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Abstract: Peer assessment has become widespread in recent years with the rise of the process approach. However, there is no
study in the literature that has used this method with gifted students in English writing. This study aimed to investigate the effects
of peer assessment training on gifted students' English writing. Qualitative and quantitative data were obtained from 30 gifted 5th
grade students. The data from the English writing scored on a rubric and the Second Language Writing Anxiety Inventory used as
a pre-post-test were analysed using SPSS 25. Semi-structured Interview Form was used to obtain students’ views. According to the
guantitative results, the study made a statistically significant difference in increasing English writing skills and decreasing foreign
language writing anxiety. Qualitative findings revealed that the study was useful, informative and enjoyable. The study helped the
participants to feel more comfortable because they realized that their peers could also make similar mistakes when writing in
English. Besides, the students reported that they were worried about fair evaluation and grading by their peers. In conclusion,
peer assessment has the potential to increase students' skills, self-confidence and awareness in English writing.
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Ozet: Akran degerlendirmesi son yillarda siire¢ yaklagiminin yiikselisiyle yayginlik kazanmistir. Ancak, alanyazinda ingilizce yazma
konusunda o0zel yetenekli 6grencilerle bu ydntemi uygulamis bir g¢alisma bulunamamistir. Bu galismanin amaci, akran
degerlendirmesi egitiminin 6zel yetenekli 6grencilerin ingilizce yazma becerilerine etkisini arastirmaktir. 30 6zel yetenekli 5. sinif
dgrencisi ile yapilan 12 haftalik calismada nitel ve nicel veriler elde edilmistir. On-son test olarak kullanilan ikinci Dilde Yazma Kaygisi
Envanterine ve dereceli puanlama anahtarina dayanarak elde edilen veriler analiz edilmistir. Ogrencilerin gériislerini almak igin yari
yapilandirilmis gériisme formu kullanilmistir. Sonuglar, galismanin ingilizce yazma becerilerinin artmasinda ve yabanci dilde yazma
kaygisinin azalmasinda istatistiksel olarak anlamh bir fark yarattgini, yararl, 6gretici ve eglenceli oldugunu ortaya koymustur.
Calisma katiimcilarin kendilerini daha rahat hissetmelerine yardimci olmustur, ¢iinkii akranlarinin da ingilizce yazarken benzer
hatalari yapabileceklerini gormusglerdir. Diger taraftan, 6grenciler akranlari tarafindan adil degerlendirildikleri konusunda ise kaygi
duyduklarini belirtmistir. Sonug olarak, akran degerlendirmesi uygulamasinin dgrencilerin ingilizce yazma konusunda becerilerini,
ozglvenlerini ve farkindaliklarini artirma potansiyeli vardir.

Anahtar Sozciikler: akran dederlendirmesi, 6zel yetenekli é6§renciler, ingilizce yazma becerileri, yazma kaygisi

1. Introduction

Assessment in English language teaching is an important part of teaching and learning to gather information about the
quality of teaching. Recently, a shift from assessment of learning to assessment for learning has been encouraged (Mok,
2011). Peer assessment (PA) can be particularly useful in developing English skills as it has great potential and is
becoming an important tool in various subject areas (Falchikov & Goldfinch, 2000). This study has furthered previous
studies given that they have not adequately researched gifted participants’ writing skills improvement, writing anxieties

decrease and perceptions regards to PA in English. Unlike the studies in the literature this study relied not only on
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students’ overall scores but also considered changes in their writing anxiety and perceptions towards writing in English.
The study offers significant insights into how writing activities could be implemented more effectively in favour of
teachers and students. The results have the potential to support English curriculum in gifted education and take

educators’ attention to create improved writing atmosphere.

2. Literature Review
2.1. The Education of Gifted Students

There are educational initiatives and an increasing public awareness favourable to the education of gifted students in
most of the developed and developing countries. Different applications of the educational processes can be seen due
to the different perspectives of the societies in means of unique educational, social, philosophical and political
approaches to giftedness. Gifted education has gathered pace since the 1960s, especially in the USA and Canada, in the
countries of Europe as well as in Southeast Asia, South Africa, and Australia (Akarsu, 2004). The aftermath of the
launching of Sputnik in 1957, the Russian satellite, and the other countries’ search for equity and excellence as they
were in need of competing around the globe, triggered great excitement about today’s high interest in educating gifted
children and consequently it has ignited the widespread concern and rivalry among powerful countries (Rimm, Siege &

Davis, 2018).

Public schools do not offer much for gifted students in the current Turkish national educational system. The curriculum
has been developed and adapted in accordance with the needs and learning capacity of normal students (Bakioglu &
Levent, 2013). So, special education is offered to these gifted students in Science and Art Centres (SAC) run by the
Turkish Ministry of National Education. SACs were established in 1995 as an official support education centre. They are
special education centres founded to offer extra education to these special students studying at primary and secondary
schools in the field of general mental ability, music and art (Sak, Ayas, Bal-Sezerel, Opengin, Ozdemir & Demirel-Giirbiiz,

2015).

