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Resum 

El present estudi té la intenció de contribuir al desenvolupament d’eines per tal de reduir els 

nivells d’ansietat als adolescents a l’hora de parlar en públic. L’estudi es va portar a terme en 

dues classes de 1er d’ESO a les quals se’ls va assignar una presentació oral individual. Una de les 

classes va actuar com a grup control i l’altra com a grup experimental. Al grup experimental, se 

li van assignar dues tasques que anaven acompanyades de feedback i s’havien de completar 

abans de la presentació. Per completar-les també era imprescindible l’ús d’eines informàtiques. 

La primera tasca va consistir en l’entrega d’un missatge de veu amb la presentació i la segona va 

consistir en l’entrega d’un vídeo on es veia l’alumne fent la presentació. Els alumnes van rebre 

feedback de les dues tasques a través d’un missatge de veu. Tenint en compte que el nivell 

d’anglès dels alumnes era baix, van rebre instruccions clares i universals per completar les 

tasques. Addicionalment, dues enquestes per mesurar el nivell d’ansietat van ser administrades 

als dos grups, una després d’informar-los que haurien de fer una presentació oral i l’altra un cop 

la presentació estava feta. Posteriorment, les enquestes van ser comparades i els resultats van 

mostrar que el grup experimental va reduir el nivell d’ansietat un 9,22% després de la 

presentació, mentre que el grup experimental tan sols un 2,24%. 

Paraules clau: ansietat, parlar en públic, 1er d’ESO, tecnologia, feedback. 

 

Abstract 

The present case study aims at contributing to the development of tools in order to reduce 

public speaking anxiety in teenage students. The study was implemented in two classes of 1st of 

ESO which were assigned the performance of an individual oral presentation. One of the classes 

acted as the control group and the other one as the experimental group. Two tasks from which 

they obtained scaffolded feedback before the performance and involved computer-based tools 

were assigned to the latter. The first task consisted in submitting a voice message including the 

presentation to be performed and the second one in submitting a video also including the 

presentation. The feedback provided was through a private voice message. Taking into account 

that their level of English was low, clear and universal instructions of the tasks were provided. 

In addition, two surveys measuring the public speaking anxiety were handed to both groups, the 

first one was administered after being informed about the oral presentation task and the second 

one after having performed it. Afterwards, the surveys were compared between groups and the 
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results showed that the experimental group reduced the level of anxiety by 9,22% after the oral 

presentation, whereas the control group only by 2,24%. 

Keywords: anxiety, public speaking, 1st of ESO, technology, feedback. 
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      1- Introduction 

Communicative approaches have been widely spread in secondary education schools requiring 

students to prepare and perform a considerable number of communicative tasks. Thus, oral 

presentations have become part of the student’s daily routines with the purpose of practicing 

speaking, gaining confidence and getting their productive skills assessed. The fact of talking in 

front of the whole class may not be a big a deal for some students but it can panic some others, 

some students can feel anxious for some different reasons such as lack of confidence or fear of 

looking like a fool when making mistakes. This anxiety increases significantly in most cases when 

the oral presentation must be delivered in an L2 which ads an extra layer of difficulty to the task. 

In addition, the fact of experiencing certain levels of anxiety can lead to slowing down the 

students’ learning process and, in some cases, even block or make them grow a feeling of hatred 

towards the learning of an L2. 

Numerous studies have been carried out to undergraduate or teenage students and 

have shown that this anxiety can be treated and reduced by completing some tasks before 

performing and oral presentation. However, these tasks or activities must be complemented 

with feedback in order to be effective. The fact that students are nowadays familiar with 

computer-based tools since they employ them on a daily basis in and out of the classroom shed 

some light in the idea that these tasks together with the feedback could be created and 

submitted by using computer-based tools.  Furthermore, as it can be seen in everyday secondary 

school classes, it seems that that the use of technology keeps them engaged and motivated.  

My interest in this topic is due to the lack of preparation that students receive before 

performing oral presentations other than some instructions and an example by the teacher. This 

study is not intended to blame the teachers or the curriculum because the lack of preparation 

might only be a matter of time but to try to find a tool to help those students who experience 

high levels of anxiety when there is the need of an oral presentation performance.  

Teachers must always carry out research in their classrooms to the extent possible 

according to Burns (2010). For this reason, this case study was carried out during my last four 

weeks of placement in a public secondary school and the main objectives can be seen in the 

table below: 
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                                         Table 1. Research ques�ons and objec�ves. 

 

      2- Theoretical framework 

      2.1- Introduction to foreign language anxiety 

Foreign language anxiety is commonly found among students all over the world and according 

to Horwitz (2001) it refers to the feeling of nervousness, tension, unease and apprehension when 

learning a foreign language and it may arise when learning or prac�sing the skills of reading and 

listening (MacIntyre and Gardner, 1994).  Nonetheless, anxiety has a significant rela�onship with 

the skill of speaking, the skill in which anxiety tends to manifest itself in the strongest manner 

(Kamaruddin et al., 2020).  

Psychologists employ the term specific anxiety reac�on for differen�a�ng those who feel 

anxiety in many different situa�ons from those who show anxiety in a very specific situa�on. 

Hence, anxiety does not affect students equally. Horwitz et al. (1986) point out that many people 

admit to having a mental block against learning a foreign language. Although these same 

students may be bright in other subjects, do not lack mo�va�on and are interested in the target 

language, they are unable to achieve the desired goal. Thus, they may have an anxiety reac�on 

which holds them back from performing successfully in a foreign language class. Related to this 

later idea, Deawele and MacIntyre (2014) sustain that foreign language anxiety has an impact 

 
                 RESEARCH QUESTIONS 

                      
                              OBJECTIVES 

 

1. Do students feel anxious before 

performing oral presentations? 

 

2. Can computer-based resources be 

applied together with scaffolded 

feedback easily in a 1st of ESO class? 

 
 

3. Can pre-task activities with 

scaffolded feedback reduce the 

students’ anxiety before doing oral 

presentations? 

 

 

1. Explore the students’ levels of anxiety 

before oral presentations by handing 

them a survey. 

2. Explore dynamic computer-based 

resources and employ them for the 

two activities. 

 

3. Examine the second survey, compare 

it with the control group and see if the 

activities have helped them to reduce 

the anxiety for future oral 

presentations. 
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on language acquisi�on, reten�on and produc�on, thus, the en�re target language learning 

process may be nega�vely affected.  Krashen (1985) also claims that anxiety contributes to an 

affec�ve filter which makes the individual unrecep�ve to language input. Hence, the student is 

unable to decode the messages and the target language acquisi�on does not progress. 

