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Abstract
Oral language skills support not only the oral communicative competence itself but also reading 
skills. However, the development of oral communicative competence has not received the same 
attention in research as reading or even writing has. The main goal of this study was to examine 

-
competence (verbal, paraverbal, and non-
vocabulary knowledge were also considered. This quasi-experimental study design, involving 
an experimental and a control group, comprises a sample of 122 students from two public 
middle schools located in the North of Portugal, with ages ranging from 11 to 16. Verbal, 
paraverbal, and nonverbal skills were taught and practiced for seven months. These skills were 
assessed four times (pre-test, two intermediate measures, and post-test). A vocabulary test was 
administered as a pre- lary knowledge, being also assessed at the 
end of the intervention program (post-test). Multivariate and univariate analyses of covariance 

performances at the end of the intervention, after controlling for the effect of the pre-test results.  
The results of a Mixed ANOVA showed that there was a significant improvement in the 
experimental group concerning vocabulary knowledge. These results highlight the importance 
of practicing speaking skills within educative settings for the developmen
communicative competence and vocabulary knowledge. 

Keywords: Explicit Teaching of Oral Skills, Vocabulary Development, First Language 
Learning
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Introduction

Language acquisition begins naturally and spontaneously at a very young age within the family.
Its learning and development, both leading to the acquisition of knowledge, are not limited to 
this environment. They also depend on the contribution of social interaction in various 
communicative contexts, notably within the microcosm of society, which is the school (and 
preschool) environment. The school plays a central role in creating opportunities for the 
development of children's linguistic repertoire, regardless of their original contexts (Monteiro 
& Viana, 2021).

Oral communicative competence currently constitutes an integrative and holistic concept. In a 
broad sense, it encompasses knowledge, skills, and attitudes that enable effective information 
transmission in diverse contexts, guided by sociocultural rules (Cassany et al., 1994; Celce-
Murcia, 2008; Hymes, 1972; Rosales-López, 1994a). It is in certain 
types of situations (Perrenoud, 1999, p. 
7). This competence involves knowing how to use oral language in different contexts and 
complements verbal communication skills with paraverbal and non-verbal ones (Monteiro et 
al., 2013; Monteiro & Viana, 2021, 2022; Rosales-López, 2013).

In this sense, the program Communication and Oral Expression: speaking, 
listening and reading in middle school 7th grade (COE 7) was designed to help teachers 
develop communication skills. It is an original program but strongly inspired by 
the program y Expresión Oral: Hablar, escuchar y ler en Secondary authored 
by Maria Pilar Núñez Delgado (2001). COE 7 presents itself as an innovative proposal due to
the selection of texts and activities specially designed for 7th-grade students, closely aligning 
with the curricular learning outcomes and the student's profile (Ministério da Educação, 2018),
Furthermore, COE 7 integrates analysis and textual production scripts, as well as instruments 
for evaluating students learning and content mastery, which allow the implementation of self-
regulated learning strategies in practice.

In this study, the conceptual framework of the program will be briefly described, as well as the 
results of the quasi-experimental study carried out to verify its impact on students' oral 
communicative skills and vocabulary.

The term competence is, due to its nature, complex to define. However, recent research 
conducted in the field has brought very relevant contributions to the clarification of this 
multidimensional construct, particularly in the educational context, where attention is 
beginning to be directed towards the explicit teaching of oral communication skills.

Therefore, considering the concept of it becomes relevant 
based on the sociolinguistic dimension of Hymes (1972),

which places competence in the field of performance. This refers to the concrete use of 
language in specific communication contexts, governed by sociocultural norms. Later, this 
concept was expanded by the contributions of Canale and Swain (1980) and Canale (1983),
who first added strategic competence to the concept (i.e., the effective use of verbal and non-
verbal strategies to compensate for communication problems or deficits). Subsequently, a 



discursive competence was added (i.e., the knowledge that the speaker-listener must combine 
grammatical forms and meanings in a unified way, using cohesion at the level of linguistic 
form, and coherence at the level of meaning). This year, Savignon (1983, p. 22) supports that 

paralinguistic and kinesic features of language intonation, facial expression, gesture.

In the field of Education, the concept of competence extends to the syllabus, recommending 
the implementation of a competence-based teaching and learning process in schools. 
Competence does not only imply the use of knowledge; it is depicted as
effectively according to a certain kind of situation, supported by knowledge, but not being 

. This also encourages us to consider the skills and the 
attitudes of students.

