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Abstract
This classroom action research aims to find out: The significant relationship between
the application of peer tutorial and the daily of learning performance assessment applied to 1)
the average student academic achievement achievers, 2) students' language knowledge, 3)
students' language skills, and 4) students' language skills in aggregate. The method used to
answer research questions is by classroom action research (CAR) with a one-shot case study
experimental approach. The data are collected through lists of the English test, and
questionnaires. To measure the students’ perceptions, questionnaires on 5 a Likert scale are
used. All data in the form of numbers from learning outcomes were analyzed using SPSS
version 23 to answer questions using correlations to determine the significance of the
correlation, correlation coefficient, and relationship determination. The results showed that all
correlations are significant.
Keywords: learning outcomes and performance, assessment daily, and peer tutor.
Introduction
The most important goal of learning a foreign language is that the learners can
communicate it in different situations to express thoughts and information. Concentrating only
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on oral English is not enough, writing competence also becomes indispensable for English
Foreign Language students. The students must answer questions in the form of writing
assignments and many other ways. So, there is a need for them to explore and express ideas if
the teacher changes strategy or applies new techniques in learning English, it can improve the
performance of students' speaking English.
Speaking skill is an important part of the curriculum in language learning and the
ability to speak in foreign languages is at the core of what it means to be able to use a foreign
language (Biggs, 2011; Liu, 2005; Tsou, 2005; Tsui, 1992). Being able to talk with friends,
colleagues, guests, and even strangers, in their language or in a language that can be
understood by both speakers, is certainly the goal of many students (Luoma, 2004). Besides,
the relationship between students' oral participation in class and their academic achievement
is undeniable. Research has shown that when students actively participate in class, their
academic performance seems to be higher than those who are passive in class (KrupaKwiatkowski, 1998). The importance of the ability or perception of the ability to speak should
not be underestimated by teachers or students (Turner, 2010).
By contrast, in the teaching experience, students remain silent all the time in class.
They don't want to speak English. They hesitate to open their mouths. Even though they knew
that they had to speak English well to make themselves eligible to be competitive today, they
seemed indifferent about speaking in English.
Furthermore, Adamson (2004) argues that although there are various methods of
language teaching, "no consensus arises, nor will they emerge, regarding the" best "or" right
"way to teach language". If this view is taken, then we are interested in consolidating language
learning in a very different way, which is slightly different from general practice in language
teaching. This test is used for assessment; in our experiment, they were used to replace
additional ingredients. The general practice is that students are presented with language input,
then they are involved in language practice, and finally, they are evaluated by all means of
formative assessment. For many foreign language teachers, it is common to divide language
learning into three stages, whether real or hypothetical. These stages are presentation, practice,
and production (PPP). For easy reference, it can be called, the 3-P teaching model (Çetinavcı
& Yavuz, 2011; Hu, Cheng, Chiu, & Paller, 2020; Ur, 2014; Zghyer, 2014).
The significance of peer tutoring and daily of assessment have a positive impact on
learning performance and learning outcomes, the results of this classroom action research are
worthy of inspiring teachers to develop practical learning because of these: (1) Peer tutoring
has been proven to be beneficial for tutors other than tutee, with the magnitude of these
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benefits varying from study to study. In some cases, tutors may benefit more from the students
they are tutoring, (2) The practice of consistent assessment carried out in learning can simplify
the problem or break down the complexity, and can be used as information to plan further
learning.
Globalization raises the urgent need of English as a Foreign Language (EFL), so
teachers need to help students develop their skills, and beliefs need to take an active role in
speaking learning (M. Liu & Jackson, 2009). In this way, the students must be encouraged to
work cooperatively so that they can have the opportunity to progress in achieving their
academic goals (Liebscher & Dailey‐O'Cain, 2009; Ma, Zheng, Ye, & Tong, 2010). Only in
this situation can they share ideas and structures that are interrelated with each other.
The research on the effectiveness of peer tutorials (Tudge & Rogoff, 1999; Vygotsky,
1980) and the impacts of assessment (Bernstein, Wasserman, Thompson, & Freeman, 2017;
Randel et al., 2011; VanLehn, Siler, Murray, Yamauchi, & Baggett, 2003) have been done by
many researchers in various regions. However, they are hardly found in some remote areas
where students come from low-income family. Therefore, the authors propose the following
research questions.
Following the explanation, the authors propose questions to investigate, as follows:
1) What is the significance of the application of peer tutors and the daily learning performance
