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Abstract

The article presents a pedagogical experience with a course of undergraduate students from
various programs. The main objectives were to improve their oral skills in English, increase their self-
confidence, reduce language-specific anxiety, and provide individual prospective feedback. An action
research design was employed, adhering to the conditions of effective feedback proposed by Sadler
(2010). Through oral assessments and a semi-structured interview, positive effects were observed in
the students’ oral proficiency and psychological factors such as self-confidence, beliefs, and anxiety.
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Resumen

El articulo presenta una experiencia pedagégica con un curso de estudiantes de pregrado de di-
versos programas. Los principales objetivos fueron mejorar sus habilidades orales en inglés, aumentar
su confianza en si mismos, reducir la ansiedad especifica del idioma y proporcionar retroalimentacién
prospectiva individualizada, y analizar sus resultados y percepciones hacia la intervencion Se empled un
disefio de investigacion-accion, siguiendo las condiciones de retroalimentacion efectiva propuestas por
Sadler (2010). A través de evaluaciones orales y una entrevista semiestructurada, se observaron efectos
positivos no solo en la competencia oral de los estudiantes, sino también en factores psicolégicos como
la autoconfianza, las creencias y la ansiedad.
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Introduction

It is recognized that the English language is an excellent communication tool for
people. This is consistent with the Chilean government’s concern in promoting English
Language teaching in schools with initiatives to develop teachers’ skills and increase
teaching hours (MINEDUC, 2017). However, these initiatives have not been efficient
enough to improve students’ general English language proficiency levels. Chile is placed
in the 37th position in a ranking of English proficiency (EF Education First, 2020). In
higher education, I have observed that speaking is the skill students need for different
purposes (presentations, research, etc.). Speaking can be considered a key skill essential
to be proficient in a foreign language (Luoma, 2004). However, I have observed that
many difficulties arise when developing this skill.

What seems problematic for the learning process must be less with English linguistic
aspects and more with the ways this is assessed and how these processes affect affective
domains. Students are exposed to elevated levels of anxiety or foreign language anxiety
(Horwitz et al., 1986) when they face oral assessments which are also detrimental to their
self-confidence and beliefs about learning a language.

Consequently, assessment also emerges as an issue to be addressed. Assessment can
serve different purposes such as certification for accountability and promoting learning
(Mansell et al., 2009). In Chile, the first function predominates because of the neoliberal
educational policies of management. Education institutions are subject to a national
evaluation system, characterized by implementing standardized tests at various stages. This
pervades the inside of classrooms when teachers collect information about the learning
process. Thereby, a phenomenon known as ‘teaching to the test’ comes out (Black &
William, 20006, 2009). This practice acts against the assessment oriented to help students’
learning despite the learning assessment being universally recognized as an approach
that improves pupils’ learning and the results (Black et al., 2003). This perspective is also
advocated by the Ministry of Education and suggested to be enacted within the Chilean
educational system (MINEDUC, 2006).

Considering this assessment context for certification, standardized tests, and students
with low confidence and limiting beliefs about oral English proficiency, I implemented an
action research pedagogical experience focusing on formative assessment and prospective
feedback. The implementation took place in an English 11 course at a university to improve
students’ performance and change their perceptions towards this fundamental activity of
acquiring a foreign language.
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Theoretical Framework

Evaluation within the Chilean Educational Context

A peculiar feature of the Chilean educational system is how centralized and standardized
evaluation is adopted regardless of the education or administration level. Higher education
follows this trend strongly. They must undergo a process called accountability. This process
reports how the resources are managed and invested in different audiences (Corvalan, 2000).
Thus, standardized tests become the main tool for showing results and building rankings.
This method of certifying schools and students’ learning has been gradually implemented in
Chile since 1990 (Bravo, 2011). This trend towards accountability and certification seems to
pervade the whole educational system.

Another perspective about assessment has strongly emerged, assessment for learning
or formative assessment (Black & William 20006, 2009). Authorities in Chile have tried to
introduce the foundations of this approach to enact this assessment focus propetly in English
lessons (MINEDUC, 2006). Thus, assessment and feedback become relevant principles to
collect information about students’ learning. This purpose of assessment has been powered
by educational decrees that promote assessment for learning over evaluation for certification
and accountability (MINEDUC, 2018). This implementation has shown improvements in
student engagement and academic progress, although challenges such as lack of teacher
training remain (Lopez et al., 2020).