2.2. Gifted English Language Learners

Gifted students show differences from their non-gifted peers in terms of needs and characteristics (Bruning & Horn,
2000). According to Davis (2019), the most distinctive feature of gifted children is that they are better at language skills
compared to their peers. However, it is also possible that some gifted students do not have the ability to excel in foreign
languages. One of the important points in teaching English as a foreign language to gifted students is that; it is necessary
to provide learning environments that support creative and critical ideas and include challenging and complex tasks
(Watters & Diezmann, 2003). However, English language learners are still underrepresented in gifted programmes and
teachers have difficulty in ensuring those students with adequate educational experiences. To sum up, the students
identified as gifted and those talented in languages will need extra learning experiences far more than simple vocabulary
learning (Franklin & Friedl, 1973). When considered from this point of, language teaching programs should be

differentiated and individualized to improve giftedness.

2.3. Peer Assessment

According to Topping (2009), PA is the organisation of evaluating and determining the level, value or quality of the
product or work of other peers. PA is highly efficient in fostering students’ critical thinking, communicative and
collaborative skills (Nilson, 2003). PA can be summative or formative in different forms, places and time. The products

may be written work, oral presentations, portfolios or other types of proficiency behaviour. It can be conducted face-
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to-face or in written forms. According to Rollinson (2005), reading the work of peers enables students to be more critical
of their own writing, which in turn helps them to develop critical thinking. Identifying their peers’ mistakes and
comparing themselves to them can make them become more critical of their writing. In general, PA seems to lead
positive feedback from students, although some students have concerns and anxieties, as indicated by mixed findings

in diverse content areas (Cheng & Warren, 1997; Kwok, 2008).

2.4. Peer Assessment in Writing

Writing is an essential and complex cognitive skill in language learning. According to Nunan (1991), the writer is expected
to integrate grammar, vocabulary, content, spelling, etc. into cohesive and coherent text. PA ensures students to
improve critical thinking skills as reading peers’ writings make them be more critical of their own writing (Rollinson,
2005). Identifying peers’ mistakes can encourage students to be more critical in their writing and to take responsibility
for assessing and giving feedback on peers’ work. It increases their autonomy and improves their performance. Thus,
students’ critical thinking, independent learning and self-responsibility skills are aimed to develop (Falchikov &

Goldfinch, 2000).

Kurt and Atay (2007) aimed to investigate the effects of PA on the writing anxiety of 85 Turkish prospective teachers of
English by means of the SLWAI (Cheng, 2004). According to the results, the peer feedback group had lower writing
anxiety than the teacher feedback group. Dogar-Kayadelen (2018) investigated the effects of peer editing in writing
lessons on young learners in regards to motivation and academic development. Koca (2019) aimed to investigate peer
teaching and its impact on middle school EFL learners’ writing motivation. Both studies showed that students reflected
the positive effects of peer teaching in their writing. They also stated that this practice improved their self-assessment
skills, linguistic competence and ability to give feedback. Berg (1999) discusses the training process before PA in his
study with an experimental and control group. Based on the results, experimental group makes better revisions. The
positive impact of PA and teacher assessment subsequently is studied by Birjandi and Tamjid (2012) to compare
different types of assessment from the perspective of ESL students. While PA and teacher assessment were used
together in the experimental group, only PA was used in the control group. Following the study, a post test was
administered to groups and the results showed that experimental group was more successful. Teacher feedback is
regarded as primary authority; but according to the researchers, it is not likely to establish autonomy of the learner
without peer and self-assessment. Also, it was observed that there are studies on PAin the literature related to speaking
skills (Hajar, 2017; Musfirah, 2019; Peng, 2010; Prastika, 2020; Saito, 2008). Also, it was inferred that the studies in the
literature related to English teaching to gifted students in the world are quite limited (Acar, 2022; Beskardes-Gilinay,
2007; Okan & Ispinar, 2009; Tokcan, 2022).

2.5. Significance of the Study
This study aims to find out the effect of PA training on the fifth-grade gifted students’ English writing performance. So,

it addresses the research questions below:
1. Do the participants’ English writing skills improve after the PA training?
2. Does PA training have an impact on reducing English writing anxiety of the participants?

3. What are the perceptions of the participants about PA training?
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3. Methodology

A mixed research method was used to benefit the strengths of both methods. The study employed a quasi-experimental
design utilising a single-group with pre-and-post-test assessments to examine students' writings and SLWAI “The Second
Language Writing Anxiety Inventory” in the quantitative part. Single-blind PA method was applied to reduce the impact
of personal bias and ensure the quality and reliability of the assessment process. Semi-structured interviews,
participants’ comments on peers’ writings and researchers’ field notes were employed to reveal individual perceptions
in the qualitative part. Besides, the researchers took notes of the oral interview and compared the participants'
perceptions of PA in the oral feedback with the interviews with participants randomly selected by the researchers to

confirm the qualitative data (Trochim, 2000).

