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ABSTRACT 

 

ARTICLE INFO 

Teachers’ oral presentation competence is a fundamental 

professional capability that shapes classroom communication, 

learner engagement, and the quality of instructional interactions.. 

This study aimed to conceptualize teachers’ oral presentation 

competence and develop a multidimensional framework grounded 

in existing empirical evidence. A qualitative systematic review was 

conducted following PRISMA guidelines. 88 studies, including 

peer-reviewed journal articles, doctoral dissertations, and master's 

theses published between 2005 and 2025, were identified through a 

comprehensive search of major international databases and 

subsequently synthesized using thematic analysis. Rather than 

aggregating statistical findings, the review focused on identifying 

recurring concepts, patterns, and dimensions associated with oral 

presentation competence. The synthesis resulted in a conceptual 

framework comprising eight interrelated domains and 32 

components. These domains encompass content structure and 

quality, verbal skills, vocal skills, physical and motor skills, facial 

expression and eye contact, audience interaction, presentation 

management, and personality and behavioral traits. The findings 

indicate that existing assessment frameworks predominantly 

emphasize observable delivery behaviors, whereas affective, 

managerial, and interactional dimensions remain comparatively 

underrepresented. The proposed framework offers a comprehensive 

and evidence-based representation of teachers’ oral presentation 

competence and provides a foundation for the development of 

assessment instruments, teacher education curricula, and 

technology-enhanced feedback systems. By conceptualizing oral 

presentation competence as a multidimensional and integrated 

construct, the study contributes to a deeper understanding of how 

communication practices influence teaching effectiveness and 

learning environments. ©authors 
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 1. Introduction  

Oral presentation competence is commonly defined as the integrated set of knowledge, skills, 

and attitudes required for speaking before an audience with the purposes of informing, 

communicating, expressing ideas, and persuading others (De Grez, 2009). Among various 

professional groups, teachers occupy a particularly distinctive position in this regard, as a 

substantial portion of teaching is enacted through verbal communication, explanation of 

concepts, facilitation of classroom interactions, and orchestration of instructional discourse. 

The dynamic and complex nature of teaching requires teachers to present content clearly, 

coherently, and responsively to learners’ needs. Consequently, oral presentation competence 

should not be viewed merely as a general communication skill but rather as a fundamental 

dimension of professional teaching competence (Gomez, 2019; Thienpermpool, 2021; 

Vaghoor Kashani et al., 2019). 

A growing body of research has demonstrated that teachers’ oral presentation competence is 

associated with a wide range of educational outcomes. Teachers’ ability to communicate 

ideas effectively, manage classroom discourse, and provide meaningful feedback has been 

linked to student engagement, learning quality, classroom management, and academic 

achievement (Saragih et al., 2022; Jaca & Javines, 2020; Cavanagh et al., 2014). Previous 

studies have further highlighted the importance of instructional communication by showing 

that the quality of teacher–student interactions, feedback practices, and communication 

styles can significantly influence classroom effectiveness and student learning. Likewise, 

deficiencies in teachers’ communication skills have been associated with learning 

difficulties, reduced student participation, and classroom management challenges (Dashteh 

et al., 2021; Mohammadzadeh, 2017; Ranjbar, 2015; Aghdasi et al., 2013). Collectively, 

these findings suggest that oral presentation competence is not a peripheral attribute of 

teaching but a core professional capability that underpins effective instructional practice. 

Despite its recognized importance, the conceptualization of oral presentation competence 

remains fragmented across the literature. Existing studies have examined diverse aspects of 

this construct, including nonverbal behaviors, vocal characteristics, content organization, 

anxiety management, audience engagement, and communication strategies (Van Ginkel et 

al., 2019; Tsang, 2020; Jaca & Javines, 2020; Thienpermpool, 2021; Nadolski et al., 2021; 

Lee & Liu, 2022; Saragih et al., 2022; Kleftodimos & Triantafillidou, 2022; Ishino et al., 

2022). While these studies have generated valuable insights into specific dimensions of oral 

presentation performance, they have typically focused on isolated components or a limited 

set of indicators. As a result, definitions, classifications, and assessment approaches vary 

considerably across studies, yielding a fragmented understanding of the construct and 

limiting the development of a coherent theoretical foundation. 