Researchers had already iden�fied different types of anxiety associated with different 

academic subjects, but Horwitz et al. (1986) found a gap when it came to rela�ng anxiety and 

the acquisi�on of a foreign language. So, they were able to classify foreign language anxiety as a 

conceptual dis�nct variable and its symptoms should become iden�fiable to those related to 

classroom language learning and teaching. Foreign language anxiety can also be classified as 

“social anxiety” (MacIntyre and Gardner 1989) which includes three dimensions: cogni�ve 

(decrease in cogni�ve processing ability), affec�ve (apprehension, tension and uneasiness), and 

behavioural (inhibited ac�ons and increase in sympathe�c nervous system). Also, foreign 

language anxiety may also be classified as situa�onal anxiety, since it is related to a specific 

situa�on (Gardner and MacIntyre, 1993 as cited in Paradowski, 2015). 

Horwitz et al. (1986) divide the conceptual founda�ons of foreign language anxiety in 

three main groups: 1) communica�on apprehension; 2) test anxiety; and 3) fear of nega�ve 

evalua�on. Communica�ve apprehension is a type of shyness which appears in different types 

of interac�on involving oral communica�on such as public speaking, speaking in more reduced 

groups or even communica�ng with people in general. Communica�on apprehension plays a 

large role in foreign language anxiety since people who typically have difficul�es to communicate 

with other people will probably get even more anxious when having to communicate in a target 

language. Communica�on apprehension may affect dis�nc�vely depending on the personal 

knowledge of every individual. Some people who are very talka�ve in their L1 can be somewhat 

shy in the target language due to the lack of knowledge and the fear of not being understood. 

On the other hand, people who are shy in their L1 can be very talka�ve in the target language 

because they feel they are hiding behind a different code, like actors hide behind a character. 

Test-anxiety is related to the fear of failure. Aydin (2008) defined test anxiety as “an 

apprehension towards academic evalua�on and is described as fear of failing in a test and an 

unpleasant experience held either consciously or unconsciously by the learners in various 

situa�ons” (p.423). Although the brightest students make errors when communica�ng in a target 

language, for some students, the feeling of not having lived up to expecta�ons or anything less 

than a perfect performance in oral tests can be considered as failure (Gordon and Sarason, 1980 

as cited in Horwitz et al.,1986). In the same regard, when students fail to achieve their goals, 
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they construct nega�ve thoughts about their language abili�es (Tallon, 2008 as cited in Bouaziz 

and Ghouli, 2022). 

Fear of nega�ve evalua�on refers to the apprehension about others’ evalua�ons and the 

fear of being evaluated nega�vely. Although it may be related to test-anxiety, nega�ve evalua�on 

comprises a wider scope since it is not only limited to test-taking situa�ons but also to social 

situa�ons or classroom situa�ons. Some students fear of being nega�vely evaluated by others 

by not making a social impression (Aydin, 2008) and some can be quite sensi�ve to their 

teacher’s or other students’ evalua�ons whether they are real or imagined (Watson and Friend, 

1969). Young (1991) also reported that some students are reluctant to par�cipate in classroom 

ac�vi�es for the fear of making verbal mistakes. 

The effects of foreign language anxiety are essen�ally the same as for any specific 

anxiety. Students experience worry, apprehension or even dread. They may experience 

palpita�ons, sweat, become forge�ul and have difficulty in concentra�ng, trembling or 

headaches (Horwitz and Young, 1991). They also postpone homework and avoid going to class. 

They may feel comfortable repea�ng drills but tend to freeze in role-play situa�ons. Boyce et al. 

(2007) also claims that when talking in front of the whole class some students can also 

experience nausea, weak knees and dry mouth and Ortega (2009) also suggests that apart from 

freezing up, students may get very confused even though they have studied hard. Kleinmann 

(1977) back in the 70’s already had stated that students with high levels of debilita�ng anxiety 

employed different types of gramma�cal structures that made them less anxious, and Horwitz 

and Steinberg (1986) found that more anxious students atempted fewer concrete messages 

than those who were more relaxed. So, more anxious students try to avoid difficult or personal 

messages in the target language. 

 

      2.2- The role of the affective filter in teenage students 

A filter can be something which blocks material or strains it before reaching a container with the 

result that part of the material never reaches its final des�na�on (Iris-Wilbanks, 2013). In terms 

of language acquisi�on, the container would be the language learners, the filter would be 

different variables and the material the comprehensible input. Therefore, the filter is crucial to 

determine the amount of comprehensible input that reaches the learner. Some students are 

open to the input and some are not (Krashen, 2003).  



10 
 

The affec�ve filter hypothesis was firstly proposed by Durlay and Burt in 1977 (as cited 

in Chen, 2020) but truly explored and developed by Krashen (1982) with the theory of 

comprehensible input, in which he states that no mater how much input is provided to a 

language learner, the affec�ve filters will stand in the way of effec�ve acquisi�on. This explains 

why it is possible to receive a great deal of comprehensible input and s�ll never reach a na�ve 

speaker level. 

 

                     

                      

                    Figure 1. Affec�ve Filter diagram (Krashen, 1982) 

 

According to Krashen (1982), depending on how high or how low the affec�ve filter is, it 

will determine its strength in blocking certain input and it will also determine the level of 

accomplishment in language acquisi�on. In other words, what Krashen (1982) means is that if 

someone’s filter is too thick, the comprehensible input will have more difficul�es in reaching the 

devices of language acquisi�on, whereas the filter is thin, the acquisi�on is more likely. 

Krashen (1982) also states that there are three main factors that determine the strength 

of the filter. These three main factors include self-confidence, mo�va�on and anxiety. So, if a 

student is highly mo�vated and confident and has low anxiety will mean that his affec�ve filter 

is low and will be more likely to perform beter in class and increase the poten�al for language 

learning. On the contrary, students with high levels of anxiety, and lack of self-confidence and 

mo�va�on will be more prone to perform worse in class and the poten�al for language 

acquisi�on will decrease.  

Krashen (1982) suggested that discussing about a comprehensible and interes�ng topic 

would reduce the pressure associated with a language class, at the same �me, it would lower 

the anxiety and acquisi�on would result. In order to implement these ideas, three different 

approaches were suggested. 
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1.) The Natural Approach: This approach consists of enabling the students to talk about 

ideas, solve problems and perform tasks in a relaxed way. The teacher would avoid 

bombarding them with input and the topics would be interes�ng and within the 

students’ scope. 

2.) Total Physical Response: The main aim of this approach is to lower the students’ 

speaking anxiety and also enable the students to become familiar with the listening. 

In order to lower the anxiety, the students do not need to speak in the target language 

un�l they decide they are ready. 

3.) Suggestopedia: The main characteris�c of this approach is that the teacher would 

employ innova�ve techniques to lower the anxiety of the students and build 

confidence. Before star�ng the lessons, the students would listen to classical music 

and relax in comfortable chairs, once the students are relaxed, the lesson starts. 