The beginning of the 90s promoted new approaches to teaching and learning languages, 
grounded in a constructivist conception. Oral interaction started to be stimulated, appealing to 
prior knowledge and text manipulation (Bachman, 1990; Coseriu, 1992; Rosales-López, 1992, 
1994b, 1994a). The theoretical framework developed by Bachman (1990) encompasses
knowledge, or competence, and the ability to implement, or execute, this competence in 

competence is shared by Eugenio Coseriu (1992) when he emphasizes that it corresponds to 

effective use of language individual speaking that corresponds to expressive knowledge, and 
which consists of knowing how to apply pertinent factors in communication that are 
appropriate to the subject, the interlocutors, and the situation that shape each communicative 
act. In fact, as Humboldt (1990, p. 65) established in literature, language is enérgeia, not érgon,
meaning that language is activity, not a completed work. Speakers are, in fact, creative when 
they demonstrate how to adapt language to the situational context, which takes us to the real 
meaning of oral communicative competence the capacity to use language effectively in 
different situations (Monteiro et al., 2013, 2020; Núñez-Delgado, 2002, 2003).

As in other specific areas where oral interactions occur, knowledge of the context is crucial for 
students to become more competent in communication (Archer, 2000; Rosales-López, 2013),
Therefore, a comprehensive process of understanding different contexts is necessary so that 
students have the opportunity to develop their verbal, paraverbal and non-verbal 
communicative skills (Cassany et al., 1994; Monteiro et al., 2013; Monteiro & Viana, 2021; 
Rosales-López, 2013; Savignon, 1983). These skills must be developed alongside with reading, 
writing, and grammar so that students' training can be fully implemented throughout their 
educational journey. This should be based on active pedagogical methodologies and strategies 
that promote their development (Dumais, 2016). Just as students practice reading and writing 
at school, they must have the opportunity to improve their oral communication skills.

Currently, there is undeniable recognition of the potential of learning oral language skills for 
the development of vocabulary, writing, and reading (Cadime et al., 2017; Capovilla et al., 
2004; Connor et al., 2018; Ripoll et al., 2014; Skoczylas et al., 2016). It is also important to 
highlight the fact that students develop an awareness of their discursive abilities, becoming 
capable of self-regulating their learning. Systematic observation by teachers is, therefore, 
fundamental, as monitoring learning proves to be an essential source of information for 
diagnosing learning difficulties and for pedagogical intervention. According to a recent 
systematic review of oral communication skills training programs (Monteiro, 2020), empirical 



evidence, both national and international, is limited when it comes to L1 oral skills teaching 
and learning. Most interventions are implemented in preschool and elementary school.

Communicative competence is effective when individuals put their skills into practice in 
various communicative contexts. This requires setting clear objectives for students to 
comprehend oral statements and interact in different classroom situations. In this regard, 
promoting and developing oral communicative competence in classes is crucial, encouraging 
students to deliver speeches in different scenarios and monitoring their progress. Observing 
oral performances consumes a significant amount of class time and can be challenging to carry 
out and analyse (Dumais, 2016). Therefore, this monitoring can be facilitated by the existence 
of instruments that encompass different components of communication, including verbal, 
paraverbal and non-verbal aspects (Dumais, 2015; Lomas, 2002; Monteiro et al., 2013; 
Monteiro & Viana, 2021). This, in turn, reflects positively in students' performance in terms of 
interaction and oral communication skills.

The development of the student's oral expression depends considerably on the school providing 
an environment that respects the turn and welcomes the voice, differences, and diversity. In 

in middle school 7th grade which is presented in the following section, aims to provide 
teachers with a set of strategies and materials to support their pedagogical action in the field of 
oral communicative competence (OCC).

Communication and Oral Expression: Speaking, Listening, and Reading in Middle 
School 7th Grade (COE 7)

The nd Description

The COE 7 program aims to help students acquire and develop speaking skills in a guided and 
sustained manner (Ministério da Educação, 2018, pp. 5 6). This skills include: planning texts 
while considering the objectives of the communication; using language fluently, correctly, and 
naturally in formal situations; expressing points of view and opinions, and giving presentations;
respecting the conventions that regulate discursive interaction in situations with different levels
of formality; using mechanisms to control discursive production based on feedback from 
interlocutors; self-regulating oral presentations based on criteria previously agreed upon with 
the teacher.

The COE 7 seeks to achieve, in a motivating, active and integrated way, the objectives 
recommended by the Ministry of Education (2018) for the field of orality, including: paying 
particular attention to the planning of information; understanding different communicative 
intentions in oral situations and knowing how to use them critically, not only in daily 
interactions but also in the production of speeches in formal contexts, including argumentative 
presentations; producing oral texts, according to specific categories and genres, progressively 
increasing the complexity of their different dimensions and characterizations.