3.1. Participants and Setting

This study was conducted with 30 gifted fifth grade students from Dumlupinar SAC in Afyonkarahisar, Tirkiye in the
second semester of the 2021-2022 academic year. They were identified as gifted students in accordance with the
standards for the identification of gifted students set by the Turkish Ministry of National Education (MoNE). They had 4
hours of English class focusing mainly on developing their communicative abilities. Ages of the participants were

between 10 and 11.

3.2. Data Collection Tools

3.2.1. Scores of pre and post written tasks. The first data collection tool was the scores of papers that the students
wrote in English on assigned writing tasks aligned with lesson objectives and themes. The writings were assessed by
the students with the rubric provided by the researchers. This rubric was also used by the researchers to assess the
participants’ writings. A new rubric was created by the researchers for this study by examining the rubrics developed
by Savas (2013) and Demirel (2009). Participants were instructed to read the writings under consideration of five
strengths and make a comment under the scoring. The score interval was from 5 to 25. It was in English on one side of
the paper and Turkish on the other side to make them feel comfortable to comprehend the aspects. The results of the
first and the last week were analysed with paired samples t-test. Rubric scoring was supported by the results gathered
from the comments following the scoring the writings. These comments were gathered with a question “Do you have
any general comments about the writing?” and assessed in the qualitative part of this study to gain a more profound

understanding of the students' perspectives on the advantages and challenges encountered during the training.

3.2.2. SLWAI. The second data collection tool developed by Cheng (2004) was conducted at the beginning and end of
the study to collect data about the difference of participants’ level of anxiety in writing in English. Students indicated
their opinions on a Five-point Likert scale. Cronbach’s coefficient was calculated to determine the internal consistency
of the whole items of SLWAI, showing a reliability estimate of .91 for the first and .90 for the second administration of
the scale. According to the two administrations of the original version of SLWAI, the internal consistency of the items,

Cronbach’s coefficient a, was calculated .91.

3.2.3. Semi-structured interview questions. The third data collection tool was the semi structured interview questions
prepared by the researchers to elicit in-depth information about participants’ perceptions towards PA activities. They
had to examine the interview questions developed by Demirel (2009), Demir (2019) and Kizil (2019) for university
students. Since the participants were fifth grade school students, the expressions in the interview questions were

simplified.
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3.2.4. Field notes. The researchers kept field notes. They used them as supporting evidence for the study (Galvan &
Pyrczak, 2016). The researchers observed the participants in the classroom during the whole process of the training.
They aimed to see favourable and even adverse effects of PA method on academic success, self-confidence, motivation

and attitude towards writing in English.

3.3. Data Collection Procedure

The duration of training and data collection lasted for 12 weeks. The participants were assigned 10 writing tasks in total.
Their first written tasks assessed by the researchers were determined as pre-tests and the 10t ones were determined
as the post-tests. All students were required to individually compose a minimum 100-word English text on the same
topic at the same time in the classroom. The participants were required to include various grammar, vocabulary and
necessary organizational elements defined in the rubric. They used their printed or online dictionary. The papers were

firstly assessed by their peers using a single-blind method and then by their teachers according to the rubric.

In the first week, the rubric was presented and discussed with the students. Also, participants took pre-SLWAI. An ice-
breaker game named error-hunting was played with the participants to create a productive and comfortable
atmosphere. The participants practiced finding the errors and editing them as a whole class. Later, they discussed how

to create an outline and write a draft of a short text.

In the second week, participants wrote their first tasks and assessed their peers’ writings. Immediately after their
assessment, the researchers assessed the writings, too. From the third week to the eleventh weeks, participants wrote
their tasks and assessed their peers’ writings individually based on the rubric. At the end of training each time, the
researchers also made assessments as a post-editing session and gave students feedback. Finally, pre- SLWAI was
conducted. Besides, participants were asked to take part in a semi-structured interview to obtain more data about their
perceptions towards the training. The interviews were conducted face to face with fourteen students. The edited

interview texts were subjected to thematic content analysis as Creswell (2007) suggests.

3.4. Data Analysis
Quantitative data underwent analysis using the SPSS version 25. Normality test results of pre- and post-writing tasks

and SLWAI scores are presented subsequently in Table 1 and 2 below.

Table 1

Normality test of pre- and post-writing tasks scores

Writing Tasks Skewness Kurtosis
Pre .23 .043
Post -.07 -.66
Difference -17 -1.07

In the analysis, the Skewness value of the pre-test was .23, the Kurtosis value was .04. The Skewness value of the post-
test was -.07, and the Kurtosis value was -.66. The Skewness value of the difference was -.17, and the Kurtosis value was
-1.07. According to Tabachnick, Fidell and Ullman (2013), Skewness and Kurtosis values are assumed to be normally
distributed in the range of +1.5 to -1.5. Since the Skewness and Kurtosis values in the research are in this range, it

provides the normal distribution. As p< .05 the study created a significant difference.
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Table 2

Normality test of pre- and post-SLWAI scores

Skewness Kurtosis
Pre-writing .88 .56
Post-writing .61 -.24
Difference -.78 71

In the analysis, the Skewness value of the pre-test was .88, the Kurtosis value was .56. The Skewness value of the post-
test was .61, and the Kurtosis value was -.24. The Skewness value of the difference was -.78, and the Kurtosis value was
.71. According to Tabachnick et al. (2013), Skewness and Kurtosis values are assumed to be normally distributed in the
range of +1.5 to -1.5. Since the Skewness and Kurtosis values in the research are in this range, it provides the normal

distribution.