This conceptual fragmentation has important implications for both research and practice. 

Existing assessment frameworks and evaluation instruments frequently emphasize 

observable performance indicators such as eye contact, speech clarity, gestures, and body 

language, while comparatively less attention has been devoted to cognitive, affective, 

managerial, and interactional dimensions that contribute to effective oral presentation 

performance. Consequently, the field still lacks a comprehensive conceptual framework 

derived from a qualitative synthesis of the literature capable of integrating the diverse 

dimensions of oral presentation competence into a coherent conceptual structure. Such a 

framework is essential not only for advancing theoretical understanding but also for 

supporting the development of valid assessment instruments, informing teacher education 

curricula, and guiding professional development initiatives. 

A review of the literature indicates that no systematic review has specifically sought to 

conceptualize teachers’ oral presentation competence by synthesizing and integrating its 

multidimensional components into a unified framework. To address this gap, the present 

study employs a systematic review of relevant research to develop an evidence-based 
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conceptualization of teachers’ oral presentation competence. Rather than merely cataloguing 

individual skills, the study aims to identify, organize, and integrate the components reported 

across the literature into a multidimensional conceptual framework that captures the 

complexity of oral presentation in teaching. Accordingly, this study seeks to answer the 

following research question: How can teachers’ oral presentation competence be 

conceptualized within a multidimensional conceptual framework derived from a qualitative 

synthesis of the literature? 

 

2. Literature Review 

In recent years, increasing attention has been directed toward the development and assessment 

of teachers’ oral presentation skills—competencies that play a pivotal role in effective 

teaching and engaging learners. A review of relevant studies reveals both advancements and 

persistent gaps in the conceptualization and evaluation of these competencies. 

Some studies have proposed technological tools and digital platforms to support oral 

presentation feedback. For instance, Ochoa and Zhao (2024) introduced OpenOPAF, an 

open-source system for automated, multifaceted feedback on presentation style. This system 

analyzes body language, gaze direction, voice volume, speech rate, filled pauses, and the use 

of text in visual aids, providing immediate and practical feedback to presenters. Despite its 

technical capabilities, the system has limitations: it does not analyze verbal content or 

complex aspects such as logical structure, quality of argumentation, or advanced language 

use, and it is not fully aligned with social semiotic perspectives (Kress, 2010; Bezemer & 

Kress, 2016). 

Another group of researchers has focused on rubric-based assessment. Pérez-Torregrosa et al. 

(2022) designed a digital rubric for preservice teachers that included components such as 

presentation content, expressive skills, audience interaction, audience adaptation, interaction 

management, and technology use. However, some important competencies, like creativity 

or stress management, received less attention. Similarly, Ishino et al. (2022) examined the 

use of robotic reconstruction of nonverbal communication in presentation training but found 

challenges in accurately reproducing human emotional states and gestures. 

Some studies have also addressed long-term interventions. Lee and Liu (2022) employed 

performance-based activities to enhance speech fluency, reporting improvements in aspects 

such as volume and speech rate, tone, pronunciation, body posture, gestures, eye contact, 

speech structure, language use, and material selection. Additionally, Nadolski et al. (2021) 

compared the effectiveness of video-based rubrics versus textual rubrics, finding that video 

rubrics—covering elements like voice volume, gaze control, speech clarity, audience 

interaction, use of audiovisual aids, speech terminology, spoken language, and body 

movements—were more effective. 

Despite these advances, most existing rubrics and assessment frameworks continue to 

emphasize observable behaviors such as posture, eye contact, and vocal clarity, while 

neglecting equally important domains like emotional preparedness, content depth, and time 

management. 