According to its structure, the didactic program includes two blocks: Block I Programming; 
Block II Didactic Units. Block I presents the contents, objectives, and performance 
descriptors for the 7th-grade L1 Portuguese class. It also includes summary tables for the 13 
thematic units, determining the concepts, strategies and attitudes that are practiced in different 
content domains oral and written comprehension or expression, literary education, and verbal 
and non-verbal communication systems. Block II brings together the activities and assessment 



instruments for each of the didactic units: 1) Presentation; 2) Most frequent communication 
difficulties; 3) Oral communication; 4) Oral texts; 5) Expressive reading; 6) Verbal and non-
verbal language; 7) Spontaneous conversation and interview; 8) Literary dialogue; 9) Debate; 
10) Oral narrative; 11) Oral description; 12) Oral presentation; and 13) Oral argumentation.

These units allow students to promote reflection on the importance of oral language for social 
relations; activate all the skills that make up oral discursive and communicative competence 
(receptive and expressive language) debates, interviews, dialogues, oral presentations, etc.
They work on expressive reading and address aspects that affect communication through oral 
language, such as pauses, intonation, clarity. Additionally, they serve to assess progress and 
difficulties that have not been overcome, and often provide instruments for self-regulation and 
evaluation of learning. Throughout the program, assessment is conceived as integral to the
development of language learning, assuming a procedural different 
learning styles and rhythms. In this sense, each unit offers various instruments for self-
regulation and leaning assessment, such as: How do I evaluate myself as a speaker? (Appendix 
A); Grid for self- and heterovaluation of reading (Appendix B); Planning the oral presentation 
(Appendix C); and GOAOCC: Grid for Observation and Assessment of the Oral 
Communicative Competence (Appendix D) (Monteiro et al., 2013).

To evaluate the impact of CEO 7 on oral communicative competence, and 
vocabulary, a quasi-experimental study was conducted. The methodology and results will be 
subsequently outlined.

The Implementation of the Program COE 7

The empirical study conducted to evaluate the impact of the program will be presented next.
This study has the following objectives:

(1) to analyse the impact of COE 7 on students' oral communicative competence (verbal,
paraverbal, non-verbal skills, and total OCC), during the intervention (M2, M3, M4),
while controlling the effects of the pre-test (M1);

(2) to analyse the impact of COE , specifically word definition.

The following section describes the methodology that was followed.

Methodology

Participants

As previously mentioned, to evaluate the impact of CEO 7 on students' oral communicative 
competence, a quasi-experimental study was conducted using a convenience sample, consisting 
of 122 students from the 7th grade in two public middle schools in Northern Portugal. The
experimental group (EG) comprised 67 students, while 55 belonged to the control group (CG).
The experimental group is composed of 35 male students (52.2%) and 32 female students 
(47.8%). The control group comprises 28 female participants (50.9%) and 27 male participants 

2

(1) = 0.120, p=0.729). The mean age of the children was 12 years old (SD=0,84), with ages
ranging between 11 (13.9%) and 16 (0.8%) years old. Groups are equivalents in terms of age
[t = - 1.916, df=120, p=.058, CI 95%Mdif [- 0,01; 0,62], d = 0.34].



Instruments

The assessment of students' oral communicative competence was carried out using GOAOCC
(Appendix D) (Monteiro et al., 2013). This instrument is used to assess verbal skills, which 
include knowledge of the theme, vocabulary, argumentation, coherence; paraverbal skills, 
covering fluency, expressiveness, tone, pace; and non-verbal skills, encompassing eye contact, 
gesture, and posture.

vocabulary was evaluated using the vocabulary subtest from the Wechsler 
Intelligence Scale for Children (Simões et al., 2003). This subtest comprises 30 items, each 
consisting of orally presented words that the children are required to define as comprehensively 
as possible. The response to each item is scored with 2, 1, or 0 points.