 

 

      2.3- Anxiety measurement tools 

Anxiety is then one of the factors that act as affec�ve filters preven�ng students from improving 

and acquiring the target language appropriately. Horwitz et al. (1986) developed a scale in order 

to measure foreign language anxiety. Namely, Foreign Language Classroom Anxiety Scale 

(FLCAS). The scale has demonstrated high reliability achieving an alpha coefficient of .93 and 

includes the following four domains:  test anxiety, communica�on apprehension, fear of nega�ve 

evalua�on and anxiety of foreign language class. The scale consists of 33 items presented as a 

five-point Likert scale ques�onnaire and the possible answers go from strongly agree to strongly 

disagree.  

More recently, Yaikhong and Usaha (2012) developed the Public Speaking Anxiety Scale 

(PSCAS) with the purpose of measuring public speaking anxiety in the EFL classes. The items 

included in this scale were taken from previous scales: Foreign Language Classroom Anxiety Scale 

(FLCAS) by Horwitz et al. (1986); Personal Report of Communica�on Apprehension (PRCA-24) 

and Personal Report of Public Speaking Anxiety (PRPSA-34) developed by McCroskey (1970); and 

Speaker Anxiety Scale (SA) developed by Clevenger and Halvorson (1992). Un�l then, the most 

frequently used scale had been the Foreign Language Classroom Anxiety Scale (FLCAS) by 

Horwitz et al. (1986) employed to determine overall foreign language anxiety in the classroom. 

Nonetheless, the Personal Report of Communica�on Apprehension (PRCA-24), developed by 

McCroskey (1970), had been the most employed scale to measure public speaking anxiety since 
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it measures anxiety in different dimensions, such as talking in small groups, talking in dyads, 

talking in mee�ngs or classes and public speaking. Yaikhong and Usaha (2012) developed a 

preliminary PSCAS which yielded an alpha coefficient of .84 and was factor-analysed in order to 

reduce commonali�es among items. Subsequently, a final version was developed. The factor 

analysis revealed that the PSCAS included the components of fear of nega�ve evalua�on, 

comfort in using English in a public speaking class, communica�on apprehension and test 

anxiety. 

 The Horwitz’ (1986) FLCAS scale was also adapted by other researchers such as Öztürk 

and Gürbüz (2021) by selec�ng the items which were more relevant to speaking skills aiming at 

measuring the speaking anxiety. This new scale was named foreign language speaking anxiety 

scale (FLSAS) and the number of items was reduced to 18. In their study, FLSAS was administered 

as a pre-test and post-test a�er having carried out mini-speeches together with scaffolded 

feedback sessions with the par�cipants. FLSAS has also been reported to be a reliable tool 

achieving an alpha coefficient of .91 and employed in other studies for measuring EFL’s students 

speaking anxiety (Babakhouya, 2019; Toubot, et. al. 2018; Çağatay, 2015). 

 

 

      2.4- The role of technology to enhance language use/learning 

Dockstader (1999) claimed that technology supported classroom teaching by enabling the 

students to complete assignments on the computer rather than the tradi�onal pen and paper 

and defined technology integra�on as the use of technology with the purpose of improving the 

educa�onal environment. Later, Gilakjani (2017) stated that technology integra�on could be 

defined in terms of how teachers employ technology to re-shape everyday ac�vi�es and this 

usage helps them perform these ac�vi�es more efficiently. 

Tradi�onally, teachers stood in front of the classroom giving explana�ons and 

instruc�ons with the help of a blackboard, but this method is no longer valid. Bennet et al. in 

2000 (as cited in Barzani et al., 2021) already foresaw that the use of technology would lead to 

the improvement of teaching and learning in the classrooms, and it would help teachers narrow 

down the needs of their students. In addi�on, Bransford et al. (2000) stated that the 

implementa�on of technology does not come automa�cally, it depends on how teachers employ 

it in their lessons. In other words, teachers should explore the advantages of technology and 

adapt them to their lessons accordingly. Costley (2014) asserted that technology was a great tool 
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for learners and that it was a significant part of their learning process and that teachers should 

do their part to get it supported by the curriculum so that students could make the most of 

technology in their language lessons. In the same vein, Raihan and Lock (2012) stated that 

teachers should find methods to implement technology in their lessons as a useful learning 

instrument even though their students were not computer experts. From a pedagogical point of 

view, Jin and Divi�ni (2020) suggested that when designing and implemen�ng ac�vi�es involving 

technology, educators should consider measuring student’s a�tudes towards technology and 

adapt the strategies in order to match students’ needs and strengths. Thus, teachers should 

make learning meaningful and explain the prac�cal values of an ac�vity so the students 

understand that apart from the content of the subject, they also improve their technological 

skills which will be very useful for them in the future. 

Regarding produc�on, J. Blake (2017) stated that technology equips educators with a 

wide array of op�ons and tools that can be used to s�mulate the target language. Apart from 

that, teachers must adapt the tasks and tools to each group of students they are teaching and at 

the same �me, new tools are being designed and invented all the �me. This fact pushes the 

educators to keep up with the new changes and con�nued training in the use of new instruments 

to promote target language produc�on is required. According to Morris and Blake (2022), recent 

innova�ons in computer-mediated communica�on provide learners with great innova�ve tools 

which enables them to prac�se the target language in a more engaging and produc�ve way than 

tradi�onal face-to-face methods. These tools can be especially useful to foster oral 

communica�on since the computer-mediated communica�on can connect two or more 

interlocutors in a synchronous or asynchronous mode. In other words, the exchange can take 

place in real-�me or in deferred �me and in both cases can include text, audio and video at the 

same �me.  

Hence, asynchronous communica�on is a par�cularly atrac�ve tool for fostering oral 

produc�on since the learner is enabled to record as many �mes as wished, delete the recording, 

rehearse and re-record again un�l the best performance is obtained. At the same �me, the 

educator may provide feedback with another recording. This versa�le method increases 

engagement regarding both oral produc�on and listening comprehension and reduces student’s 

pressure since they can prac�se without the need of spontaneous conversa�ons and immediate 

responses. 
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       2.5- Technology and speaking anxiety 

Several disserta�ons have already been conducted regarding the use of technology and its 

benefits in lowering foreign language speaking anxiety. Although most of the par�cipants of 

these studies are undergraduates, we can get a hint of the poten�al of technology and its role in 

helping teenage students overcome foreign language speaking anxiety.  

Sari Maylisa (2016) explored in her thesis how reflec�ve videos could reduce foreign 

speaking anxiety to a group of undergraduates who were atending a speaking course. These 

students had to record themselves three �mes while rehearsing an oral presenta�on. 