Speaking

Speaking skills are essential to produce language. They are so important that language
teachers need to know about them deeply. They involve real-time, productive, and aural/
oral dimensions (Nunan, 2003). They are immediate, interactive, outward, and dialectical.
Therefore, speaking is an intrinsically complex set of skills. Speaking encompasses both
micro and macro skills. Micro skills involve producing distinct sounds, using appropriate
intonation, and constructing phrases and sentences, while macro skills refer to organizing
discourse, managing conversations, and adapting language to different social contexts
(Brown, 2004). Additionally, speaking is influenced by cognitive, linguistic, and affective
factors, such as vocabulary knowledge, fluency, and confidence (Bygate, 2001).

Assessing speaking is a challenge for teachers as it is considered the most difficult
language skill to assess reliably (Louma, 2004). The teacher must make immediate judgments
about a range of aspects. Thus, the assessment depends not only upon speech features such
as pronunciation, fluency, grammatical accuracy, and coherence but also on other factors
such as language level, and cognitive and affective skills. The tasks and the context will
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have an impact on student performance. It is challenging. Brown (2004) describes two
major challenges: (1) the interaction of listening and speaking, that is, it is difficult to isolate
speaking and (2) the speaker strategy to convey meaning may make it difficult for teachers
to design a solid elicitation technique. For my intervention, I will use the extensive type of
assessment (Brown, 2004) which involves speaking presentations.

Foreign Language Anxiety

This construct has emerged in the learning context of speaking a foreign language. This
is Foreign Language Anxiety (Horwitz, 2001; Horwitz et al., 1986; Jones, 2004). It occurs
when people are engaged in the acquisition of a foreign language in a classroom context.
It conveys complex self-perceptions, beliefs, feelings, and behaviors related to classroom
language learning. Students are supposed to learn and demonstrate learning constantly. This
situation generates anxiety that rises in specific moments such as participation, dialogues, or
speaking presentations. This anxiety negatively affects their opportunities for participating
as students prefer to avoid instances that, paradoxically, are designed for them to take risks
and make mistakes in pursuit of learning. This anxiety often manifests when students must
participate in oral presentations or impromptu speaking tasks. For example, students may
fear being judged by their peers or making mistakes, leading to behaviors such as staying
silent during group discussions or avoiding language practice altogether (Zhang, 2019).

These behaviors impact students’ willingness to communicate with other people (Oz
et al., 2015), their perception of being negatively judged by classmates and teachers (Aydin,
2008), and their fear of failing in test situations (Buyiikahiska, 2016). As a result, these
situations affect students’ self-confidence and beliefs resulting in avoidance attitudes and low
motivation to participate in learning activities (Dweck, 2006; Marsh & Martin, 2011).

Speaking in a foreign language has been considered particularly challenging due to
the complex process of constructing meaning (Celce-Murcia & Olshtain, 2000). Speaking
requires the speaker to decide why, how, and when to communicate depending on the cultural
and social context in which the speaking act occurs. Due to its complexity, speaking has been
recognized as the most anxiety-provoking skill (Luo, H. 2014) producing a negative effect on
achieving the L2. Finally, some factors influence students’ anxiety concerning language tests
such as test validity, format, techniques, length, time limit, and clarity of test instructions
(Young, 1990). These factors are connected to speaking assessment as unclear instructions,
complex formats, or time constraints can increase anxiety by making it harder for students
to perform. Techniques like spontancous tasks or tests with unfamiliar topics further
elevate stress requiring immediate language production without preparation (Tsiplakides &
Keramida, 2009).
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Assessment for Learning

Conceived as an active process that is inextricably linked to teaching and learning,
learning assessment is any assessment for which its design and practice priority is to serve
the purpose of collecting evidence to promote students’ learning and provide information
for all the parties involved to improve practices (Black et al., 2004). Authors cited in this
research use formative and learning assessment as synonyms. Formative assessment is
an essential classroom work component, and its development can raise achievement
standards. Another key element of formative assessment is the collected evidence use,
which is intended to help students close the gap between the actual level of performance
and the learning goal (Sadler, 1989). The evidence serves as material to raise judgments on
the quality of students’ pieces of work to shape and improve their competence by short-
circuiting the randomness and inefficiency of trial-and-error learning. Teachers should
know students and their learning needs. Likewise, the teacher-student relationship and the
teaching-learning link must be interactive (Black, 2007). This alignment implies teachers
know about students’ advantages and disadvantages, needs, individual skills, and classroom
divergences. In speaking performance, assessment should focus on fluency, pronunciation,
and coherence, using continuous feedback to help students improve through targeted
practice (Harmer, 2007).