This gap is particularly evident in the context of teacher education, where oral presentation is 

not only a teaching tool but also a behavioral model for learners. The absence of valid 

instruments capable of comprehensively assessing teachers’ presentation competencies 

impedes constructive feedback and professional growth support. Accordingly, rather than 

summarizing previous findings, the present study systematically synthesizes the existing 

evidence to identify, integrate, and organize the components of teachers’ oral presentation 

competence into a comprehensive conceptual framework. 

 

3. Method 
3.1. Research Design 
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This study employed a qualitative systematic review with thematic synthesis to identify, 

organize, and synthesize the components of teachers' oral presentation competence reported 

in the literature. Given the multidimensional nature of oral presentation competence and the 

conceptual fragmentation across empirical, theoretical, and assessment-oriented studies, a 

systematic review was considered the most appropriate approach for integrating existing 

evidence and developing a comprehensive conceptual framework. 

The review followed the Preferred Reporting Items for Systematic Reviews and Meta-Analyses 

(PRISMA 2020) guidelines to ensure a transparent and reproducible study selection process. 

As the purpose of this review was conceptual synthesis rather than quantitative evidence 

aggregation, no meta-analysis, effect-size calculation, or statistical pooling of findings was 

conducted. Instead, thematic synthesis was used to identify recurring concepts, integrate 

similar findings, and develop a multidimensional conceptual framework of teachers' oral 

presentation competence. 

The review process consisted of six sequential stages: (1) formulation of the review question, 

(2) systematic literature search, (3) study selection, (4) eligibility and methodological 

assessment, (5) data extraction, and (6) thematic synthesis and conceptual framework 

development. 

 
3.2. Search Strategy 

A systematic literature search was initiated in April 2023 and was periodically updated 

throughout the review process. The final search was completed in April 2025. Searches were 

conducted in six international databases: Scopus, Web of Science, ERIC, ProQuest, 

SpringerLink, and ScienceDirect. (Elsevier was not considered a separate database because 

it is the publisher of ScienceDirect.) 

Prior to the search, key concepts and related terminology associated with teachers' oral 

presentation competence were identified through an initial review of the literature. These 

concepts were combined using the Boolean operators AND and OR to maximize the retrieval 

of relevant studies while maintaining search specificity. The same search keywords and 

Boolean search string were used across all databases. Searches were performed in the title 

field of each database. Searches were performed in the title field of each database. An 

example of the search strategy is presented in Table 1. 
Table 1. Search Keywords Used in Databases 

Keywords 

("oral presentation" OR "speech" OR "verbal communication" OR "public speaking") AND ("teachers" OR "education" OR "teaching" 

OR "educators") AND ("presentation skills" OR "presentation competencies" OR "components of presentation" OR "verbal 
competencies" OR "non-verbal competencies") AND ("assessment" OR "evaluation" OR "systematic review" OR "performance 

evaluation") 

 
3.3. Inclusion and Exclusion Criteria 

Studies were selected according to predefined inclusion and exclusion criteria. 

Eligible studies were required to: 

1. Address oral presentation competence or at least one of its verbal, nonverbal, cognitive, 

emotional, or organizational components within educational contexts. 

2. Be published in English. 

3. Be peer-reviewed journal articles, doctoral dissertations, or master's theses. 

4. Be published between 2005 and 2025. 

5. Report sufficient methodological information and employ assessment procedures or 

instruments with evidence of validity and reliability where applicable. 

6. Adopt either qualitative or quantitative research designs relevant to the review 

objectives. 

Studies were not restricted to teacher participants. Studies involving pre-service teachers, 

university students, or other educational participants were also considered eligible if they 

reported concepts, assessment criteria, rubric indicators, or competence components relevant 

to the conceptualization or assessment of teachers' oral presentation competence. The 
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objective of the review was to identify and synthesize the components of teachers' oral 

presentation competence across the educational literature rather than to summarize findings 

from a specific participant population. 