A�erwards, they had to analyse their videos by using a self-assessment form in which they 

sustained that reflec�ve prac�ce had helped them reduce foreign speaking anxiety for the 

following reasons: they were able to spot their weaknesses and strengths, they were able to 

conduct problem solving and they were able to increase confidence. To sum up, the percep�on 

of their self-confidence increased while their anxiety decreased. 

Amalia and Olivia (2017) claimed that instructors play a major role in reducing speaking 

anxiety to the students and they should be able to iden�fy those students with a higher level of 

anxiety and create less stressful learning environments in order to reduce the students’ anxiety. 

At the same �me, teachers need to find fun ac�vi�es to engage the students and self-reflec�ve 

videos are appropriate to minimise speaking anxiety and help prepare speeches in front of an 

audience. Furthermore, they include that self-reflec�ve video assessment should be done in 

pairs since this fact requires collabora�ve learning and trains students to do self-assessment and 

peer-assessment. 

Bouaziz and Ghouli (2022) inves�gated the use of mobile self-recording to reduce and 

debilitate speaking anxiety. The experiment was carried out with two groups of first-year 

university students of English in Algeria. The students of the experimental group recorded 

various ac�vi�es before each oral presenta�on and the speaking anxiety was measured by 

employing the public speaking classroom anxiety scale (PSCAS) as a pre-test and post-test. The 

results showed a significant difference between the post-test of both groups and also a 

significant difference between the pre-test and post-test of the experimental group. Hence, 

mobile recordings proved to be an effec�ve tool in reducing speaking anxiety among par�cipants 

of the experimental group. In addi�on, Bouaziz and Ghouli (2022) go one step further and highly 

encourage teachers to implement mobile recordings, whether audio or visual to help prepare 

oral presenta�ons since apart from reducing speaking anxiety these techniques proved to 

improve English proficiency. 
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Cárdenas et al (2022) studied the impact of video recording in EFL oral produc�on tasks 

with college students with an A1-A2 level of English. The results of the study determine that 

video recording helps them to improve in different ways. For example, students seem to be more 

engaged since they prac�se real situa�ons without being observed. This fact reduces their 

anxiety of making mistakes and keeps them mo�vated on producing English outside of the 

classroom. In addi�on, they state that video recording is essen�al in large classes since most 

students do not have the chance to prac�se in the class and it is a great opportunity to speak 

and then receive feedback from the instructor. 

 

      2.6- Scaffolded feedback 

The concept of scaffolding is based upon the developmental theories of Vygotsky (1978) and 

according to Verenikina (2003), it is a metaphor to describe the role of a more knowledgeable or 

experienced peer in guiding, learning and developmental processes. Jacobs (2001) also states 

that it is a term which describes the means of supplying learners with the tools that they need 

so as to advance in their learning, not only through teachers but also through peers.  

First and foremost, in order to understand Vygotsky’s theories on cogni�ve 

development, it is important to understand the two main principles of his work: the more 

knowledgeable other (MKO) and the zone of proximal development (ZPD). The former stands for 

an individual such as a teacher, parent, or anybody who has a beter understanding or a higher 

ability level than the learner with respect to a par�cular task, process, or concept. The later 

refers to the distance between the “actual developmental level as determined by independent 

problem solving and the level of poten�al development as determined through problem solving 

under adult guidance or in collabora�on with more capable peers” (Vygotsky, 1978, p. 86). The 

MKO and ZPD are the concepts which form the basis of this theory upon which Vygotsky relied 

and he believed that when a learner is at the ZPD for a concept or a task, if he receives 

appropriate scaffolding, he will achieve the task. 

In other words, Lipscomb et al. (2010) asserted that when scaffolding, the task of the 

instructor consists in helping the student to master a task or a concept that the student is ini�ally 

unable to achieve. The instructor assists with only those skills that are beyond the learner’s 

capability. It is also important that the student completes on his own as much of the task as 

possible and the teacher only acts with tasks that are beyond his/her current capabili�es. As 

Lipscomb et al. (2010) claimed, many facilita�ve tools can be employed in scaffolding processes, 

such as ques�oning, coaching, giving �ps, ac�va�on of background knowledge, offering 
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explana�ons, asking or implying.    A�erwards, when the student successfully completes the task, 

the teacher removes the scaffolding and the student is enabled to work independently.  

According to Hogan and Pressley (1997), in order to be successful when scaffolding, 

teachers need to make students feel at ease and create a convivial atmosphere. These facts will 

lower the students’ defences making them take more intellectual risks. The crea�on of a 

suppor�ve atmosphere, as Tsiplakides and Keramida (2009) claimed, together with the use of 

praise and indirect rather than direct feedback, helps to reduce learners’ speaking anxiety. In this 

regard, Ölmezer-Öztürk and Öztürk (2021) conducted a study with a �me span of 14 weeks in 

which the students had to produce mini-speeches and presenta�ons. Therea�er, scaffolded 

feedback sessions were provided. This strategy of mini-speeches and scaffolded feedback 

sessions combined reduced the par�cipants’ speaking anxiety level by a 30% in one semester. 

This process not only helped students to gain more confidence but also implied more 

par�cipa�on in the classroom and enabled them to learn from their mistakes. 

Scaffolding requires one-to-one communica�on when needed and it was only used in 

face-to face educa�on.  Nowadays, scaffolded feedback can be provided through networked 

learning environments which provide the appropriate infrastructure. Ozan and Kesim (2013) 

asserted that mobile technologies provide an opportunity to provide just-in-case, just-in-�me, 

just-enough, just-for-me help. In other words, scaffolded feedback can be provided without the 

need of face-to-face communica�on as can be seen in figure 2. 

     
             Figure 2. Different types of scaffolding and possible tools (Ozan and Kesim, 2010) 
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      3- Methodology 

      3.1- General methodology 

This case study is based upon a quan�ta�ve approach. A survey was handed twice to 2 groups 

of 1st of ESO. The first �me was handed a�er having been no�fied they had to perform an oral 

presenta�on and one month later, it was handed for the second �me a�er having performed it.  

The provided survey is an adapta�on of Yaikhong and Usaha’s (2012) PSCAS which was created 

to measure public speaking anxiety in EFL classrooms. Once the results of the 4 surveys were 

obtained, they were analysed and compared. 

Although qualita�ve data was collected during this case study, it was not taken into 

considera�on in the final results. The experimental group’s oral performances were of a higher 

quality than those of the control group, presumably due to the provided feedback. However, the 

data analysed was merely the results from the surveys since this case study was devoted to 

analysing the level of anxiety and not the proficiency results a�er having provided feedback. 

 

      3.2- Participants 

The data was collected in Miquel Mar� I Pol high school which is in the town of Roda de Ter. The 

town has a popula�on of 6.700 inhabitants and an extension of 2.18 km2. It is located in the 

county of Osona and 5 km to the north-east from its main city which is Vic. 