Procedure

This study was approved by the Ethics Committee for Research in Social and Human Sciences 
(REF. CEICSH 110) at the University of Minho and by the school boards involved. Written 
informed consents from all the students who participated in the study were previously obtained 
from their parents or legal tutors. Sixty-seven students followed the program CEO 7 alongside 
their regular curricular content. The program was applied to 7th-grade students and took place 
in L1 Portuguese classroom, from October 2018 to May 2019. The program intervention was 
structured in 20 sessions (each lasting 90/100 min.) conducted by the teacher, following an 
infusion approach. The units were distributed during the academic year as shown in Table 1:

1st Trimester 2nd Trimester 3rd Trimester
Didactic units

Unit 1 
Unit 2 
Unit 7 
Unit 10 
Unit 11 

Unit 4
Unit 6
Unit 8
Unit 13

Unit 3
Unit 5
Unit 9
Unit 12

Text genre
Narrative Poetic Dramatic

Number of sessions 
8 sessions 7 sessions 5 sessions 
Table 1: Distribution of didactic Units

Before implementing the program, training was provided to participating teachers, aiming to 
not only explain the theoretical rationale of the program but also how GOAOCC functions. To
ensure methodological rigor, support for teachers continued throughout the didactic 
intervention.

Students from both groups were required to conduct individual presentations lasting four 
minutes each. The assessment of students' oral communicative competence performance using 
GOAOCC took place, for both groups, at four moments: Moment 1 (M1) beginning of the 
school year (pre-test, 1st week of October); Moment 2 (M2) end of the 1st trimester (last week 
of November); Moment 3 (M3) end of the 2nd trimester (last week of March); Moment 4 (M4) 

end of the 3rd trimester (post-test, first week of June). Before these individual presentations
performed during the intervention program, students learned about successful and unsuccessful
presentations behaviour. Therefore, GOAOCC was introduced, and its three components were



explained. The presentations were monitored beforehand, and oral communicative competence
was assessed by the teacher, on a self-
and non-verbal skills.

Before conducting any statistical analysis, various tests were performed to check various 
assumptions and ensure that the data were suitable for inferential statistical analysis. Formal 
tests to analyse the assumption of normal distribution were not conducted. The literature 
suggests that with large samples, significant results can be obtained even with small deviations 
from normality. Therefore, it is advisable to observe the values of the skewness and kurtosis 
coefficients as an alternative (Field, 2009). Z-Tests were calculated for skewness and kurtosis, 
resulting in values lower than 3.29, the limit specified as a reference for medium-sized samples.
This conclusion indicates that the sample follows a normal distribution (Field, 2009; Kim, 
2013). Table 2 presents the descriptive statistics of verbal, paraverbal and non-verbal 
communication skills.

Table 2: Descriptive statistics for the verbal, paraverbal, non-verbal components
and total score

Considering the non-equivalence of the groups in the pre-test, for all variables under study, a 
multivariate analysis of covariance (MANCOVA) was conducted to assess the effects of the 
CEO 7 program on students' oral communicative skills. The OCC total score was analysed
independently using a univariate analysis of covariance (ANCOVA).

For this test, the values of partial eta-squared ( p
2) were calculated as a measure of effect size, 

considering the following reference values for interpretation:  small effect, p
2 > 0.01; medium 

effect, p2 > 0.06; large effect, p2> 0.14 (Cohen, 1988). The results of the three subscales 
(verbal, paraverbal and non-verbal) were used as dependent variables in each of the 



assessments carried out throughout and at the end of the intervention, with the students' 
performance in the pre-test (M1) incorporated as a covariate. All assumptions required for the 
execution of MANCOVA and ANCOVA were analysed and met.

Intelligence Scale for Children (WISC-III) (Simões et al., 2003) was conducted by a 
psychologist and was administered at only two points in time: the pre-test and post-test, 
corresponding to the beginning and end of the school year. In the analysis of the vocabulary 
variable, 3 participants were excluded (2 students from the CG and 1 student from the EG), 
who did not take the test in the post-test. The sample is the following: EG (n=66) and CG 
(n=53). Table 3 presents the descriptive statistics for vocabulary.

Table 3: Descriptive statistics of the scores obtained in the WISC-III subtest

The independent samples T-test confirms that there are no statistically significant differences 
between the groups in comparison [t = - 0.880, df=117, p > .05, 95% CI Mdif [-3.24; 2.97], d
= 0.02], concluding that the experimental group and the control group are equivalent.
Considering this result, to assess the effect of the intervention on students' vocabulary, a mixed-
design analysis of variance was performed, with pre and post-test measures of vocabulary 
values. The values of partial eta-squared ( p

2) were calculated as a measure of effect size, based 
on the reference values mentioned before, for their interpretation. All assumptions required for 
the execution of this type of analysis were examined and met. 

The results are summarized in the following section, first those concerning oral communicative 
competence, and then vocabulary.