Frequency analyses and Paired Samples T-test were then employed to obtain results for the independent variables and
determine the mean difference between the pre- and post-intervention periods. Qualitative data was gathered through
semi-structured interviews. Additionally, peer comments on writing tasks assessed at the conclusion of the rubric were
included. The researchers also took field notes based on emotional reactions, thoughts and observations during the
training. The data gathered from interviews and comments underwent analysis using thematic content analysis (TCA).
This approach, as outlined by Braun and Clarke (2006), focuses on addressing a specific research question through the
recognition of recurring patterns among data sets. The researchers opted for TCA due to its flexibility, suitability for

exploring complex topics, and its capacity to provide profound insights.

4. Findings

4.1. Research Question 1

Do the participants’ English writing skills improve after the PA training? The analysis involved the assessment of pre-
post scores analysed through SPSS. For the normality test of pre-writing scores, the assumption was made that values
fell within the range of +1.5 to -1.5 for normal distribution. Consequently, a paired sample t-test was employed to

compare the mean scores of pre- and post-writing tasks outlined in Table 3.

Table 3

Paired samples t-test analysis of pre and post-writing tasks scored by the researchers

N X Sd. df t r p
. Std. Error
Writing Tasks Mean
Pre 30 10.80 2.56 .46 29 -19.99 .59%* .000*
Post 30 20.30 3.04 55
* p<.05.

**_Correlation is significant at the 0.01 level (2-tailed).

According to the t-test results, the mean score of the pre-test was 10.80 out of 25 and the mean score of the post-test
was revealed to be 20.30 out of 25. There was statistically significant difference between pre and post-tests as t(29) =
19.99, p< .05, d=3.66. According to the Cohen's d statistic obtained, it indicates that the applied study has a high level

of effect size (1960). Thus, it can be stated that PA practices have a positive impact on improving students’ English



MAKUIEGT

EGITIM FAKULTESI

writing skills. Besides, comparison of mean scores of researchers and participants per task across ten writing tasks are

shown in Figure 1.
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Figure 1

Comparison of mean scores of researchers and participants per task across ten writing tasks

The practice was provided to the students each week. The mean pre-test score of the participants was 14.66. The mean
post-test score of the participants was revealed to be 20.5 out of 25 according to the PA. The mean scores of the
participants both by the researchers and the participants per writing task increased dramatically. However, it is

noteworthy that the peers’ scoring was consistently higher than that of the researchers.

4.2. Research Question 2

Does PA training have an impact on reducing English writing anxiety of the participants? The normality test of pre-SLWAI
scores was analysed. The values are assumed to be normally distributed in the range of +1.5 to -1.5. So, a paired samples
t-test analysis from parametric tests was applied to compare the mean scores of pre-tests and post-test SLWAI. It is

shown in Table 4.

Table 4

Paired samples t-test analysis of pre and post-SLWAI scores

Std. Error

SLWAI N X Sd Mean df t r p
Pre 30 2.84 71 13 29 -2.99 .33 .006*
Post 30 2.40 .65 1

*p<.05.
According to the t-test results, the mean pre-test score of the participants was 2.84. The mean post-test score of the
participants was 2.40. There was statistically significant difference found between pre and post-test as t(29) = 2.99, p<

.05, d=.54. And the Cohen's d statistic indicates that the applied study has a medium level of effect size (1960).

Table 5

The percentages of participants’ writing anxiety changes about pa

SLWAI Strongly Disagree Disagree Undecided Agree Strongly Agree
Pre 22.72% 20.75% 23.33% 17.12% 16.06%
Post 36.66% 24.24% 20.30% 9.69% 9.09%
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The percentages of the participants’ writing anxiety changes about the PA training were calculated. The results show
that the number of ‘strongly disagree’ and “disagree” were marked more. The number of ‘undecideds’ showed a slight

decrease. The number of ‘agree’ and “strongly disagree” were marked less in the post questionnaire.

4.3. Research question 3

What are the perceptions of the participants about PA training? Semi-structured interviews were conducted to address
the third research question. Furthermore, participants were required to respond to an open-ended question within the
rubric for each writing assignment. Each participant's responses were individually examined and TCA was employed to
extract their perceptions. This involved identifying, labelling and coding meaningful words, phrases and sentences. The
codes attributed to the sections were categorized based on their interconnections into main themes and codes. The

outcomes which highlight specific noteworthy statements obtained from the interviews are discussed below.