Studies focusing exclusively on general communication skills without a direct relationship to 

oral presentation competence in educational settings were excluded. For the purpose of this 

review, general communication skills were defined as broad interpersonal communication 

abilities that were not specifically associated with planning, delivering, or evaluating oral 

presentations in educational contexts. In contrast, oral presentation competence referred to 

the knowledge, skills, and observable presentation behaviors required for effective oral 

presentation performance in educational settings. Books, conference proceedings, editorials, 

opinion papers, and non-academic reports were also excluded. 

Studies were screened sequentially through title screening, abstract screening, and full-text 

review. At each stage, studies that failed to satisfy the eligibility criteria were excluded. 

 
3.4 Study Selection Process 

The study selection process followed the PRISMA framework. All screening procedures were 

conducted by the first author according to the predefined eligibility criteria. 

The initial database search identified 160 records. After removing 20 duplicate records, 140 

studies remained for title and abstract screening. 32 studies were excluded because they were 

not sufficiently relevant to the review objectives. The full texts of the remaining 108 studies 

were then assessed for eligibility. During this stage, 20 additional studies were excluded 

because they did not explicitly examine components of teachers' oral presentation 

competence, focused primarily on general communication skills, or did not provide 

sufficient methodological information to support the review objectives. Ultimately, 88 

studies met all eligibility criteria and were included in the qualitative synthesis. The 

complete selection process is presented in the PRISMA flow diagram (Figure 1). 

 
3.5. Eligibility and Methodological Assessment 

Following full-text screening, all potentially eligible studies underwent an additional 

assessment to determine their suitability for inclusion in the qualitative synthesis. This 

assessment was guided by the predefined inclusion and exclusion criteria and considered the 

methodological adequacy of each study, including the appropriateness of the research 

design, the relevance of the study to teachers' oral presentation competence, the adequacy of 

participant characteristics, and the clarity of the assessment procedures or instruments 

employed. 

Only studies providing sufficient methodological information and contributing meaningful 

evidence to the review objectives were retained. Because the primary aim of this review was 

conceptual synthesis rather than evaluating intervention effectiveness or comparing 

methodological quality across studies, no formal checklist-based quality appraisal or risk-

of-bias assessment was performed. 
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Figure 1. PRISMA flow diagram of articles included in the systematic review 

 

 
3.6. Data Extraction 

A structured data extraction procedure was employed for all included studies. For each study, 

the following information was extracted: 

 author(s); 

 publication year; 

 country; 

 participant characteristics; 

 educational context; 

 research design; 

 assessment instruments or rubrics, including available evidence of validity and 

reliability; 

 key findings; and 

 reported components and indicators of teachers' oral presentation competence. 

These extracted data formed the basis for the subsequent thematic synthesis. 

 
3.7. Data Analysis and Conceptual Framework Development 

Data were analyzed using thematic synthesis following the six-phase framework proposed by 

Braun and Clarke (2006, 2021). 

The analytical process involved: 

1. familiarization with the included studies through repeated reading; 

2. generation of initial codes; 

3. development of preliminary themes; 

4. review and refinement of themes; 

5. definition and naming of final themes; and 

6. synthesis and reporting of findings. 

Coding was conducted across the full text of each included study. Meaningful statements related 

to teachers' oral presentation competence—including conceptual definitions, reported 

findings, assessment criteria, rubric indicators, and descriptions of observable presentation 

behaviors—were identified and coded. Through iterative comparison, conceptually similar 

codes were merged into broader components, and related components were subsequently 
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organized into higher-order domains based on conceptual similarity and functional 

coherence. 

The development of the conceptual framework was an iterative process. Initial codes extracted 

from the full texts of the included studies were continuously compared based on conceptual 

meaning, functional similarity, and theoretical consistency. Codes representing the same 

underlying construct were merged into broader components. Subsequently, related 

components were organized into higher-order domains through repeated comparison and 

discussion until a coherent multidimensional framework of teachers' oral presentation 

competence was established. 