Results

Oral Communicative Competence

Considering the second assessment (M2) of the OCC, conducted at the end of the fist trimester,
multivariate tests revealed statistically significant differences between groups in terms of the 
set of the three components of the OCC ( = 0.069, F (3, 115) = 9.171, p = 0.041, 

p2 = 0.069). However, univariate tests showed no statistically significant differences between 
groups for any of the three individual components of the OCC (p > 0.05). ANCOVA results 

combination of the variables that make up the OCC, but not when we observe the individual 
effects of the variables. 

As with the results obtained in the M2 of OCC assessment, in M3 (end of the second trimester),
MANCOVA results do not show statistically significant differences between groups in the 
combination of verbal, paraverbal, and non-verbal oral communication skills ( =
0.011, F (3, 115) = 0.409, p = 0.747, p2 = 0.011). The univariate tests of covariance revealed 

Mean SD Skewn. EPSkew

..

ZZkew.. Kurt. EPKurt

.

ZKurt. Min-
Máx

EG Pre-test 20,41 9.30 -0.136 0.295 -0,461 -0.731 0.582 -1,256 2-40

Post-test 27,06 9.75 -0.239 0.295 -0,810 -0.515 0.582 -0,885 3-48

CG Pre-test 20,55 7.37 0.408 0.327 1,25 -0.309 0.644 -0,480 7-38

Post-test 19,06 9.17 0.160 0.327 0,489 -0.061 0.644 -0,095 0-42



that there are no statistically significant differences between the groups in terms of any of the 

score

At the end of the intervention, 3rd trimester (M4), corresponding to the post-test, the 

communicative performances at the end of the didactic intervention (M4), after controlling for 
the effect of the pre-test results ( = 0.0193, F (3, 115) = 9.196, p < 0.001, p2 =
0.193).

The univariate covariance tests corroborate this result, as there were statistically significant 
differences between the groups in the three components of oral communicative competence
(see Table 4).

EG CG
F

(df)
p-value p

2EMM
(CI)

EMM
(CI)

Verbal skills 3.49
(3.33; 3.64)

2.88
(2.72; 3.05)

25,637
(1, 117)

< 0.0001 0.180

Paraverbal skills 3.44
(3.29; 3.60)

2.97
(2.79; 3.15)

13,860
(1, 117)

< 0.0001 0.106

Non-verbal skills 3.37
(3.22; 3.52)

2.91
(2.74; 3.08)

14,889
(1, 117)

< 0.0001 0.113

OCC Total score 3.48
(3.34; 3.62)

2.87
(2.72; 3.03)

31,158
(1, 119)

< 0.0001 0.207

Table 4. Results of univariate analysis of covariance Post-test (M4)

The effect size is large for verbal skills, and moderate for paraverbal and nonverbal skills. 
statistically significant differences were observed 

between the groups, after controlling for the effect of the performances in the pre-test, 
complemented by a large effect size.

Vocabulary

Multivariate tests report a significant effect of time ( = 0.055, F (1,117) = 6.829, 
p = .010, p

2 = 0.055), indicating an increase in vocabulary between the pre- and post-test.

A statistically significant group effect was also observed, indicating that performances on the 
differ between the experimental group and the control group (F(1, 117) 

= 8.658, p = .004, p2 = .069). The results also demonstrate a significant interaction effect 
between time and group ( = 0.127, F (1, 117) = 16.997, p < .0001, p

2 = 0.127)
(Figure 1).



Figure 1: Graph of the interaction between time and group

The graph reveals an increase in vocabulary averages for the experimental group, represented 
by the steep slope of the solid line, contrasting with the slight decrease in average vocabulary 
values in the control group. Contrast tests confirm that only in the experimental group does the 
vocabulary level increase significantly from the pre-test to the post-test, as can be observed in 
Table 5.

Time a Time b

Mean 
difference

a-b Std. Error Sig.(a)

95% Confidence Interval for
Difference(a)

Upper Bound Lower Bound

EG 1 2 -6,652* 1,318 .000 -9,262 -4,041
2 1 6,652* 1,318 .000 4,041 9,262

CG 1 2 1,491 1,471 -313 -1,422 4,403
2 1 -1,491 1,471 .313 -4,403 1,422

a. Adjustment for multiple comparisons: Bonferroni
Table 5: Test of Contrasts for Vocabulary

Discussion and Conclusions

Regarding the first objective, analyse the impact of COE 7 on students' oral 
communicative competence (verbal, paraverbal, non-verbal skills, and total OCC), during the 
intervention (M2, M3, M4), while controlling the effects of the pre- the experimental 
group did, in fact, show significant improvements in the three components of oral 
communicative competence (verbal, paraverbal and non-verbal skills) and in the total score at 
the end of the intervention (M4). Furthermore, the effect size was large in the verbal component 
and moderate in the paraverbal and non-verbal components, which is very relevant, considering 
the seven-month intervention period. Since these are behavioural skills, their development 
takes time, as highlighted by Mattheoudakis et al. (2014). This means that the effect of the 
program tends to only occur in the medium or long term. Núñez-Delgado et al. (2008) even 
consider that an academic year can be a short period to observe progress in discursive 



competence, which is in line with the conclusions obtained in the systematic review of didactic 
intervention programs conducted at the beginning of the study (Monteiro, 2020).