Table 6

Main themes and frequency of codes assigned to students’ semi-structured interview

Main Themes Codes Frequencies

[
[N

Assessment Behaviour and Fairness fairness in assessment
responsibility
assessment challenges
peer vs teacher
friendship relations

Motivation score stress
enjoyment
comparison against peers
self-confidence
feel shy
boring

Teaching useful
informative
rubric use
word order
clear criteria
learn through mistakes

A PP OO NNU U

[N
N

U O O 0 0

4.3.1. Assessment behaviour and fairness. Eleven participants mentioned about feeling a sense of obligation to be more
attentive when assessing their peers' papers, which occasionally led to stress in scoring. This highlights the noticeable
connection between knowledge and assessment (Mehrens, Popham & Ryan, 1998), as students less proficient in a skill
may find it challenging to assess their peers accurately. Three participants expressed that receiving a low score from
peers was harder to tolerate than a low score from a teacher. In contrast, eight participants noted a more relaxed
atmosphere between peers compared to the teacher-student dynamic. An unexpected result related to friendship
dynamics emerged, with some students treating PA as an error-hunting activity rather than a collaborative effort to help

each other.

4.3.2. Motivation. Participants shared their perspectives on the technique, highlighting its enjoyable nature,
effectiveness and motivational aspect. Moreover, this technique was uttered as a tool to enhance self-confidence.
However, it is worth noting that some participants perceived it as dull and felt a sense of shyness. They inevitably

compared themselves to their peers.

4.3.3. Teaching. Several participants pointed out the usefulness and informativeness of PA in improving their English
writing. They emphasized the importance of learning by observing others' mistakes. This recognition of the self-

awareness role in reading peers' writing aligns with the findings of Cho and Cho (2011), who concluded that assessors'
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writing improved through responding to peers' writing. The use of clear criteria and rubrics provided guidance in this

process.

4.3.4. Participants’ comments on peer’s writings. Participants were required to provide comments for their peer
writings. It was at the end of rubric assessment. 115 comments made in a total of 300 writings were analysed. So, less

than half of the paper had comments. The findings are categorized and presented in Table 7.

Table 7

Types of comments received by authors

Categories Codes Frequencies
Positive criticism excellent, perfect, good, well-done, wonderful, | like it, 60
meaningful, great, good job, creative ideas
Negative criticism short text
structure
handwriting
could be better, not so bad, not perfect
mistakes
vocabulary
repetitive words
irrelevant to the topic
Suggestions practice more

[y
00

AR NWRAOOOO

The statements in Table7 show that authors mostly received positive criticism. Besides, negative criticism was also seen

pointing different aspects.

4.3.5. Analysis of field notes. The researchers kept field notes on the three themes throughout the study: translation,
motivation and fear of making mistakes. The researchers observed that, in some instances, participants tended to resort
to sentence translations using popular search engines. However, these translations were not always grammatically

accurate or meaningful. The researchers intervened in certain instances to address this unhesitant approach.

According to the researchers' field notes, the participants developed a growing interest in writing in English. Their
enthusiasm for learning and incorporating new vocabulary notably improved. Participants eagerly anticipated PA
sessions, expressing excitement while assessing each other's writings once they became familiar with the process.
Additionally, they were keen on identifying errors even though this occasionally instilled a fear of making mistakes.

Taking on the role of a teacher increased their self-confidence and general feelings of happiness.

There was initially a reluctance to immediately accept peer feedback. However, they became familiar with using the
scoring criteria in the rubric. So, as they received support from the teacher, they gradually became more open-minded.
Unlike their immediate reactions at the outset, they did not respond immediately to the scores. Moreover, gaining
awareness of what they already knew or had recently learned in the process contributed to their confidence and courage

to continue writing.

5. Discussion

5.1. Discussion of the Findings for the RQ 1

RQ 1 aimed to determine whether there was an improvement in the English writing skills of gifted students following
the PA training. The data derived from the written tasks demonstrated that PA positively influenced students' writing
performance. The outcomes of this study align with findings from Dochy and McDowell, 1997; Izanlu and Feyli, 2015;
Taymaz 2021 suggesting that PA can serve as an effective tool for learning. Other studies, such as those by Kurt and

Atay, (2007) and Sluijsmans, Brand-Gruwel, and van Merriénboer, 2002 also explore and prove the effectiveness of PA
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post-training. These studies share similarities with the present study in terms of research design and results, employing

a quasi-experimental design involving student teachers' participation.