Feedback

There is usually a key feature of formative assessment, feedback through interaction.
Feedback is one of the most powerful influences on learning and achievement. However, the
type of feedback and the way it is given can be differentially effective (Black & William, 2004;
Hattie & Timperley, 2007; Sadler, 1989). Feedback plays a key role in formative assessment.
It is defined in terms of information about how successfully something has been or is being
done (Sadler, 1989). This activity plays a crucial role in teaching-learning processes by helping
students understand the course goals and acquire the tools to reach them. The teacher plays
a key role in modeling, describing, and demonstrating a high-quality performance and must
be capable of guiding the students through improvement by transmitting this feedback and
providing strategies for it.

Additionally, students use feedback to monitor their strengths and weaknesses and take
a more active role. Feedback should therefore empower students to become self-regulated
learners. Students should be able to self-monitor and use strategies to alter gaps between
the expected quality and their actual level of performance. Feedback also impacts positively
on affective factors such as motivation, beliefs, self-concept, and self-confidence (Gnepp
et al., 2020; Hamidun et al., 2013; Kim & Lee, 2019; Lundstorm & Baker, 2009). Besides,
for feedback to be effective, it must fulfill three conditions: (a) that the learner possesses

HOW Vol 32, No. 1, January/June 2025 - ISSN 0120-5927. Bogota, Colombia. Pages: 29-48

33



34

Pablo Aedo Cancino

a concept of the standard being aimed for, (b) compares the actual (or current) level of
performance with the standard, and (c) engages in appropriate action which leads to some
closure of the gap (Sadler, 1983, 1989, 2010). In this sense, feedback is a tool for future work.
It equips students to face future learning activities and assessments. Thus, feedback works as
feedforward or prospective feedback (Sadler, 2010).

Providing Feedback

Understanding feedback is not easy for students. This is difficult because it requires
them to think and later self-regulate their learning processes. Therefore, how feedback is
delivered and how learners internalize it to take further actions are relevant points in this
process. The teacher already possesses this knowledge (quality); it must somehow be shared
with the student. Teachers’ conceptions of quality are typically held in unarticulated form,
inside their heads as tacit knowledge.

A tool was built to reduce this abstraction, externalize this quality element, and consider
this theorization key in this research. Besides, students must understand the meaning of
feedback before they can apply it to their work. Students need to identify with near certainty
the aspects of their work that need attention. In this case, the teachet’s role is to provide
the students with comments on their work. In doing so, students need to receive concrete
references to know where to start toward the goal (quality).

Other recommendations from Sadler include telling students about the strengths of
their works; telling them (gently) about deficiencies, where they occurred, and their nature;
telling students what would have improved their works; and pointing them to what could be
done next time they complete a related type of response. In doing all this, feedback should
be in a face-to-face modality that allows proper assessment and strategies for every student
to improve their work. Specific strategies must be delivered to every student to work on their
own to task improvement (Sadler, 2010).

In the context of speaking performance, feedback must address specific areas such as
fluency, pronunciation, and coherence. Teachers can provide targeted feedback that helps
students understand their strengths and areas for improvement, guiding them through
modeling and practical strategies. Individualized, face-to-face feedback is especially effective
in helping students develop self-monitoring skills and close the gap between their current
abilities and the expected speaking performance (Sadler, 2010).

In the context of this research, all the strategies are followed to reach students’ best
understanding of their current performance state within the framework of a dialogic process
and based on criteria that contribute to prospective feedback (i.e., to move towards learning
that favors future decision-making).
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Feedback in Higher Education

Assessment practices are confined to summative assessment in which the main goal is to
judge students’ work to get numerical scores that may allow them to pass or not the course.
Traditional forms of assessment have been largely taken for granted and developments in
formative assessment are mostly ignored. As a result, much teaching at whatever level still
assumes a model of education as knowledge transmission and acquisition, with formative
assessment conceptualized as an instrumental adjunct or a quick fix to educational problems
(Pryor & Crossouard, 2010). Formative assessment has been misunderstood or misused. This
practice and the prevalence of summative assessment methodologies also model students’
assessment perception.