Miquel Mar� i Pol is a public school and dependent on the Departament d’Ensenyament de 

la Generalitat de Catalunya. The high school hosts 54 teachers and 485 students (from 12 to 18 

years old). 74% of the students come from Roda de Ter while the remaining 26 % come from the 

surrounding villages. Most of them are from middle-class families, but in recent years there has 

been a sharp increase in students with socio-economical needs, reaching the 25%. The 

immigra�on rate has also increased; currently, 15% of the students are from different origins. 

The par�cipants of this case study were two groups of 1st of ESO and all the students were 

between 12 and 13 years old. According to the CEFR (Common European Framework of 

Reference for Languages) standard, A2 was the level of English provided in these two groups of 

1st of ESO.  

The control group was the class of 1st D, which included 23 students, 11 boys and 12 girls. 

Although some of them had parents with different backgrounds, 21 out of 23 were born in 

Catalonia and communicated perfectly in Catalan. The remaining 2 had different origins: one was 



18 
 

a Ukrainian war refugee who was excluded from this case study because when the first survey 

was handed, she was in Ukraine. Also, because she had a good level of English and during most 

of the English lessons, she was in aula d’acollida with the purpose of learning Catalan. The other 

student was born in Africa and his level of English was higher than the rest of the class. Although 

he struggled to communicate in Catalan, he could perfectly follow all the classes and he did no 

longer atend aula d’acollida. Other than this student with a high level of English, the level of the 

rest of the class was balanced.  

The experimental group was the class of 1st E, which included 25 students, 12 boys and 13 

girls. Despite having parents from different origins, 24 out of 25 were born in Catalonia and 

communicated perfectly in Catalan. The remaining student was born in South America and was 

excluded from this case study since he skipped most of the English lessons to atend aula 

d’acollida with the purpose of learning Catalan. The par�cipants of this class had a wider range 

of English language levels. 3 of the students had serious difficul�es to follow the class, whereas 

3 other students had a higher-than-average level of English and 1 more who had lived 2 years in 

the UK and 2 in the United States whose level was close to na�ve regarding the speaking skill.  

 

      3.3- Tools 

For this case study, different instruments were used to gather data and all of them were 

computer based. The students of the experimental group had to carry out two speaking tasks in 

which they had to use the computer and both groups had to complete twice a survey which had 

a digital format. The fact that all Miquel Mar� I Pol’s students own a laptop or have access to one 

enabled the possibility of retrieving digitally all the required data. 

Google and its extensions were the most used tools in this case study. Google Classroom was 

the basis and the most employed tool for gathering data from the experimental group. Google 

Classroom is a free pla�orm developed by Google and it can be used by educa�onal ins�tu�ons 

or privately. This pla�orm aims at simplifying crea�on, distribu�on and assessment of 

assignments and its main purpose is to facilitate the sharing of documents between students 

and teachers. All Miquel Mar� I Pol’s students of 1st of ESO are acquainted with Google 

Classroom since they use it on a daily basis and as a trainee teacher, I was given access to the 2 

groups’ Google Classroom profiles in which I was able to upload the instruc�ons of the tasks and 

the surveys. 
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The instruc�ons for the oral presenta�on were created in a Google Doc and posteriorly 

uploaded on Google Classroom. Google Docs is a free online word processor which enables users 

to create documents and work collabora�vely with other people.  The instruc�ons consisted of 

the explana�on of the structure and an oral presenta�on example in text format. 

Google Forms is a free survey administra�on so�ware and it enables the crea�on of surveys 

in mul�ple formats. A�er the survey is administered and filled, the results are kept digitally and 

can be seen individually or as an overall summary. Also, the fact that graphics are automa�cally 

created makes this tool substan�ally �me-saving. The adapted survey (See Appendix 1) 

employed in this this case study was a mixture of Yaikhong and Usaha’s (2012) surveys, the 

preliminary (See Appendix 2) and the final survey (See Appendix 3) which were created to 

measure speaking anxiety in EFL classrooms.  Yaikhong and Usaha’s (2012) preliminary survey 

includes 25 items and the final one 17. In both surveys, the par�cipants must state their level of 

agreement through a 5-point Likert scale, from 5 (“strongly agree”) to 1 (“strongly disagree”). 

The number of selected items for this case study’s survey was reduced to 9 following the 

par�cipants’ tutor criteria since it was considered that Yaikhong and Usaha’s (2012) items were 

excessively repe��ve and somewhat complex for 12/13-year-old students. In addi�on, some 

items that include the adapted survey were created together with the placements’ tutor since 

we considered them appropriate for students of 1st of ESO. In order to avoid misinterpreta�ons, 

the survey was also translated into Catalan. The survey was uploaded on Google Classroom from 

where all the par�cipants were able to anonymously fill it.  

The first task of the experimental group consisted in sending an audio file. The instruc�ons 

of the task (See Appendix 4) were uploaded on Google Classroom and Vocaroo was the chosen 

applica�on to send the file. This applica�on is a free online instrument that does not need 

registra�on and allows users to record, send and download messages. Once the message has 

been recorded, a link is created and it can be copied and pasted. 

The second task of the experimental group consisted in uploading a video. The detailed 

instruc�ons of the task (See Appendix 5) were provided on Google Classroom and the chosen 

website to record the video was Flipgrid. This website is also free and enables instructors to 

create “grids” to facilitate video discussions. The instructor can create a topic on which students 

can upload videos that appear in a �led grid display and Flipgrid allows the invited members in 

the topic to see all the uploaded videos. 
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Finally, the chosen tool for providing feedback to the students was Beep. This applica�on is 

a free Chrome Extension that allows instructors to leave audio comments within Google 

Classroom, Google Docs, and Gmail.   

 

      3.4- Procedure 

Miquel Mar� i Pol’s 1st of ESO students were dealing with “Daily rou�nes” and “likes and dislikes” 

when this case study was carried out. So, it was decided that the oral presenta�on should include 

these topics to consolidate them. Both groups, the control and the experimental, were informed 

that they had to perform an oral presenta�on in 3 weeks’ �me.  

 The control group was provided with the instruc�ons of the oral presenta�on and all 

ques�ons that arose were responded. A�erwards, the par�cipants filled the survey. Three weeks 

later, they performed the oral presenta�on and the survey was administered again to see if the 

mere fact of performing an oral presenta�on had helped the par�cipants gain confidence and 

reduce speaking anxiety. 

 On the other hand, the experimental group not only was provided with the instruc�ons 

of the oral presenta�on but also with the instruc�ons of two more tasks which were posted on 

Google Classroom. 

 The first task, which had to be completed in one week, consisted in wri�ng the oral 

presenta�on, memorising it, recording it and pos�ng it as an audio file. These files were private, 

I was the only one who could listen to them. So, it was the feedback. For each file, I sent back a 

private audio message praising the par�cipants but also le�ng them know the mistakes that 

needed to be corrected for the following task. 