As depicted in Figure 1, the scores by both the researchers and peers exhibited a predominantly vertical increase from
the beginning, overlapping towards the end. These results align with existing literature indicating that peers often assign
higher scores (Dochy, Segers & Sluijsmans, 1999). However, a weak correlation between peer and teacher assessment
scores was observed and they did not show significant simultaneous increases when considering the average scores of
the written tasks analysed by both participants and the researchers. This discrepancy could stem from differences in
students' opinions and more importantly, their proficiency in English. This finding supports Freeman's (1995) assertion
that students need sufficient practice in PA to mitigate potential subjectivity-related discrepancies. The tendency for
participants to consistently assign higher scores is possibly to encourage each other. It suggests that extended training
practices might be more beneficial. Additionally, the participants' inclination to over-grade could be influenced by
friendship relations. Despite utilizing a single-blind PA method, the participants may have felt obligated or inclined to

provide higher scores, similar to findings in Cheng and Warren's study (1997).

The participants exhibited bravery in employing long and complex sentences, breaking the habit of relying on repetitive
words in time. While the significant rise in their overall scores is noteworthy, attributing this improvement solely to PA
training might be oversimplified. Despite the positive impacts observed, it is essential to acknowledge that students
cannot be deemed expert assessors after a 12-week training period. Various factors beyond the researchers' control
may influence the scores of students' writings, such as consistently practicing writing during the training, parental

support for their English learning or additional English courses.

5.2. Discussion of the Findings for the RQ 2

RQ 2 aimed to investigate whether PA training had a significant difference in reducing English writing anxiety. A
statistically significant overall decrease in writing anxiety was observed, irrespective of the students' performance levels,
even among those with no prior experience in PA. Therefore, it can be asserted that PA practices exert a positive
influence on decreasing English writing anxiety, as evidenced by the study's significant findings. Proper utilization of PA
by teachers and students can enhance the teaching process. This aligns with the findings of Chen, 2021; Dogar-
Kayadelen, 2018; Kurt and Atay, 2007; Sabanur-Koca, 2019 all confirming a decrease in writing anxiety and an increase
in motivation among students. According to Vygotsky (1978), working within a child's Zone of Proximal Development
(ZPD) - the realm of social interaction with more capable adults or peers - students engage in supportive activities that
foster confidence and positive emotions. Therefore, PA holds paramount importance for collaboration and cooperation
among students with varying levels of writing skills, aligning with the scaffolding theory, which is also evident in this

study.

5.3. Discussion of the Findings for the RQ 3

The participants conveyed that PA is beneficial, enjoyable and informative for enhancing linguistic competence.
Participants noted that PA helped them comprehend their peers' perspectives on their writings, fostering awareness of
their own capabilities and enabling them to learn from their peers' mistakes during the assessment process (Min, 2005).
Additionally, participants expressed that they heighten their sense of responsibility for their peers' learning, highlighting
the significance of this collaboration in the classroom, supported by Haines (2004), who emphasized how PA provides

students with opportunities to receive feedback from sources other than teachers or instructors.
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The results regarding the participants' perceptions of writing also correlate with those obtained by Johnson (2001) in
his study. Johnson noted that peer grading, writing for a real reader and the satisfaction of being read by peers serve as
significant motivators for student participation in writing class. Nevertheless, participants expressed strong concerns
regarding 'fairness in assessment,' both as authors and assessors during feedback exchanges, emphasizing the
importance of 'friendship relations' and the anxiety associated with 'score stress.' In their initial experiences with giving
and receiving feedback, they exhibited a level of naivety, as noted by Lee (2017). On the other side, some students had
concerns about the fairness of their peers' assessments, valuing scores and expressing a preference for teacher

assessment.

The researchers observed that students' mother tongue influenced their writing skills, a finding supported by Erarslan
and Hol's (2014) study. It highlighted the learners' tendency to use Turkish structures interchangeably with English
structures, resulting in inappropriate English responses. However, linguistic scholars like Kellerman view the errors
made by beginner-level learners as developmental errors. They assert that transfer errors reflect the learners' evolving

awareness of the language (1983).

Additionally, an unexpected observation was the participants' use of translation tools. According to Nurkamto and
Drajati (2018), applications of translation tools have both positive and negative impacts on EFL learners. The study
highlighted positive effects such as speed, rich vocabulary and practicality. However, negative consequences include
word-context mismatches, the potential to stimulate laziness, and the development of addictive behaviour. Over time,
the participants gradually abandoned this reliance on translation tools and, even when making mistakes in their writing,

increasingly relied on their own knowledge.

6. Conclusion

Incorporating PA into English writing could be beneficial for developing students' writing abilities, evident in the
noticeable impact of the training on participants. These outcomes indicate that PA training in writing serves as a useful
option for engaging students in the assessment process and offers a means to enrich the assessment culture. The study's
results, demonstrating an increase in writing skills and motivation are consistent with findings from other studies
investigating the effectiveness of peer editing, such as those by Boon (2013), Buhrke, Henkels, Klene and Pfister (2002),
Can (2009), Rouhi and Azizian (2012) and Subasi (2002).

Moreover, a meaningful difference was observed in participants' anxiety levels related to writing in English. Students
held a positive perception of PA during writing and reinforced their confidence in English writings. Based on these
findings, the study infers that PA training is more effective than solely relying on teacher assessments in reducing anxiety
levels among English language learners in writing. Considering these insights, another key conclusion drawn from the
study is that a well-structured training program holds the potential to diminish anxiety levels in English language
learners, aligning with the findings of Kaynak (2017), Kurt and Atay (2007), Sengun (2002), Susoy and Tanyer (2013), and
Zhang (2011).