The results of the present study are also consistent with those of previous studies that show the 
benefits of practicing oral skills in the classroom in developing the communicative competence 
of adolescents of similar ages (11 to 14 years old) when learning their mother tongue (Núñez-
Delgado, 2002; Núñez-Delgado et al., 2008). This trend is also observed in learning non-native 
languages, particularly in an immersion context (Fisher & Frei, 2018; Short et al., 2012), as 
well as in studies conducted with preschool children (Fricke et al., 2013; Haley et al., 2017; 
Van der Veen et al., 2017).

analyse the impact of COE
vocabulary, specifically word definition students showed significant improvements in terms 
of vocabulary between pre and post-test. The results do, in fact, point to a considerable effect, 
corroborating conclusions from studies (Ford-Connors & Paratore, 2015; Teberosky & Jarque, 
2014) that report the contribution of oral language practice to the enrichment and development 
of vocabulary. Explicit teaching and associated practice could prevent or bridge the differences 
observed in language repertoire among children from different socioeconomic backgrounds 
(Hart & Risley, 2003).

Based on the research findings, it can be inferred that two main themes emerge. The first points 
to the feasibility of the adopted curricular infusion, which enhances the utility and educational 
value of this program and the materials it includes. The second theme directly stems from the 
obtained results, which can be considered promising. This suggests that CEO 7 could serve as 
a valuable resource for explicitly teaching oral communication skills.

At this point, it is also important to highlight that teachers viewed the program as an added 
benefit for conducting activities that promote oral language. Students, on the other hand, 
responded very positively to the different proposals offered by COE-7, highlighting an 
increased sense of confidence during oral interactions. Despite the systematization introduced 
in students' communicative competence, the diversity of proposals makes it possible to cater to 
the variety that characterizes typical classrooms. Considering the flexibility allowed, the 

school 7th could potentially serve as a model for designing other interventions. 

Limitations and Further Research

There are some limitations to this study. On one hand, the sample used in this investigation 
was selected for convenience. On the other hand, the teachers (OCC evaluators) were different, 
although everyone was aware of the assessment criteria.

Furthermore, future research could consider analysing the ideal frequency and duration of 
sessions, as well as the didactic intervention itself. It could also explore other variables that 
may contribute to the development of oral communicative competence, conduct longitudinal 
studies, and perform the OCC assessment based on the observations of two independent 
teachers, among other approaches. 

The results from future research will help expand the empirical evidence of the benefits of 
explicitly teaching oral communicative skills and systematically practicing them, thereby 



contributing to the development of more competent citizens in terms of oral communication 
and in the social domain.
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Appendices

Appendix A

How do I evaluate myself as a speaker? (Unit 2)

Appendix B

Grid for self- and heterovaluation of reading (L.) (Unit 5)

CATEGORIES Teacher Students
L.1 L.2 L.3 L.4 L.5

TONE
Inaudible
Normal
High

ARTICULATION

Deficient
Problems with 
sounds
clear

INTONATION

Monotone
Natural and 
pleasant
Forced

SPEED
Excessive
Slow
Proper

PAUSES
Inadequate
Adequate



Appendix C

Planning the oral presentation (Unit 5)

Appendix D 

GOAOCC: Grid for Observation and Assessment of the Oral Communicative 
Competence (Monteiro et al., 2013)



References

English Additional Language teaching. The English Academy Review, 17, 83 96.
https://doi.org/10.1080/10131750085310101

Bachman, L. F. (1990). Fundamental Considerations in Language Teaching. Oxford 
University Press.

Cadime, I., Rodrigues, B., Santos, S., Viana, F., Chaves-Sousa, S., Cosme, M., & Ribeiro, I. 
(2017). The role of word recognition, oral reading fluency and listening 
comprehension in the simple view of reading: a study in an intermediate depth 
orthography. Reading and Writing, 30, 591 611. https://doi.org/10.1007/s11145-016-
9691-3

Canale, M. (1983). From communicative competence to communicative language pedagogy. 
In J. C. Richard & R. W. Schmidt (Eds.), Language and Communication (pp. 2 14).
Longman.