 The second task, which had to be completed in two weeks’ �me, consisted of a video in 

which the par�cipants had to record themselves performing an improved version of the oral 

presenta�on and upload the video on Flipgrid. It was expected that the par�cipants had 

corrected previous mistakes following the given feedback. 16 out of 25 par�cipants were 

reluctant to upload it on Flipgrid since they did not want their videos to be watched by the rest 

of the par�cipants. In order to lower their affec�ve filter, I let them choose whether they 

preferred to post it on Flipgrid or as private video on the Google Classroom’s task. For each video, 

I also sent and audio message praising them but also correc�ng their mistakes. In the third week, 

they performed the oral presenta�on in front of the class and a�erwards the survey was 
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administered to see if these tasks provided with scaffolded feedback had helped them gain 

confidence and reduce anxiety.  

Once the data of both groups was obtained, it was compared and analysed. The results 

of the first surveys were compared with the results of the second surveys. Also, first surveys’ 

results of both groups were compared and second surveys’ results of both groups were also 

compared. 

 

      3.5- Analysys 

The survey included 9 items with 5 possible answers each presented in a 5-point Likert scale. The 

items with nega�ve statements and item 4 were counted as follows: molt d’acord; 1 point, 

d’acord; 2 points, neutral; 3 points, no d’acord; 4 points; and gens d’acord; 5 points. The items 

with a posi�ve statement, except for item 4, were counted the other way around: molt d’acord; 

5 point2, d’acord; 4 points, neutral; 3 points, no d’acord; 2 points; and gens d’acord; 1 point. 

Since the survey had 9 items, it had a minimum punctua�on of 9 points and a maximum 

punctua�on of 45 points. The higher the final result, the higher the level of anxiety was 

experienced by the par�cipants. The differences between the results were also compared using 

percentage. 

 

      4- Results 

The control group (1st D) obtained a score of 27,14 in the first survey as can be seen in figure 3. 

Taking into account that the maximum result could have been 45 and the minimum 9, 27 is the 

number which stays right in the middle. Thus, the level of speaking anxiety of the group was 

medium, just 0,38% higher than the midpoint.  The item that concerned them the most was 

number 2, which included the statement m’angoixo molt quan haig de parlar sense portar-ho 

preparat, with a score of 3,5 out of 5. On the other hand, the item that concerned them the least 

was number 3, which included the statement no em fa vergonya participar a l’hora de respondre 

preguntes en anglès, with a score of 2,4 out of 5. 
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                              SURVEY 1D1 / 22 RESPONDENTS 
 
Ques�ons Answers Punctua�on Result 
1     < 1   4 5 9 3 1 8 15 36 15 3,40 
2     > 2 7 13 - - 10 28 39 - - 3,50 
3     < 6 7 4 4 1 16 14 12 16 5 2,40 
4     < - 5 12 4 1 - 10 36 16 5 3,04 
5     < 1 6 9 5 1 1 12 27 20 5 2,95 
6     > 2 3 10 6 1 10 12 30 12 1 2,95 
7     > 3 5 9 5 - 15 20 27 10 - 3,27 
8     > 3 3 9 5 2 15 12 27 10 2 3 
9     > 3 2 6 6 5 15 8 18 12 5 2,63 
 
                                                                       FINAL RESULT 

 
27,14 

                 Table 2. 1st D first survey grid with the number of answers, given value and results 

 

The experimental group (1st E) obtained a score of 29,72 in the first survey as can be seen 

in figure 4. The item that concerned them the most was also number 2, which included the 

statement m’angoixo molt quan haig de parlar sense portar-ho preparat, with a score of 3,87 out 

of 5. The item that concerned them the least was number 3, which included the statement no 

em fa vergonya participar a l’hora de respondre preguntes en anglès, with a score of 2,70 out of 

5. 

 
                               SURVEY 1E1 / 24 RESPONDENTS 
 
Ques�ons Answers Punctua�on Result 
1     < 1 5 3 4 11 1 10 9 16 55 3,79 
2     > 12 4 3 3 2 60 16 9 6 2 3,87 
3     < 6 3 10 2 3 6 6 30 18 15 2,70 
4     < 2 5 11 3 3 2 10 33 12 15 3 
5     < 3 4 4 9 4 3 8 12 36 20 3,29 
6     > 3 5 8 6 2 15 20 24 12 2 3,04 
7     > 3 9 7 4 1 15 36 21 8 1 3,37 
8     > 8 8 3 2 3 40 32 9 4 3 3,66 
9     > 5 5 4 5 5 25 20 12 10 5 3 
                                                                         
                                                                             FINAL RESULT 

 
29,72 

             Table 3. 1st E first survey grid with the number of answers, given value and results. 
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                            Figure 3. The results of both groups obtained in the first survey. 

 

The second survey administered to the control group obtained a score of 26,33 as can 

be seen in figure 6. The items that concerned them the most were number 1 and 2 which both 

obtained the score of 3,18 out of 5. The statements included in these items were no em preocupa 

fer faltes quan parlo and m’angoixo molt quan haig de parlar sense portar-ho preparat. The item 

which concerned them the least was number 3 with a score of 2,45 out of 5 and the statement 

included in this item was no em fa vergonya participar a l’hora de respondre preguntes en anglès. 

         
                            SURVEY 1D2 / 22 RESPONDENTS 
 
Ques�ons Answers Punctua�on Result 
1     < - 5 8 9 - - 10 24 36 - 3,18 
2     > 4 7 4 3 4 20 28 12 6 4 3,18 
3     < 5 5 9 3 - 5 10 27 12 - 2,45 
4     < 2 2 14 4 - 2 4 42 16 - 2,90 
5     < 2 5 6 6 3 2 10 18 24 15 3,13 
6     > 1 5 8 4 4 5 20 24 8 4 2,77 
7     > 3 2 12 4 1 15 8 36 8 1 3,09 
8     > 3 6 5 6 2 15 24 15 12 2 3,09 
9     > 2 3 4 9 4 10 12 12 18 4 2,54 
 
                                                                       FINAL RESULT 

 
26,33 

         Table 4. 1st D second survey grid with the number of answers, given value and results. 
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The second survey administered to the experimental group obtained a score of 26,39 as 

can be seen in figure 7. The item which concerned them the most was number 2 with a score of 

3,5 out of 5. The statement included in this item was m’angoixo molt quan haig de parlar sense 

portar-ho preparat. The item that concerned them the least was number 3, which included the 

statement no em fa vergonya participar a l’hora de respondre preguntes en anglès and obtained 

a score of 2,29 out of 5. 