This process generated an initial set of 95 codes, which were progressively refined into 32 

components and ultimately organized into eight overarching domains representing teachers' 

oral presentation competence. These domains constituted the final conceptual framework 

developed in this review. 

 
3.8. Trustworthiness and Reliability 

To enhance the trustworthiness of the thematic synthesis, approximately 10% of the included 

studies (n = 9) were randomly selected and independently coded by two researchers with 

expertise in educational technology and teacher education, particularly in the assessment of 

oral presentation competence. 

 Independent double coding was performed on this randomly selected subset to verify the 

consistency and credibility of the coding framework. Following satisfactory agreement and 

consensus, the remaining studies were coded by the first author using the established coding 

scheme. 

Initial raw percentage agreement between the coders was 72.2%, which is considered 

acceptable for exploratory qualitative analysis (McHugh, 2012; Stemler, 2000). 

Disagreements were resolved through discussion until consensus was achieved. Finally, the 

resulting conceptual framework was independently reviewed by the two researchers to 

ensure conceptual consistency, interpretive credibility, and alignment with the broader 

literature on teachers' oral presentation competence. 

 

4. Findings 
4.1. Characteristics of the Included Studies 

The final corpus comprised 88 studies published between 2005 and 2025 that addressed various 

aspects of teachers’ oral presentation competence. The reviewed studies represented a broad 

geographical distribution, including research conducted in the United States, Japan, China, 

Taiwan, the Philippines, the Netherlands, Australia, the United Kingdom, and several other 

countries. This diversity highlights the international relevance of oral presentation 

competence as a professional skill within teacher education and educational practice. 

From a methodological perspective, the reviewed literature demonstrated considerable 

diversity. The corpus included quantitative studies employing experimental, quasi-

experimental, correlational, and survey designs; qualitative investigations utilizing 

observations, interviews, document analysis, and rubric analysis; as well as mixed-methods 

studies that integrated quantitative performance measures with qualitative or reflective data. 

This methodological diversity provided a comprehensive evidence base for examining the 

multifaceted nature of teachers’ oral presentation competence. 

The reviewed studies also varied substantially in their primary research purposes. While some 

studies focused on identifying and evaluating specific presentation skills, others examined 

the effectiveness of instructional interventions, training programs, feedback systems, 

assessment rubrics, digital learning environments, and technology-enhanced presentation 

support tools. Several recent studies further explored the application of automated feedback 

systems, multimodal learning analytics, and audiovisual analysis technologies for supporting 

oral presentation development. 
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With regard to assessment approaches, the studies employed a wide range of evaluation 

methods, including performance observation, self-assessment questionnaires, peer 

assessment, instructor evaluation, structured rubrics, video-based assessment, and automated 

feedback systems. Nevertheless, only a limited number of studies reported comprehensive 

assessment frameworks that simultaneously addressed verbal, nonverbal, cognitive, 

affective, and interactional dimensions of oral presentation competence. 

Overall, the reviewed literature reflects increasing scholarly attention to oral presentation 

competence across educational contexts. At the same time, considerable variation exists in 

the conceptualization, operationalization, and assessment of this construct, highlighting the 

need for a more comprehensive and integrated framework capable of capturing its 

multidimensional nature 

 
4.2. Analysis of Existing Assessment Rubrics 

Assessment rubrics constituted an important source of evidence in the reviewed literature 

because they operationalize oral presentation competence into observable and assessable 

performance indicators. Across the studies included in the review, several rubric-based 

frameworks were identified, including those developed by Kerby and Romine (2009), 

Galván Sánchez et al. (2017), Waluyo and Rofiah (2021), Gunderson et al. (2021), Pérez-

Torregrosa et al. (2022), and Ferrer-Pardo et al. (2022). 