Method

Type of Research

This qualitative study secks an in-depth understanding of a phenomenon (Mason,
2002). As an action research design (Berg & Lune, 2012), the participants can experience
the intervention process and collect valuable lessons for teaching improvement and
making changes (Creswell, 2005; Sandin, 2003). Therefore, its design involves the following
overlapping stages: planning, action, observation, and reflection (Burns, 2009). In this study,
planning involved designing the intervention, action focused on implementing it in the
classroom, observation of collected data during the process, and reflection on analyzing the
results to improve teaching practices (Burns, 2009).

Research Problem

This action research is contextualized in a Basic English II course for undergraduate
students from different programs. The speaking tasks were challenging to them due to their
limited experience with spoken English. There are few opportunities for them to receive
feedback, and when it is done, it conveys the form of comments or grades for work done.
The speaking skills are assessed twice each semester. However, it is not a widespread practice
that students receive feedback on their performance when they may receive suggestions to
improve. This issue may be due to the assessment approach that pervades teaching, how
students appreciate it, or how they conceive feedback provision. Students highly value
feedback focused on grades with summative purposes and not centered on improvement
actions. Also, they have expressed concerns when facing speaking tasks. Their self-confidence
and beliefs about speaking are fixed so they rarely implement strategies to improve due to
the elevated level of anxiety they feel at the thought of having to speak English in front of
the class.

HOW Vol 32, No. 1, January/June 2025 - ISSN 0120-5927. Bogota, Colombia. Pages: 29-48

35



Pablo Aedo Cancino

Research Objectives

The objectives are:

1. To evaluate the effectiveness of formative feedback on students’ oral production.

2. To explore the participants’ views on formative feedback for improving spea-
king-presentation dimensions in English and reducing negative psychological as-
pects such as anxiety, negative beliefs, and self-confidence.

Participants

The sample is purposive and classified as discretionary sampling (Diaz, 2006; Palys,

2008). Participants were selected for meeting the following criteria, appropriate for the study:

Heterogeneity: 24 mixed-undergraduate students from different study fields such as
nursing, psychology, kinesiology, veterinary medicine, business engineering, social
work, and law. The nature of the disciplines may influence the ways they learn
English.

Age: Ranging from 18 to 25 years old. There is little gap in academic work between
now and high school.

Educational background: All of them come from public schools; so, it can be assumed
that they had English lessons from 10th to 12th grade at least 3-4 hours a week, as
stated by the governmental programs with a little focus on speaking.

Level of English: The Basic English II course is aligned with The Common European
Framework of Reference for Languages (CEFR) at the A1 proficiency level (Council
of Europe, 2001).

Research Procedures

The action plan was carried out for five weeks, from the first week of May to the first

week of June. The action plan had six sessions presented in Table 1 below.

36

Table 1. Stages of the Action Plan

Session Description Focus

. . — Assessing students’ performance
— Pretest: Speaking presentation g P

. : using the rubric
about daily routine s

— Gathering information for pre-test
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Session Description Focus
5 To determine the compressibility Validation of instruments with students,
of the instruments. other teachers, and experts.
. . Modelin
To analyze a high-quality oral 06 . . _—
. . Studying the analytic rubric and the criteria
3 presentation given by the teacher. . . .
. L Preparation of presentation script
To describe a situation in the past o .,
Monitoring and praising
Exemplification of a superior performance
Correction of scripts
Oral individual feedback was given
To analyze the criteria of Provision of strategies to close the gap:
4 the analytic rubric. keeping a draft, recording samples of
To implement specific strategies their presentation, knowing the criteria,
to improve oral performance distinguishing between exceptionally
good and poor performance for each
one of the criteria, using visual aids,
self-assessing their presentations
. . Assessing students’ performance
Posttest: speaking presentation . .
5 . using the rubric
about a story in the past . .
Gathering information for posttest
Interview: to analyze participants’ Conducting interview
6 perception of the intervention Gathering qualitative information
using a semi-structured interview from students’ perceptions

Source: Own work.