                        
                             SURVEY 1E2 / 24 RESPONDENTS 
     
Ques�ons Answers Punctua�on Result 
1     < 3 4 5 8 4 3 8 15 32 20 3,25 
2     > 6 6 8 2 2 30 24 24 4 2 3,5 
3     < 8 6 6 3 1 8 12 18 12 5 2,29 
4     < 3 4 13 1 3 3 8 39 4 15 2,87 
5     < 6 7 4 5 2 6 14 12 20 10 2,58 
6     > 2 7 7 4 4 10 28 21 8 4 2,95 
7     > 4 3 8 5 4 20 12 24 10 4 2,91 
8     > 7 6 5 4 2 35 24 15 8 2 3,5 
9     > 4 3 3 6 8 20 12 9 12 8 2,54 
 
                                                                        FINAL RESULT 

 
26,39 

            Table 5. 1st E second survey grid with the number of answers, given value and results. 

          

     
                                   Figure 4. The results of both groups obtained in the second survey. 
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In the figures 9 and 10 the differences between the first and second survey of the 

experimental and control  group can be seen.  

 

     
                                    Figure 5. The results of both surveys of the control group. 

 

     
                                 Figure 6. The results of both surveys of the experimental group. 
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      5-Discussion and limitations 

      5.1- Discussion 

As in previous studies (Bouaziz and Ghouli, 2022; Ölmezer-Öztürk and Öztürk; Babakhouya, 

2019; Toubot, et. al. 2018; Çağatay, 2015), a survey to measure the ini�al anxiety was 

administered and the results showed that the anxiety experienced by both groups was not 

significantly high. The experienced anxiety could be considered of a medium level and the results 

were slightly different between the two groups. The level of the experimental group was 7,14% 

higher than the control group. Although this case study was carried out in 4 weeks, I had the 

chance to work with both groups for a period of 8 weeks and I can assert that the experimental 

group was generally more self-demanding than the control group. This fact explains the 

differences in the scores of the first survey. As can be seen in figure 5, in all items, except for 

number 4, the speaking anxiety level was higher in the experimental group. The item which 

differed the most was number 8 which included the statement em noto insegur quan haig de 

parlar anglès davant de tota la classe. The difference in this score was 0,66 higher out of 5 for 

the experimental group. The item which differed the least was number 6 which included the 

statement em fa por que el professor em corregeixi cada falta que faig quan parlo and the score 

was only 0,09 higher out of 5 for the experimental group. The item number 4, which is the one 

that broke the rule, includes the statement em sento molt confiat quan parlo anglès. In this case, 

the experimental group seemed to be less anxious by a score of just 0,04 out of 5. 

 A�er having ini�ally measured the level of speaking anxiety of both groups, the 

experimental group carried out the 2 tasks which implied the use of computer-based tools. 

Although previous studies (Sari Maylisa,2016; Bouaziz and Ghouli, 2022, Cárdenas et al., 2022) 

had already successfully employed computer-based tools and electronic devices, those studies 

were carried out with older par�cipants. Considering that the par�cipants of this case study were 

12/13 years old, the tools were carefully selected regarding their computer skills’ level and the 

requirements of the task as J. Blake (2017) suggested. Vocaroo, Flipgrid and Beep were never a 

challenge to them and once the instruc�ons of the tasks had been provided no further 

explana�ons were needed. Nevertheless, it is worth men�oning that some par�cipants were 

reluctant to post their videos on Flipgrid since the rest of the class were able to watch it and 

asked whether they could send it as a task on Google Classroom. Thus, as Krashen (1982) 

suggested, in an atempt to lower the par�cipants’ affec�ve filter and build confidence, I let them 

submit the task the way they preferred. 
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A�er each task, scaffolded feedback was provided individually and privately to each 

par�cipant. As Lipscomb et al. (2001) sustained, assistance was offered with only those skills that 

were beyond the learner’s capability. Also, some grammar mistakes were suggested to be revised 

by going over the notes that had been taken in class in previous sessions. Furthermore, as 

Tsiplakides and Keramida (2009) claimed, in order to reduce the par�cipants’ anxiety, they were 

praised and the feedback provided was indirect rather than direct. 

Once having performed the oral presenta�on, the results obtained in the second survey 

showed that the control group decreased the level of anxiety by 2,24% compared to the results 

of the first survey. The final score of the first survey was 27,14 and the final score of the second 

survey was 26,33. The level of anxiety decreased in 6 out of 9 items. Nonetheless, it increased in 

3 out of 9 items. The items in which the anxiety decreased were the numbers 1,2, 4, 6, 7 and 9, 

and the items in which the anxiety increased were the numbers 3, 5, and 8.  

 The item in which anxiety decreased the most was number 2, it decreased by a 6,4% and it 

included the statement m’angoixo molt quan haig de parlar sense portar-ho preparat. Item 

number 1 was the next one in terms of percentage decrease, it included the statement no em 

preocupa fer faltes quan parlo and the obtained results showed a decrease of 4,4% compared to 

the first survey. Although there were 3 items in which the score showed an increase in anxiety, 

the percentage increase was not significant. The item in which anxiety increased the most was 

number 5 and it included the statement no em posaria nerviós si hagués de parlar amb nadius 

and the increase was only 3,6%. 

The results obtained in the experimental group’s second survey, a�er having performed the 

oral presenta�on, showed a higher percentage decrease. The final result of the first survey was 

29,72, whereas the final result of the second survey was 26,39. This is an anxiety level decrease 

of 9,22% and all items obtained a lower score than in the first survey. The item in which the 

percentage decreased the most was number 5, it decreased by 14,2% and it included the item 

no em posaria nerviós si hagués de parlar amb nadius. It is worth men�oning that the result 

obtained in this item differs significantly from the result obtained in the control group in which 

the level of anxiety increased. The item in which the result decreased the least in the 

experimental’s group survey was number 6, it included the statement em fa por que el professor 

em corregeixi cada falta que faig quan parlo and the percentage decrease was only 1,8%. 

A�er having performed the oral presenta�on, the control group decreased the level of 

anxiety by 2,24% and the experimental group by 9,22%. Thus, the difference is 6,98%. Although 

the final results show that the less anxious group in terms of speaking is the control group with 
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a result of 26,33 compared to the 26,39 of the experimental group, the scaffolded feedback 

proved to be effec�ve to reduce the speaking anxiety of the later. The fact that the experimental 

group obtained a higher score a�er the case study may be atributed to the self-demand of the 

group. 

Ölmezer-Öztürk and Öztürk’s (2021) study proved to decrease the speaking anxiety of the 

par�cipants by 30%. This percentage is way higher than the one obtained in this case study which 

is only a 9,22%. The difference in the percentage may be atributed to the length of the study 

and the chances the par�cipants had to perform speeches. In Ölmezer-Öztürk and Öztürk’s 

(2021) study, the par�cipants performed two mini speeches and two presenta�ons, apart from 

weekly tasks from which they received scaffolded feedback and in addi�on, the study lasted for 

14 weeks. In the present case study, the students only performed one oral presenta�on, 

completed 2 tasks from which they received scaffolded feedback and it only lasted 4 weeks. 