Analysis of these frameworks revealed a considerable degree of convergence regarding a 

number of core competencies. Components such as eye contact, organization of content, 

vocal clarity, speech delivery, audience interaction, use of visual aids, and subject 

knowledge were consistently represented across multiple assessment frameworks. The 

recurrence of these elements suggests their central role in the conceptualization and 

evaluation of oral presentation competence. 

Despite these commonalities, notable differences were observed in the scope and 

comprehensiveness of existing rubrics. Most frameworks primarily emphasized observable 

behavioral indicators, particularly nonverbal communication, vocal delivery, and 

presentation organization. In contrast, cognitive and affective dimensions received 

comparatively limited attention. Components such as self-confidence, stress management, 

spontaneity, humor, adaptability, and the alignment between verbal and nonverbal 

communication were either insufficiently represented or entirely absent from many 

assessment frameworks. 

Overall, the review indicates that existing rubrics provide valuable operational indicators for 

assessing presentation performance; however, they often capture only selected aspects of 

oral presentation competence. These findings support the need for a more comprehensive 

and multidimensional framework capable of integrating cognitive, behavioral, affective, 

managerial, and interactional dimensions within a unified conceptual structure. 

 

4.3. Explanation and Analysis of the Identified Components of Oral Presentation Competence 

 Identified Components Related to Physical and Motor Skills in Teachers’ Oral 

Presentations 

Purposeful teacher movement within the classroom, such as repositioning or relocating, 

facilitates the management of instructional interactions and contributes to immediate 

feedback, enhanced active participation, increased face-to-face engagement, and improved 

student concentration. In contrast, aimless or excessive movements may lead to distraction 

and anxiety (Jakonen, 2020). Related studies include Pérez-Torregrosa et al. (2022), Waluyo 

& Rofiah (2021), Tsang (2020), Galván Sánchez et al. (2017), and Chollet et al. (2015). 

The use of hands through purposeful gestures reinforces verbal messages, captures students’ 

attention, and enhances the visual comprehension of instructional content (Kucuk, 2023; 

Batrinca et al., 2013). Conversely, aimless or excessive gesturing may cause distraction and 

diminish the effectiveness of communication (Cavanagh et al., 2014). Related studies 
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include Ochoa and Zhao (2024), Kucuk (2023), Ishino et al. (2022), Pérez-Torregrosa et al. 

(2022), Kleftodimos and Triantafillidou (2022), Gunderson et al. (2021), Tsang (2020), van 

Ginkel et al. (2019), Galván Sánchez et al. (2017), Chollet et al. (2015), Cavanagh et al. 

(2014), and Batrinca et al. (2013). 

An upright and balanced posture, accompanied by natural gestures, conveys confidence, 

improves vocal clarity, and enhances the effectiveness of teaching (Chollet et al., 2015). In 

contrast, rigid or slouched standing positions may signal disinterest and hinder interaction 

(Lopez et al., 2017). Related studies include Kucuk (2023), van Ginkel et al. (2019), and 

Chollet et al. (2015) 

 Identified components related to facial expression and gaze skills in teachers’ oral 

presentations 

Facial expressions, by conveying emotions such as interest or indifference, play a crucial role 

in instructional interaction, fostering emotional connection, enhancing motivation, and 

creating a positive learning environment (Kucuk, 2023). Conversely, a cold or 

expressionless face may weaken interaction and reduce students’ motivation (Cavanagh et 

al., 2014). Related studies include Kucuk (2023), Lee & Liu (2022), Tsang (2020), Galván 

Sánchez et al. (2017), and Cavanagh et al. (2014). 

Eye contact, defined as direct and reciprocal gaze between teachers and students, enhances 

learners’ sense of being recognized, fosters respect and motivation, and strengthens 

participation (Pérez-Torregrosa et al., 2022; Chollet et al., 2015; Nagao et al., 2015; Butt et 

al., 2011; Helminen et al., 2011). At the same time, excessive or uneven eye contact may 

lead to misinterpretations or perceptions of bias, and cultural differences in interpreting eye 

contact can further influence interaction (Helminen et al., 2011). Related studies include 

Ochoa and Zhao (2024), Kucuk (2023), Pérez-Torregrosa et al. (2022), Ishino et al. (2022), 

Kleftodimos and Triantafyllidou (2022), Gunderson et al. (2021), and Waluyo and Rofiah 

(2021). 