assessments to the average-student academic in aggregate?
2) What is the significance of the application of peer and daily assessment of learning
performance to the score of knowledge and skills on the student's final semester score?
3) What is the significance of the application of peer and the daily learning performance
assessments to the final semester assessment?
4) What is the significance of the application of peer and daily assessments based on the
students’ perceptions of the skill scores assessments?
Literature Review
Peer Tutor
Providing yourself to students with one-on-one interaction with teachers is a big
challenge in large class learning. Peer tutor is a source of learning other than teachers, namely
peers who are better at providing learning assistance to their classmates at school Peers as a
guide in learning can be used as an alternative to help students who have difficulty if guided
by their teacher (Suherman, 2003). Sometimes a student is more receptive to teaching
assistance from his friend than to receive help from his teacher because with friends they are,
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do not have a sense of reluctance, low self-esteem and so on to ask questions or ask for help
and give help (Hoa, 2008; Ischak & Warji, 1987).
The advantages of peer tutor learning are sometimes the results are better for some
students who are reluctant to ask their teacher directly. Further, tutoring strengthen the
concepts that have been mastered and it is an opportunity for the students to practice skills in
guiding and holding responsibilities in carrying out a task and practicing the patience, as well
as strengthening relationships between fellow students.
Assessment
Learning and assessment are closely related. Purpose, delivery, and assessment are the
foundation of every educational effort. The purpose defines what needs to be learned; delivery,
methods, and means to be determined to meet those needs; and assessment, the size of whether
they have been fulfilled. Most class learning objectives can enter into one of the competencies
of knowledge, skills, or attitude. The emphasis on each of these varies from class learning to
other classroom learning. Meaningful assessments must be aligned with the stated objectives
(Xinhua, 2008).
Assessment is a prescribed way to monitor student progress as they continue to meet
classroom learning goals. A summative assessment has a strong social flavor. Here, teachers,
institutions, and he community, in general, want to ensure that learning has taken place. These
steps, which have a final impression of them, occur at the point specified during class learning,
usually in the middle and at the end (Kibble, 2017). Other assessment categories are more
tentative, where the aim is to provide feedback, encourage content mastery, sharpen skills,
change attitudes, and improve student growth (S. Brown, 2005). Significantly, this is not
intended to evaluate students' competencies or achievements. This assessment is often called
formative, although the term does not capture full essence because both teachers and students
often interpret this as only a temporary measure that leads to a real final test at the end. This
might be better-called assessment for oriented learning or assessment (Carless, 2007). This
series of assessments is the focus of this paper.
Kibble notes that there is a "continuum of summative assessment to formative,
depending on the main purpose intended." For example, summative test results can give
students instructions to improve their learning and students can see formative assessments
only to do better on summative tests. All forms of assessment must enrich this learning
process, and these factors are relevant to achieving assessment for learning (Kibble, 2017).
Meaningful learning can be improved significantly if students are allowed to
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personalize their learning through assessment. So the quality of learning achieved by a student
is significant. The means to achieve this is to have an assessment that allows students to
explore important issues for them. Eisner categorizes educational objectives into two broad
categories: learning and expressiveness. The former determines clearly what needs to be
monitored, the later provides opportunities for students to explore problems that interest them.
The quality of learning and, consequently, the assessment used to encourage learning can be
enhanced by a wise balance between these two outcomes (Eisner, 1985).
Methodology
The method used to answer research questions was classroom action research (CAR)
with a one-shot case study experimental approach. This means that a group given treatment is
observed by applying a cycle comprising planning, implementing, observing, and reflecting
activities and then evaluating as the dependent variable. It is carried out in three basic
competencies (BC): 9, 10, and 11. Learning for BC 9 was carried out in 8 meetings, BC 10 in
11 meetings, and BC 11 in 9 meetings. The research: location was in the 3 Way Pengubuan
Public Junior School in grade 8. The data were collected through English tests. Data in the
form of numbers from learning outcomes were analyzed using SPSS version 23 to answer
questions 1, 2, 3, and 4, using correlations to determine the significance of the correlation,
correlation coefficient, and relationship determination.
Results
Question 1
What is the significance of the application of peer tutors and the daily learning
performance assessments to the average-student academic achievers in aggregate?
Table 1 Correlation between Student Perceptions and the Average-Student Academic
Achievers in the Aggregate
Correlations
Student Perception Academic achievement
Student Perception

