and sometimes they tell about it people, who
usually are very busy and couldn’t notice the awful problems. So they can and must tell

and teach people to help our planet.

In my opinion, teenagers shouldn’t teach other people about things, which they know very

cii

bad, it may be only funny and of course they ought to teach other people and help them with

things, which they know very good. Today all people have opportunity to learn everything,
what they want. They can search information in the Internet, in books and the age doesn’t

matter.
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