 Identified Components Related to Vocal Skills in Teachers’ Oral Presentations 

Pitch refers to the perceived fundamental frequency of vocal fold vibrations and contributes to 

attracting attention, maintaining concentration, enhancing auditory processing, and 

preventing monotony in speech, thereby improving comprehension and cognitive interaction 

(Ishino et al., 2022; Tsang, 2020; Bänziger et al., 2014; Batrinca et al., 2013). However, this 

feature is influenced by individual style, cultural context, and the type of content, and 

neglecting cultural differences may challenge its evaluation (Bänziger et al., 2014). Related 

studies include Ishino et al. (2022), Gunderson et al. (2021), Nadolski et al. (2021), van 

Ginkel et al. (2019), and Cavanagh et al. (2014). 

Voice volume refers to variations in the intensity or loudness of teachers’ speech during 

instruction (Moga-Recalde et al., 2021). This feature facilitates effective content delivery, 

captures students’ attention, enhances speech clarity, and improves intelligibility. 

Environmental factors can influence the control and adjustment of voice volume (Lombard 

effect), while inappropriate modulation may lead to vocal fatigue and reduced performance 

(Moga-Recalde et al., 2021). Related studies include Pérez-Torregrosa et al. (2022), 

Kleftodimos & Triantafillidou (2022), Ishino et al. (2022), Waluyo and Rofiah (2021), 

Gunderson et al. (2021), Nadolski et al. (2021), Tsang (2020), van Ginkel et al. (2019), and 

Murillo-Zamorano & Montanero (2018). 

Tone of voice refers to the melodic and affective qualities of speech (Kennedy, 2023). This 

skill enhances the attractiveness of delivery, sustains audience attention, facilitates the 

communication of complex concepts, and conveys teachers’ attitudes and emotions, thereby 

playing a crucial role in the learning process. However, factors such as environmental noise, 

sound reverberation, and individual–cultural differences may influence the clarity and 

interpretation of tone, making its assessment challenging (Moga-Recalde et al., 2021). 

Related studies include Pérez-Torregrosa et al. (2022), Kleftodimos & Triantafillidou 
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(2022), Ishino et al. (2022), Waluyo and Rofiah (2021), Tsang (2020), van Ginkel et al. 

(2019), and Chollet et al. (2015). 

Voice tremor control refers to teachers’ ability to manage vocal fluctuations caused by anxiety 

or tension during instruction (Chandren & Yaacob, 2016). This skill enhances speech clarity, 

sustains learners’ attention, improves message comprehension, and fosters a positive 

perception of teachers’ professionalism. Conversely, overlooking this factor as an indicator 

of performance anxiety may compromise the accuracy of oral presentation assessment 

(Chandren & Yaacob, 2016). 

 Identified components related to verbal skills in teachers’ oral presentations 

Pausing involves short or extended interruptions in speech to provide students with time for 

information processing and mental preparation (Salib, 2019). This skill enhances content 

recall, listener comprehension and engagement, focus, and emphasizes key points while 

reducing teacher vocal fatigue. Inappropriate or excessively long pauses can disrupt speech 

fluency, create misperceptions of teacher confidence, and complicate assessment (Lege, 

2012). Related studies include Konchiab & Munpanya (2021), Tsang (2020), Tanveer et al. 

(2015), Chollet et al. (2015), and Cavanagh et al. (2014). 