Pearson Correlation

1

Sig. (2-tailed)
Academic

.186
.082

N

88

88

Pearson Correlation

.186

1
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achievement

Sig. (2-tailed)

.082

N

88

88

Source: Research Data Process
Score r= 0.186, p= 0.082 (2-tailed), positive direction, and to know the strength of the
relationship is to refer to the correlation value (r). Cohen suggested a guideline that the
strength of a small relationship r = 0.10 to 0.29, while r= 0.30 to 0.49, and the magnitude r =
0.50 to 1.0. r= 0.186, so the relationship strength is small (Pallant, 2011), and r2 = 3%.
Question 2
What is the significance of the application of peer tutorial and daily assessment of learning
performance to the scores of knowledge and skills on the student's final semester scores?
Table 2 Correlation of Knowledge and Skills Scores for the Final Semester Assessment Score
Correlations
1

2

1. Final Semester Assessment

1

.760**

2. Average Knowledge and Skills

.760**

1

**. Correlation is significant at the 0.01 level (2-tailed).
Source: Research Data Process
The direction of the relationship between the average scores of knowledge and skills
with the end of semester assessment is positive (0.760), r = 0.760, and r2 = 5%, p= 0.01 level
(2-tailed).
Question 3
What is the significance of the application of peer and the daily learning performance
assessments to the Final Semester Assessment?
Table 3 Correlation of Final Assessments, Knowledge, and Skill scores
Correlations
1. Final Semester Assessment

1

2

3

-

.799**

.667**

-

.874**

2. Knowledge
3. Skill Score

100

**. Correlation is significant at the 0.01 level (2-tailed).
Source: Research Data Process
The direction of the relationship between the average score of knowledge and skills
with the end of semester assessment is positive (0.799, 0.667, and 0.874), the strength of the
relationship for the three variables is large, r2 = 8%, and p = 0.01 level (2-tailed).
Question 4
What is the significance of the application of peer tutorial and daily assessments based
on the students’ perceptions of the skill scores assessments?
Table 4 Correlation between Student Perceptions and Skill Score
Correlations
Student Perception Skill Score
Student Perception

Pearson Correlation

1

Sig. (2-tailed)
Skill Score

.075
.490

N

88

88

Pearson Correlation

.075

1

Sig. (2-tailed)