Although the implementa�on of computer-based tools and scaffolded feedback proved 

effec�ve, further research must be done and longer studies must be carried out in order to 

iden�fy and reduce speaking anxiety in English language classrooms. 

Although Bouaziz and Ghouli (2022) had already employed computer-based tools together 

with feedback, their par�cipants were only recorded orally. Nonetheless, their study also proved 

effec�ve to reduce par�cipants’ speaking anxiety. They divided speaking anxiety into three 

levels, low, medium and high. A�er the study, the par�cipants with a low level of anxiety 

increased by 30%, the par�cipants with a medium level of anxiety decreased by also a 30% and 

there were no longer students with a high level of anxiety. Although measured differently, the 

final results are more promising than those obtained in the present case study and it may be 

atributed to the fact that the par�cipants in the Bouaziz and Ghouli’s (2022) study had the 

chance to perform 4 oral presenta�ons and not just one. 

As Bouaziz and Ghouli (2022) claimed, not only did the par�cipants reduce speaking anxiety 

a�er comple�ng the tasks and receiving feedback, but also the performances of the 

experimental group were of a higher level than those of the control group. Although the 

performances of this case study took place once I had finished my placement, I was able to 

witness them and have access to their marks. The average mark of the experimental group was 

3,2 out of 4 and the average mark of the control group was 2,8 out of 4. Hence, the average mark 

of the experimental group was higher than the average mark of the control group by a 

percentage of 10%. 
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      5.2- Limitations of the study 

As limita�ons of this study, the most relevant is the fact that this case study only included 46 

par�cipants, the experimental group with 24 and the control group with 22. Furthermore, these 

par�cipants belong to a par�cular context and cannot represent the whole popula�on. 

Nevertheless, this case study opens the door for further research with a more representa�ve 

sample. 

 Another limita�on was the high school’s survey policy which advised not to administer 

surveys to the students. The centre’s pedagogues claimed the students had been over exposed 

to surveys, that they were �red of them and that the obtained results could not always be 

trusted. Since the survey administered this �me was exclusively for a TFM, the permission was 

granted. Nevertheless, the preliminary survey, which included 17 items, was simplified to 9 items 

following the placement mentor’s criteria. Although the reduc�on of the survey implied a lower 

level of precision in the results, the simplifica�on was a good decision since some students 

needed further explana�ons to fully understand the statements and more items would have just 

implied the par�cipants’ disengagement.  

The dura�on of the study was also a major limita�on. Two tasks together with feedback 

and an oral presenta�on in 4 weeks cannot be considered representa�ve enough. A longer 

�mespan would have enabled the possibility of assigning more tasks and more oral 

presenta�ons or short speeches which would give more credit to this case study. It is also worth 

men�oning that the assigned tasks and the oral presenta�on were encapsulated in the 

par�cipants’ ordinary curriculum. Hence, the experimental group got assigned more homework 

than usual. If this case study had been carried out outside of the curriculum in a more natural 

environment the results would also be more representa�ve. 

 The aforemen�oned constraints may reduce credit to this case study and without them 

the data obtained could have been more promising. Nonetheless, these considera�ons can be 

considered for future research related to public speaking anxiety in 1st of ESO English classrooms 

in the Catalan context.  

 

      6- Conclusion 

This study aimed to inves�gate if the public speaking anxiety in EFL classrooms could be reduced 

by comple�ng a series of tasks and providing personalised scaffolded feedback before 

performing an oral presenta�on in front of the class. This case study included 2 groups of 1st of 
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ESO, the experimental group which not only got assigned the oral presenta�on, but also two 

tasks from which the par�cipants received feedback, and the control group which only got 

assigned the oral presenta�on. 

 A tailored survey was administered to the par�cipants of both groups in order to 

measure the ini�al speaking anxiety a�er having received the oral presenta�on instruc�ons. The 

results showed that both groups experienced a medium level of anxiety. Nevertheless, the 

experimental group’s level of anxiety was 7,14% higher than the control group. This ini�al higher 

value was atributed to the overall self-demand of the group. Apart from the oral presenta�on 

which took place one month a�er having given the instruc�ons, no addi�onal tasks were 

assigned to the control group. 

 Two tasks were assigned to the experimental group before the oral presenta�on. The 

first one consisted in submi�ng an audio file including the oral presenta�on which would be 

performed. A�erwards, scaffolded feedback through another private audio file was provided. 

The second task consisted in submi�ng a video file in which the par�cipants performed the oral 

presenta�on with the expecta�ons of having corrected previous mistakes. Subsequently, further 

scaffolded feedback was provided through another audio file. The implementa�on of computer-

based tools was successfully accomplished since all par�cipants were familiar with similar tools 

which they used on a daily basis. 

 One month a�er having assigned the task of the oral presenta�on, the par�cipants of 

both groups performed it in front of their classes and once they had finished the tailored survey 

was administered for the second �me to measure their public speaking anxiety. The results 

showed that both groups s�ll experienced a medium level of anxiety. Interes�ngly enough, the 

experimental group’s level of anxiety was 0,16% higher than the control group. Nevertheless, 

the former group’s level of anxiety decreased 9,22% from the ini�al survey. On the contrary, the 

level of anxiety of the control group only decreased 2,24% from the ini�al survey. So, the 

difference between groups was 6,98%. 

 To conclude, the present case study proves that the employment of computer-based 

tools together with scaffolded feedback can help reduce public speaking anxiety in the English 

language classes and that these tasks and tools can be easily employed in ordinary classes. Since 

instructors in secondary educa�on teach numerous groups and they must cope with a great deal 

of work, these tasks together with the feedback could be implemented as voluntary or op�onal 

for those who experience a higher level of public speaking anxiety, and for those who want to 

achieve a higher mark. At the same �me, the instructor could also privately suggest these tasks 
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to those of his acquaintance who are renowned for their speaking anxiety. If this was the case, 

the results would presumably be more encouraging and the tasks more effec�ve since only those 

who feel significantly uncomfortable with oral presenta�ons would complete the tasks. 

 This case study was made without any previous selec�on regarding students who 

experienced public speaking anxiety and those who did not since the totality of the groups 

completed the tasks and although the final results are not significantly encouraging due to the 

limita�ons of this study, this case study opens the door for future research related to public 

speaking anxiety in EFL classrooms in the Catalan context.  
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1) TFM survey 
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2) Yaikhong and Usahas’ (2012) Preliminary survey. 
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3) Yaikhong and Usaha’s (2012) final survey 

 

 

4) First task instruc�ons 
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5) Second task instruc�ons 

 

 

 