Participants expressed that the training was useful, informative and enjoyable. Furthermore, they noted that it
heightened their sense of responsibility, facilitated learning through mistakes and increased their self-confidence. The
interaction and collaboration among students were highlighted as fostering a learning environment that was less
anxious and tense aligning with the previous research by Kaynak (2017) and Yastibas and Yastibas (2015). However,

participants acknowledged negative aspects, such as the stress associated with scores. Issues related to 'fairness in
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assessment' and 'friendship relations' were consistently mentioned as significant hindrances. In summary, the study's
findings indicate that incorporating PA instruction into English writing lessons is feasible (Liou & Peng, 2009; Min, 2005).
These findings can serve as valuable support for administrators, program developers and teachers involved in the
development and implementation of English lessons for gifted learners. The results may promote and endorse the

integration of PA in the English curriculum for gifted education classes.

Genisletilmis Tiirkce Ozet

Giris

ingilizce dgretiminde akran degerlendirmesi son yillarda siire¢ yaklasiminin yiikselisiyle yayginlik kazanmistir. Topping'e
(2009) gore akran degerlendirmesi, diger akranlarin Grin veya calismalarinin dizeyini, degerini veya kalitesini
degerlendirme ve belirleme organizasyonudur. Farkli sekillerde, yerlerde ve zamanlarda siireci veya sonucu
degerlendirmek icin kullanilabilir. Uriinler yazil calismalar, sdzIi sunumlar, portfolyolar seklinde olabilir. Yiiz yiize ya da
yazil olarak gergeklestirilebilir. Akranlarinin hatalarini tespit etmek ve kendilerini onlarla karsilagtirmak, yazilarina karsi
daha elestirel olmalarini saglayabilir. Ancak, alanyazinda ingilizce yazma konusunda 6zel yetenekli 6grencilerle bu

yontemi uygulamis bir ¢alisma bulunamamistir.

Arastirma Amaci
Calismanin amaci, akran degerlendirmesi egitiminin 6zel yetenekli 6grencilerin ingilizce yazma becerilerine etkisini

arastirmaktir. Bu hedefe ulagsmak icin asagidaki arastirma sorulari olusturulmustur:
1. Akran degerlendirmesi dzel yetenekli 6grencilerin ingilizce yazma yeterliliklerini gelistirmis midir?
2. Akran degerlendirmesinin ézel yetenekli 6grencilerin ingilizce yazma kaygisini azaltmada etkisi olmus mudur?

3. Ozel yetenekli 6grencilerin akran degerlendirmesi yéntemine iliskin algilari nedir?

Yontem

Arastirma Modeli
Karma arastirma deseninin kullanildigi calismada, kolayda 6rneklem deney grubunun 12 haftalik katilimiyla nitel ve nicel
veriler elde edilmistir. On-son test zayif deneysel desen kullanilan arastirmanin katilimci grubunu Afyonkarahisar

Dumlupinar Bilim ve Sanat Merkezi'nde (BILSEM) 6grenim géren 30 6zel yetenekli 5. sinif grencisi olusturmaktadir.

Veri Toplama Araglari ve Siiregleri

ilk nicel veri toplama araci, 6grencilerin ders hedefleri ve temalariyla uyumlu ingilizce yazdiklari yazilarin puanlaridir.
Ogrenciler birbirlerinin yazilarini, bir dereceli puanlama anahtari ile tek kér akran degerlendirme ydntemiyle
degerlendirmistir. Bu dereceli puanlama anahtari, ayni zamanda arastirmacilar tarafindan 6grencilerin yazilarini
degerlendirmek icin de kullanilmistir. Diger nicel veri toplama araci ise Cheng (2004) tarafindan gelistirilen ikinci Dilde
Yazma Kaygisi Envanteridir. On-son test olarak kullanilan dereceli puanlama anahtarina ve ikinci Dilde Yazma Kaygisi

Envanterine dayanarak elde edilen veriler bagimli 6rneklemler t-testi ile analiz edilmistir.

Nicel verileri desteklemek amaciyla nitel veri toplama araglari da calismada yer almaktadir. Ogrencilerin ¢alismaya
yonelik algilari hakkinda derinlemesine bilgi edinmek icin arastirmacilar tarafindan olusturulan yari yapilandiriimis
goriasme formu kullanilmistir. Yazilarin puanlanmasinin ardindan 6grencilerden “Yazilan metin hakkinda genel bir

yorumunuz var mi?” sorusuna cevap vermeleri istenmistir. Ayrica, arastirmacilar destekleyici kanit olmasi igin egitim
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slireci boyunca sinifta saha notlari tutmuglardir. Gériismelerden ve yorumlardan elde edilen veriler tematik igerik analizi
kullanilarak analiz edilmistir. Aragtirmacilar, esnekligi, karmasik konulari kesfetmeye uygunlugu ve derin i¢gorii saglama

kapasitesi nedeniyle bu analiz ydntemini tercih etmistir.