Data Collection Instruments

Pre and Posttests

Both tests consisted of speaking presentations to help students understand the task
quality criteria (Sadler, 1989, 2010). An analytic rubric was designed and used to monitor
both oral speaking assessments. This rubric’s criteria included grammar, vocabulary, content,
pronunciation, and fluency. The maximum score was 20 points. It was designed in Spanish to

facilitate understanding and comprehension.

The first one (pretest) was carried out before the action plan in session 1. Students
had to present about their daily routines. The second one (posttest) was carried out after
individual feedback was provided to students in session 4. Students had to present aa story
in the past tense.
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Semi-structured Interview

A semi-structured interview was conducted in Spanish considering the students’
English language competence, the need to collect rich information about the process, and
an understanding of a social phenomenon from the participants’ perspective. Collected data
attempted to describe the findings as experienced by the subjects (Kvale & Brinkmann, 2009)
(see Appendix A).

Data Analysis Techniques

For the data collected with the pre and post-tests, descriptive statistics helped summarize
findings by describing general tendencies in the data and the overall spread of the scores
(Doérnyei, 2007). Thematic analysis was used to analyze the data collected from the interviews.
The analytical stages considered: familiarization with the data, generating initial codes,
searching for themes, reviewing, defining, and naming the themes (Braun & Clark, 20006).

Findings
Specific Objective 1

Pre and Post-test General Results

The result of the mean obtained in both tests is illustrated in Figure 1.

20
17 ¢
14 |

w

=

3

w = Pretest
" — Postfest
8 |
5

12 3 456 7 8 910 11121314 15161718 192021 2223 24
Students

Figure 1. Pre and Posttests General Results
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The scores’ mean for the pre-intervention test was 15,63 out of twenty, while for the
post-intervention test was 18,21 out of 20. Thus, the data collected showed an increase
of 2,58 points after the intervention. It is worth noticing that low achievers in the pre-test
increased in the post-test.

Pre and Post-Test Results by Criteria

By contrasting pre and post-tests, it is possible to ascertain that the intervention improved
all the participants’ speaking skill dimensions including fluency, pronunciation, grammar,
vocabulary, and content. These dimensions were consistent with the criteria used in the
analytic rubric to monitor the students’ learning before and after the formative feedback
methodology was emphasized during lessons. This is shown in Figure 2.

40

38 ".\

36 _.__..———!"'/" ~m
34 4 )'
32 /

g 30 \ / = Prietest
28 \ / == Fosttest
268
24 Y
22
20 I

g 9 g
& 3
Dimensions

Figure 2. Pre and Post-test Results by Criteria

There has been an improvement within many of the assessed dimensions. The maximum
score for each dimension was 4 points. Indeed, all the dimensions reached punctuation over
3.5 in the post-test. There is a remarkable case for the pronunciation dimension. The scores
increased from 2.4 (pre-test) to 3.8 (post-test). In addition, the participants exhibited the
lowest scores for this dimension in the pre-test but the highest for the same ability in the
post-intervention test. Thus, the data strongly suggest that enhancement in the learning
process for this skill exists.

Specific Objective 2°

The data from the interview with six of the participants suggest four clear dimensions:
(1) formative assessment, (2) dimension improvement, (3) strategies for improvement, and

2 Interviews were translated from Spanish into English for publication purposes.
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(4) impact on affective factors. Each of these dimensions contains, at the same time, specific
themes.

Formative Assessment

The participants valued the innovative methodology of actively incorporating formative
feedback, highlighting each moment of it. They especially appreciated modeling, continuous
feedback, individual feedback, and knowing the evaluation instrument beforehand.