.490

N

88

91

Source: Research Data Process
The relationship between student perception scores and skills with the end of semester
assessment is positive, the scorer = 0. 075, r2 = 6% and p = 0.490 (2-tailed).
Discussion
This research is to examine the significance, coefficient, and determination correlation
of the use of peer tutorial and daily learning performance from 1) student perceptions and the
average student academic achievement in the aggregate, 2) knowledge and skills scores for
the final semester assessment score, 3) knowledge and skills scores for the final semester
assessment score, final assessments, knowledge, and 4) skill score, and student perception and
skill score. The result shows their significances.
The four results of this action research are in line with the results of previous research
and theories that have been established. Various learning theories have predicted the success
of peer guidance. They attract the difference between active, constructive, and interactive
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activities. Interactive activities such as peer tutorial: (where a student talks with others about
the subject matter) have been shown to produce learning outcomes that are greater than
activities that are only constructive or active. From a social constructivist perspective (Chi,
2009), high-level interactions in which ideas, explanations, justifications, speculations,
hypothesis, and exchanged conclusions can bring changes in the cognitive structure of tutors
and tutees (Tudge & Rogoff, 1999; Vygotsky, 1980).
In particular, Vygotsky believes that students can observe cognitive skills from
colleagues who are more capable and in time internalize and develop them personally. Thus,
more advanced tutors will be needed to design tutees and help them progress cognitively in
their "zone of proximal development" (Vygotsky, 1980). However, there is evidence that
tutors do not need to be more advanced than tutees. In one study, student learning was equally
effective when tutors were not advised to provide explanations and feedback to students (Chi,
Siler, Jeong, Yamauchi, & Hausmann, 2001).
Besides, other studies show that students with similar abilities can successfully teach
each other (Jensen & Lawson, 2011; King, Staffieri, & Adelgais, 1998; Menesses & Gresham,
2009). This observation is supported by equilibration theory, where learning is stimulated
when students face unequal experiences in which prior knowledge can only accommodate
new information if it is reorganized and contradictions are resolved (Piaget, 1985). In support
of this, research shows that tutees must meet dead ends during the tutoring session for learning
to take place (VanLehn et al., 2003), something that can happen with tutors at the same level
of ability.
Peer tutorial has been proved to be useful for tutees and tutors, with the magnitude of
this benefit varying from study to study (Benè & Bergus, 2014; Roscoe & Chi, 2007). Peer
tutors can easily provide learning to students and summarize what they already known, called
"telling knowledge" (Roscoe & Chi, 2007). Interestingly, tutee behavior can affect tutor
learning. The more high-level questions asked the more tutors can monitor themselves, and
the more conclusions they make. If tutees ask more superficial questions, tutors tend to be
involved in more superficial knowledge disclosures (Nguyen & Baldauf Jr, 2010; Roscoe &
Chi, 2004, 2007).
Tutors and tutees got a benefit from tutoring; reciprocal peer guidance must be an
effective and efficient model to help students learn. Students take turns filling out the roles of
tutors and tutees, allowing the student-to-instructor ratio of students to be possible in any size
class. It allows each student to experience both roles, but it can also produce more
collaboration and understanding together when roles are blurred (Duran & Monereo, 2005).
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The benefits of peer tutors that have been proven through research (Assinder, 1991)
there are at least eight, namely: (1) Increased motivation. Without exception, all students
appear to be more motivated, and this motivation is maintained throughout the entire course.
Students seem to enjoy themselves more, are more willing to contribute, have increased
concentration ranges, and engage in more spontaneous conversations than ever before. (2)
Participation is increasing. Even students who were previously quite passive in class became
more involved. All talk is initiated by students and, as well as the students' talk time increases
rapidly, the nature of discourse changes to include more questions, more checks, more clarity,
and more negotiation than in previous lessons. Students also seem to listen to each other more
closely. (3) Improvement of 'real' communication longer and more meaningful discussion. I
was struck by the wealth and variety of exchanges that took place - the analysis of information
and the political situation; discussion of learning and the values and objectives of various task
components; group organization negotiations; and discussion of the relative merits of various
dictionaries. (4) Enhance deep understanding. Group negotiation seems to result in a deeper
understanding of all parties. There are several mixed abilities among students; stronger
students often have linguistic resources that extend to the limit when called upon to explain
something, be it content or grammar, to weaker students, who, in turn, have their own
threshold raised to a new level. I was impressed with the persistence of the group to ensure
that each group member had reached a thorough understanding of whatever was being
discussed. (5) Increased responsibility for learning and their commitment to learning. In
addition to being responsible to their own group (in terms of sharing work) and being
accountable to other groups (in terms of teaching), each individual is fully responsible for
what, and how much, is learned. Vocabulary development, for example, is very individual,
with each student isolating a number of new items every day. The students themselves choose
what, and how much, to learn. (6) Increase self-confidence and respect for each other. Every
student is able to excel in something (not necessarily linguistic). Able to bring their own adult
knowledge and skills, increase their confidence and respect for each other. This multiplicity
of roles increases self-confidence and respect for peers. (7) Increasing the number of skills
and strategies that are practiced and developed. It was surprised, in lesson after lesson, by the
wealth of each session in terms of the number of skills and strategies practiced, and the amount