Bulgular
Yazilarin analizi sonucunda 6n testin ortalama puani 25 {izerinden 10.80 iken, son testin ortalama puani 20.30’dur. On
ve son testler arasinda t(29) = 19.99, p< .05, d=3.66 oldugu icin istatistiksel olarak anlamli bir fark vardir. Elde edilen

Cohen'in d istatistigine gore, uygulanan calismanin yiiksek diizeyde etki bliytikligiine sahip oldugunu gostermektedir.

Ogrencilerin ikinci Dilde Yazma Kaygisi Envanteri 6n test puan ortalamasi 2,84, son test puan ortalamasi ise 2.40'tir. On
ve son test arasinda t(29) = 2.99, p< .05, d= .54 olarak istatistiksel olarak anlamli bir fark bulunmustur. Ve Cohen'in d

istatistigi elde edilmistir. Bu da uygulanan ¢alismanin orta diizeyde bir etki blylkligline sahip oldugunu gostermektedir.

Yari yapilandirilmis gérismelerin analizi anlamli kelimelerin, ifadelerin ve ciimlelerin tanimlanmasi, etiketlenmesi ve
kodlanmasi tizerine kurulmustur. Bélimlere atfedilen kodlar, birbirleriyle olan baglantilarina gére ana temalar ve kodlar
halinde kategorize edilmistir. Goriismelerden elde edilen ifadelere gore dne ¢ikan ana temalar “Degerlendirme Davranisi

ve Adillik”, “Motivasyon” ve “Ogretim” seklindedir.

Ogrencilerin akranlarinin yazilari icin yaptiklari yorumlarda ifadeler, yazarlarin cogunlukla olumlu elestiriler aldigini

gostermektedir. Bunun yani sira, farkli yonlere isaret eden olumsuz elestiriler de gérilmustr.

Arastirmacilarin saha notlarinda ise 6grencilerin ceviri araglarina ¢alismanin basinda fazlaca basvurduklari, giderek

motivasyonlarinin arttigi ve hata yapma korkulari yer aldi.

Tartisma ve Sonug

Metinlerden elde edilen veriler, akran degerlendirmesinin 6grencilerin dilsel yeterliliklerini olumlu yonde etkiledigini
gostermistir. Hem arastirmacilarin hem de katilimcilarin puanlari baslangigtan itibaren agirlikli olarak dikey bir artis
gbstermis ve sonlara dogru Ust Uste gelmistir. Ancak, akran ve 6gretmen degerlendirme puanlari arasinda zayif bir
korelasyon gozlenmis ve hem akranlar hem de arastirmacilar tarafindan analiz edilen metinlerin ortalama puanlari
dikkate alindiginda es zamanli olarak 6nemli artislar gostermemislerdir. Bu tutarsizlik, 6grencilerin gorislerindeki
farkhliklardan ve daha da &nemlisi ingilizce yeterliliklerinden kaynaklaniyor olabilir. Genel puanlarindaki &nemli artis
kayda deger olmakla birlikte, bu gelismeyi yalnizca akran degerlendirme g¢alismasina baglamak basit kacabilir. Gozlenen
olumlu etkilere ragmen, 6grencilerin 12 haftalik bir egitim déneminden sonra uzman degerlendiriciler olarak kabul
edilmeleri mimkiin degildir. Arastirmacilarin kontroll disindaki cesitli faktorler 6grencilerin yazilarinin puanlarini

etkileyebilir.

ingilizce yazmaya iliskin kaygi envanteri puanlarinin karsilastiriimasiyla, 6grencilerin yeterlilik diizeylerine bakilmaksizin,
daha 6nce akran degerlendirmesi deneyimi olmayanlar arasinda bile yazma kaygisinda istatistiksel olarak anlamli bir
genel duslis goézlenmistir. Dolayisiyla, ¢alismanin anlamli bulgularinin da gosterdigi gibi, akran degerlendirmesi

calismalarinin ingilizce yazma kaygisini azaltmada olumlu bir etkisi oldugu séylenebilir.

Katiimcilar egitimin faydali, bilgilendirici ve eglenceli oldugunu ifade etmislerdir. Ayrica, sorumluluk duygularini
artirdigini, hatalar yoluyla 6grenmeyi kolaylastirdigini ve 6zgiivenlerini artirdigini belirttiler. Diger taraftan 6grenciler

arkadaslar tarafindan adil degerlendirme ve puanlama konusunda ise kaygi duyduklarini belirtmistir. Sonug olarak,

70



MAKUIEGT

EGITIM FAKULTESI

akran degerlendirmesi uygulamasinin 6grencilerin ingilizce yazma konusunda becerilerini, &zgiivenlerini ve

farkindaliklarini artirma potansiyeli vardir.
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