Canale, M., & Swain, M. (1980). Theoretical bases of communicative approaches to second 
language teaching and testing. Applied Linguistics, 1, 1 47.

Capovilla, A. S., Capovilla, F. C., & Soares, J. T. (2004). Consciência sintática no ensino 
fundamental: correlações com consciência fonológica, vocabulário, leitura e escrita. 
Revista Psico-USF, 9(1), 39 47. https://doi.org/10.1590/S1413-82712004000100006

Cassany, D., Luna, M., & Sanz, G. (1994). Enseñar lengua. Graó.

Celce-Murcia, M. (2008). Rethinking the role of communicative competence in language 
teaching. In E. A. Soler & P. S. Jorda (Eds.), Intercultural language use and language 
learning (pp. 41 57). Springer.

Cohen, J. (1988). Statistical Power Analysis for the Behavioral Sciences (2nd ed.). Lawrence 
Erlbaum Associates.

Connor, C. M., Phillips, B. M., Kim, Y.-S. G., Lonigan, C. J., Kaschak, M. P., Crowe, E.,
Dombek, J., & Otaiba, S. Al. (2018). Examining the Efficacy of Targeted Component 
Interventions on Language and Literacy for Third and Fourth Graders Who are at Risk 
of Comprehension Difficulties. 
the Society for the Scientific Study of Reading, 22(6), 462 484.
https://doi.org/10.1080/10888438.2018.1481409

Coseriu, E. (1992). Competencia lingüística: elementos de la teoría del hablar. Editorial 
Gredos.

compétence à communiquer oralement. Québec Français, 175, 6-8.



, 37 56.
https://doi.org/10.4000/dse.1347

Field, A. (2009). Discovering Statistics Using SPSS (3rd Ed.). Sage Publications.

Fisher, D., & Frei, N. (2018). Developing oral language skills in middle school english 
learners. Reading & Writing Quarterly, 34(1), 29 46.

Ford-Connors, E., & Paratore, J. R. (2015). Vocabulary instruction in fifth grade and be 
yond: Sources of word learning and productive contexts for development. Review of 
Educational Research, 85(1), 50 91.

Fricke, S., Bowyer Crane, C., Haley, A. J., Hulme, C., & Snowling, M, J. (2013). Efficacy of 
language intervention in the early years. Journal of Child Psychology and Psychiatry,
54, 280 290.

Haley, A., Hulme, C., Bowyer-Crane, C., Snowling, M., & Fricke, S. (2017). Oral language 
skills intervention in pre-school a cautionary tale. International Journal of 
Language and Communication Disorders, 52(1), 71 79.

Hart, B., & Risley, T. R. (2003). The early catastrophe: The 30 million word gap by age 3. 
American Educator, 27(1), 4 9.

Humboldt, W. (1990). Sobre la diversidad de la estructura del lenguaje humano y su 
influencia sobre el desarrollo espiritual de la humanidad. Anthropos, Editorial del 
Hombre.

Hymes, D. H. (1972). On communicative competence. In J. B. Pride & J. Holmes (Eds.), 
Sociolinguistics (pp. 269 293). Penguin.

Kim, H. (2013). Statistical notes for clinical researchers: Assessing normal distribution (2) 
using skewness and kurtosis. Restorative Dentistry & Endodontics, 38, 52 54.
https://doi.org/10.5395/rde.2013.38.1.52

Lomas, C. (2002). El aprendizaje de la comunicación en las aulas. Paidós Comunicación.

Martins, G., Gomes, C., Brocardo, J., Pedroso, J., Carrilho, J., Silva, L., Encarnação, M., 
Horta, M., Calçada, M., Nery, R., & Rodrigues, S. (2017). Perfil dos Alunos à Saída 
da Escolaridade Obrigatória. Ministério da Educação - DGE.

Mattheoudakis, M., Alexiou, T., & Laskaridou, C. (2014). To CLIL or not to CLIL?The case 
of the 3rd experimental primary school in Evosmos. In N. Lavidas, T. Alexiou, & A. 
M. Sougari (Eds.), Major trends in theoretical and applied linguistics (pp. 215 234).
DeGruyter Versitas Publications.