Students valued the teacher’s modeling strategy regarding using examples for the
speaking task. It was helpful for them as a reference in terms of time, depth, development,
delivery, and presentation language. They also refer to modeling as a guide or criteria to
prepate and visualize their presentation:

“...it was very useful to have an idea of what we had to accomplish...because sometimes you do
much more and it is unnecessary, or you do much less, and you need much more. In short, it was
useful having a parameter of what we had to accomplish.” (Participant 2)

Continuous feedback interrelated with the learning process was considered a valuable
opportunity to practice and rehearse with the teacher before the real presentation. They
highlight that this instance was helpful, on one hand, to find out what their strengths and
weaknesses were before the task; on the other, to uncover by themselves what was their
English proficiency level at that moment as a reference to practice and improve it during the
time they had before the actual presentation. The following comments exemplify this issue:

“Constantly getting feedback was helpful because it’s good to know what to do and how to do it at
every moment ... [ was learning about the strengths and weaknesses of the presentation, and I felt
like I was not alone as it happens in other presentations. It’s good to feel guided.” (Participant 5)

“...because I was able to make sure that my presentation... that is, what I was going to say... was
correct or what corrections I had to make to make it look good. Also, since I had the opportunity
to present... saying what I was going to present... I realized what I needed to work on to improve...
with the comments and seeing how the previous evaluation with the guideline.” (Participant 1)

Knowing the instrument beforehand refers to the value participants give to the knowledge
of the assessment instrument, in this case, the analytic rubric. Knowing the instrument and its
criteria benefited their progress since they knew how they were assessed in the real instance.
It served as a guide when they were studying for the task. Also, some of them mentioned
that it was helpful to focus their study as for some other assessments they lost time not
knowing what to concentrate on because they did not have a reference. Finally, some of
them also mentioned that the proficiency levels were helpful when rehearsing because they
had a concrete reference, the “very well” level, to orient their study and improvement. For
example:
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“...having that guideline...the rubric..and also knowing that with that we will be assessed and
knowing exactly what we have to do to get a good grade is very helpful to guide us and not waste
time or concentration on things that won’t be assessed.” (Participant 5)

“...because then I could prepare myself with certainty knowing that I had to improve since in that
instance...of feedback...I knew my strengths and weaknesses besides knowing the guidelines with
which I would be assessed.” (Participant 6)

“It was good to learn what a rubric means. Not all teachers send the guidelines with the work
instructions and the ones that don’t explain what it means. They assume you know what they
know.” (Participant 2)

Dimension Improvement

This dimension refers to an important result of this intervention. All dimensions,
pronunciation, fluency, grammar, and content improved. As previously analyzed,
pronunciation was the dimension with the greatest improvement.

All the participants mentioned that the prospective feedback instance helped them
improve all the dimensions. Students highlight that the intervention helped them internalize
the rubric criteria and understand what each one is about. In addition, they mention that
having strategies to study autonomously helped them a lot because they could use their time
more effectively. Additionally, they value their improvement in the pronunciation dimension
as shown in the following comments:

“I was able to improve on all the criteria in the assessment guideline since this time I knew what
they meant, and I was also able to learn strategies for studying alone at home.” (Participant 1)

“In the presentation work sessions when you individually gave us feedback, I realized that I had a
lot of work to do to improve my pronunciation so that what I wanted to say would be understood
and I started to use the strategies I had learned.” (Participant 6)

Strategies for Improvement Dimension

An important objective of the intervention is that students could manage strategies to
improve. In this regard, three strategies stand out among those mentioned by the participants:
visual aid, keeping a draft, and using a voice record.

Using visual aids to prepare the presentation and practice for its final presentation
helped them organize ideas, follow the story through the images, and implement retrieval
practice strategies (Bjork, 1988). This is reported below:

“For my presentation, I practiced with images, just images. I could reach the skill of seeing the
image and remembering what I had to say. In this sense, that helped me learn the presentation
better.” (Participant 3)
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Keeping a draft corrected by the teacher with comments and suggestions made the
participants feel confident about practicing with this corrected draft as they were sure of
learning something one hundred percent precise. This is presented below:

“I have taken up much of my sheet of paper with the notes from the comments you made to me.
This helped me organize my presentation and keep track of the improvements I needed to make.”
(Participant 5)

Participants also used their cell phones to record the teacher’s comments and pay better
attention when giving feedback. This is important as sometimes the comments are extended
and there is much to say. Using this type of strategy reduces the exogenous load on the
working memory and allows focus on the work (Sweller, 2010) as expressed below:

“Something I used a lot to prepare the presentation better was to record the comments. That
helped me not worry about everything at the same time during the feedback. With the recording,
I could listen to the comments as many times as I wanted.” (Participant 4)