of learning that seemed to occur. (8) Increased accuracy. Students take great pride in
producing worksheets that are written accurately for other groups. As a result, there is often a
long debate about the main points of grammar; negotiated final products always have a much
greater degree of accuracy than the written work of each individual group member.
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Peer tutors succeed as learning methods because they have social aspects that are
directly proportional to language and humans as social creatures. Research findings on
emotional and social aspects (Wette & Furneaux, 2018) provide insight into other types of
challenges for students. Immediately after accepting them in teaching activities, most students
put down great stress on "tutorial participation, and communication with peer tutors" (Zhang
& Mi, 2010) . This pressure is often fostered by personal factors such as the ability to feel
comfortable with the tutor, readiness, the distance of good habits between home tutors and
tutees, which creates better social and academic support (Zghyer, 2014).
Assessment is a set way to monitor student progress as they continue to meet classroom
learning goals. There are two broad categories, called summative and formative. A summative
assessment has a strong social flavor. Here, teachers, institutions, and, in general, the general
public want to ensure that learning has taken place. These steps, which have a final impression
about them, occur at the point determined during class learning, usually in the middle and at
the end, and especially the assessment of learning (Kibble, 2017). Other assessment categories
are more tentative, where the aim is to provide feedback, encourage mastery of content, hone
skills, change attitudes, and enhance student growth (S. Brown, 2005). Significantly, this is
not intended to evaluate the competencies or achievements of such students. This assessment
is often called formative, although the term does not capture the full essence because both the
teacher and students often interpret this only as a temporary measure that leads to a real final
test at the end. This might be the better called assessment for learning or learning-oriented
assessment (Carless, 2007). This series of assessments is the focus of this paper.
The authors can synthesize that assessment for meaningful learning must prepare
students not only to get good grades and meet certain class learning requirements but to give
them training, skills, and enthusiasm for the long term. As postsecondary and professional
education transitions to a competency-based model, it is increasingly clear that simply
assessing students on their achievements within a limited time frame or classroom learning is
not enough. Meaningful learning and assessment mean alignment with relevant results for the
next stage of student growth, whether it is a provision for further learning or survival-based
learning.
This strategy is a component of classroom practice, integrating them into unity will
further enhance student achievement. There are several practices are conceptualized and
operationalized (Arter, 2009; Wiliam & Thompson, 2017). In general, efforts to promote
formative assessment often fail to achieve formative assessment practices that are developed
substantially (Carless, 2005; Hume & Coll, 2009; James & McCormick, 2009; Jonsson,
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Lundahl, & Holmgren, 2015; Marshall & Jane Drummond, 2006; Schneider & Randel, 2010;
Wylie & Lyon, 2015), to the extent that student achievement improvement is obtained (Bell,
Steinberg, Wiliam, & Wylie, 2008; Carless, 2005; Randel et al., 2011; Schneider & Randel,
2010).
Language Assessment also has its own characteristics included in the assessment.
Components and language skills are presented through various methods and approaches in
curriculum design, where various factors are integrated (Macalister & Nation, 2010). This is
influenced by the philosophy of seeing language teaching or language learning (H. D. Brown,
2007; Richards & Rodgers, 1986). Typically, FL students are formally presented with
language input in language classes. Materials are carefully assessed and designed, and are
often based on specific organizational structures, such as grammar, functional, situational,
skill-based, or task-based (Breen, 1985, 1987; Macalister & Nation, 2010; Richards &
Rodgers, 2014; Richardson, 2011; White, Spada, Lightbown, & Ranta, 1991). As stated
above, language input is followed by practice and ends with some type of class assessment
(Hadley, Rispoli, & Hsu, 2016; Lin, Tsai, Hsu, & Chang, 2019; Mashad, 2008).
Conclusion
In line with the results of the calculation of this action research data, the authors can
draw the conclusions, as follows: the application of peer tutors and the daily learning
performance assessments to the average student academic achievers in aggregate, the
application of peer tutorial and the daily learning performance assessments to the averagestudent academic in aggregate, the application of peer tutorial and the daily learning
performance assessments to the final semester assessment, and the application of peer tutorial
and daily assessments based on the students’ perceptions of the skill scores assessments are
significant. Those all tell that the efforts worked well in increasing student learning
performance and learning outcomes of students’ English lessons. Therefore, the traces of the
practice of applying peer tutorial, the point is that peer tutorial is effective and efficient. It is
effective because this can be done due to the fact that both those who act as teachers and
students are the students themselves. This practice results in active patterns of interaction. It
is efficient because at one time it runs a learning pattern that can involve all students in the
class.
Pedagogical Implications
The fact is that majority of the students, especially in the remote area, tend to be passive
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in learning English. However, as shown by this study the classroom athmosphree is different
that the majority of the student were very active after the implementation of peer tutring and
assessment. Consequently, English teachers who want to help their students be more active in
the classroom, the following pedagogical implication should be take into consideration. Fisrt,
involve the students to comment their peers’ works so that they feel that they have been given
responsibility to be active agents. Secondly, not anly teachers but also students should be
involved in assessing students’ classroom activities.
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