Ministério da Educação. (2018). Aprendizagens Essenciais - Articulação com o perfil dos 
alunos. 7.o ano 3.o ciclo do ensino básico - Português.
http://www.dge.mec.pt/sites/default/files/Curriculo/Aprendizagens_Essenciais/3_ciclo
/portugues_3c_7a_ff.pdf



Monteiro, C. (2020). O desenvolvimento da competência comunicativa oral: Uma revisão 
sistemática de programas de intervenção didática. Revista Portuguesa de Educação,
33(2), 95 115. https://doi.org/10.21814/rpe.18912

Monteiro, C., & Viana, F. (2021). Falar, ouvir e ler: um programa para o desenvolvimento da 
linguagem oral. Letrônica, 14(2), 1 16. https://doi.org/10.15448/1984-
4301.2021.2.38500

Monteiro, C., & Viana, F. (2022). Promoção da competência comunicativa oral no Ensino 
Básico. Desafios e propostas. Palavras Revista Da Associação Dos Professores de 
Português, 58 59, 63 79. https://hdl.handle.net/1822/81763

Monteiro, C., Viana, F., Moreira, E., & Bastos, A. (2013). Avaliação da competência 
Revista Portuguesa de 

Educação, 26(2), 111 138. https://doi.org/10.21814/rpe.3248

Monteiro, C., Viana, F., & Veloso, J. (2020). Desenho de um programa didático de 
desenvolvimento da competência comunicativa oral (CCO): uma visão sociocultural 
da linguagem. In A. Oliveira (Ed.), Educação: Agregando, Incluindo e Almejando 
Oportunidades. Atena Editora.

Núñez-Delgado, P. (2001). 
secundaria. Narcea Ediciones.

Núñez-Delgado, P. (2002). Un modelo didáctico para el desarrollo de la competencia 
discursiva oral. Lenguaje y Textos, 19, 161 199.

Núñez-Delgado, P. (2003). 
orientaciones metodológicas para el desarrollo de la competencia discursiva oral en 
la educación obligatoria. Grupo Editorial Universitario.

Núñez-Delgado, P., Haro, E., & López, A. (2008). Research in language didactics: A model 
for the evaluation of oral discursive competence in secondary education. Porta 
Linguarum: Revista Internacional de Didáctica de Las Lenguas Extranjeras, 9, 111
126.

Perrenoud, P. (1999). Construir as competências a desde a escola. Artmed.

Ripoll, J. C., Aguado, G., & Castilla-Earls, A. (2014). The simple view of reading in 
elementary school: a systematic review. Revista de Logopedia, Foniatría y 
Audiología, 34(1), 17 31.

Rosales-López, C. (1992). Metodología de investigación de la comunicación oral. Lenguaje y 
Textos, 2, 55 71.

Rosales-López, C. (1994a). La enseñanza del lenguaje verbal en su entorno escolar y 
multicultural. Universidad de Santiago.

Rosales-López, C. (1994b). Lenguajes, situaciones y tiempos para la comunicación. 
Innovación Educativa, 4, 3 7.



Rosales-López, C. (2013). Competencias específicas curriculares que ha de adquirir el 
estudiante del título de grado de maestro. Profesorado, Revista de Currículum y 
Formación del Profesorado, 17(3), 73 90. http://hdl.handle.net/10481/30059

Savignon, S. (1983). Communicative competence: Theory and classroom practice. Texts and 
contexts in second language learning. Addison-Wesley.

Short, D. B., Fidelman, C. G., & Mohammed, L. (2012). Developing Academic Language in 
English Language Learners Through Sheltered Instruction. TESOL Quarterly, 46(2),
334 361.

Simões, M., Rocha, A. M., & Ferreira, C. (2003). WISC-III, Escala de Inteligência de 
Wechsler para Crianças (3.a ed.) (Adaptação portuguesa). CEGOC - TEA.

Skoczylas, M. J., Schneider, P., & Suleman, S. (2016). Language Matters: Measuring 
Reading Comprehension in Children with Oral Language Impairment. Canadian 
Journal of Speech-Language Pathology and Audiology (CJSLPA), 40(2), 133 148.

Teberosky, A., & Jarque, M. J. (2014). Interação e continuidade entre a aquisição da 
linguagem e a aprendizagem da leitura e da escrita. Cadernos Cenpec | Nova Série,
4(1), 1-11. https://doi.org/10.18676/cadernoscenpec.v4i1.276

Van der Veen, C., de Mey, L., Van Kruistum, C., & Van Oers, B. (2017). The effect of 

communicative competence and subject matter knowledge: An intervention study in 
early childhood education. Learning and Instruction, 48, 14 22.
https://doi.org/10.1016/j.learninstruc.2016.06.001

Contact email: ccm@esepf.pt