Impact on Affective Factors

An interesting aspect of the experience is how the methodology impacted the students’
affective factors. In general, much attention is paid to cognitive aspects such as memory,
attention, and problem-solving, which are crucial in language learning. These aspects may
be intuitive but not necessarily accurate. Students report that the intervention helped them
improve their self-confidence, decrease their anxiety towards speaking tasks, and modify
their beliefs about how to learn English. For example:

“The whole process helped me be confident in my abilities to present in English. I think that is
very important in learning anything, Feeling confident that you can do something with help from
the teacher lessens those feelings of inadequacy.” (Participant 2)

“Receiving feedback and knowing what strategies to use to improve much helped me not go
through that nervousness that usually happens to me before speaking in English. Sometimes just
thinking about having to speak in English, I started to feel nervous and anxious; that made me
forget what I had to say.” (Participant 6)

“I have never felt so good preparing an oral presentation in English. The process was so good that
I now think learning English is not difficult if you have the proper guidance to do it. In fact, now
I am more interested in continuing to learn.” (Participant 4)

Conclusions

As previously described, my intervention dealt with prospective feedback and its
principles to improve my participants’ speaking skill dimensions and help them with affective
factors that usually hinder their performance. Formative assessment and feedback highly
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and positively affected students’ performance. All the students increased their overall scores
in the post-test. No matter the program they were studying, they incorporated strategies
for improving the presentation. Besides, all the speaking skill dimensions improved. The

intervention affected low achievers who needed support and guidance during learning.

Regarding feedback, students improved when they clearly understood what they had
to do in a task. Therefore, modeling or exemplifying the objective of a task, in this case, an
oral presentation, was beneficial for them. This is supported by Sadler (2010) who states
that students should have —an appreciation of what constitutes high-quality work of the
type they are called to produce. Students preferred individual feedback over other ways of
receiving comments. Among the reasons, I found out that they were more relaxed and open
to comments when this instance was individual rather than in groups, mostly when they felt
less confident and shy.

They also benefited when they knew their current performance level. In the intervention,
the students analyzed the rubric and its criteria and understood the assessment on their
presentations before the final one. The rubric was a starting point to visualize progress and
a specific goal. They knew the quality of their present work concerning the quality target.
This idea also supports the implementation of a high-quality example. Students also had
to understand what the teacher meant with the feedback, so it had to become a dialogic
experience.

Students selected specific strategies to make progress for the final presentation. During
the intervention, many options were provided. As teachers, we cannot expect they already
know how to close the gap. Students should develop a repertoire of tactics that help them
close the gap between the high-quality target and their current level and these strategies
should also be taught. This idea supports the use of prospective feedback. The strategies are
for future use to become independent learners. Using visual aids, keeping a corrected draft,
and recording teachers’ comments stood out among the students’ commonly used strategies.

The intervention impacted affective factors such as self-confidence, beliefs, and anxiety.
The participants of this study reported an increase in their self-confidence and a decrease
in their anxiety when facing speaking tasks. Finally, the intervention had a positive impact
on students’ beliefs. This is relevant because beliefs can predispose individuals to generate
strategies to cope with or avoid certain activities (Dweck, 2000). English language learners in
general have limiting beliefs about learning a foreign language, especially about speaking in a
foreign language. It is relevant to work on these beliefs that students bring to classrooms as
they can limit motivation, attention, curiosity, memory, and learning strategies (Fredrickson,
2004; Gopnik, 2012; Gruber et al., 2014).
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Appendix A.

Semi-structured interview

Dimension 1: Appreciation of feedback

1.
2.

Do you remember a time when you received feedback on your oral performance?

To what extent did it help you to know the standard of a high-quality presentation
for your work?

Do you think that knowing the evaluation criteria and their key concepts was helpful
to you?

Dimension 2: Contribution of Feedback

4.

HOW

Do you think that the teacher’s feedback was useful to improve your oral perfor-
mance? Do you think that the teacher’s feedback was useful to improve your oral
performance in what aspects?

Do you think that how the feedback was given was beneficial for your improve-
ment?

What elements of the feedback do you think were most helpful?

Why do you think the suggestions were helpful? Which suggestions were most hel-
pful?

Did the feedback instance have an impact on the way you prepare for an oral assess-
ment, and why?