Clear word articulation refers to the ability to pronounce vocabulary clearly and intelligibly 

with minimal pronunciation errors (Konchiab & Munpanya, 2021). This skill enhances 

teacher confidence, improves comprehension, and prevents misunderstandings among 

students (Konchiab & Munpanya, 2021; Kerby & Romine, 2009). Accents and linguistic 

variations may complicate its assessment, and some evaluation tools focus more on vocal 

clarity than precise pronunciation (Derwing & Munro, 2009). Related studies include 

Kleftodimos & Triantafyllidou (2022), Konchiab & Munpanya (2021), Galván Sánchez et 

al. (2017), Cavanagh et al. (2014), and Batrinca et al. (2013). 

Grammatically accurate sentences involve the correct use of structures and rules to maintain 

semantic coherence and formal language. This skill reflects teacher mastery, message clarity, 

improved audience comprehension, and more precise concept delivery (Waluyo & Rofiah, 

2021; Chandren & Yaacob, 2016; Konchiab & Munpanya, 2021). Some limitations include 

the lack of independent assessment of grammatical errors, the need to differentiate between 

conversational and formal tone, and the consideration of linguistic and tonal differences in 

evaluation tools. Related studies include Konchiab & Munpanya (2021), Waluyo & Rofiah 

(2021), Thienpermpool (2021), Chandren & Yaacob (2016), and Ritchie (2016). 

Speaking rate refers to the number of words or sentences articulated per unit of time (So & 

Broom, 2013). An appropriate speech rate enhances comprehension, attention, and cognitive 

engagement while reducing cognitive fatigue (Konchiab & Munpanya, 2021; Cavanagh et 

al., 2014). Conversely, excessively slow or fast speech may lead to fatigue, confusion, or 

reduced understanding, highlighting the need for more precise measurement criteria. Related 

studies include Kleftodimos & Triantafyllidou (2022), Gunderson et al. (2021), Nadolski et 

al. (2021), Konchiab & Munpanya (2021), Tsang (2020), Murillo-Zamorano & Montanero 

(2018), Batrinca et al. (2013), Ritchie (2016), Tanveer et al. (2015), and Cavanagh et al. 

(2014). 

Verbal fillers are meaningless words or sounds used during hesitation, pausing, or recall 

(Tsang, 2020; Chollet et al., 2015). Attention to their use can make presentations smoother, 

enhance audience focus, and increase perceived professionalism, whereas excessive use may 

reduce speech coherence and credibility, highlighting the need for structured feedback 

(Chollet et al., 2015). Related studies include Tsang (2020), Chollet et al. (2015), and 

Tanveer et al. (2015) 

 Identified Components Related to Content Structure Skills in Teachers’ Oral 

Presentations 

Content organization refers to teachers’ ability to design and deliver instructional content that 

is coherent and aligned with students’ needs. This skill enhances student comprehension, 

retention, and attention, fosters positive audience evaluations of the teacher, improves 
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classroom management, and boosts learning motivation. However, insufficient teacher 

involvement in curriculum design, cultural differences, high content volume, and lack of 

content alignment can reduce instructional effectiveness. Related studies include Ochoa & 

Zhao (2024), Pérez-Torregrosa et al. (2022), Lee & Liu (2022), Saragih et al. (2022), 

Kleftodimos & Triantafillidou (2022), Gunderson et al. (2021), Thienpermpool (2021), 

Konchiab & Munpanya (2021), and van Ginkel et al. (2019). 

Content quality refers to the scientific accuracy, credibility, and logical coherence of 

information from reputable sources (Nadolski et al., 2021; Tsang, 2020). This skill enhances 

students’ understanding and long-term learning, strengthens teacher credibility, and 

improves classroom interaction (Nadolski et al., 2021). Deficiencies in scientific accuracy 

can lead to confusion, necessitating a revision of assessment criteria. Related studies include 

Pérez-Torregrosa et al. (2022), Lee & Liu (2022), van Ginkel et al. (2019), Suñol et al. 

(2016), and Kerby & Romine (2009). 

Comprehensible language for the audience refers to the use of vocabulary and linguistic 

structures appropriate to students’ age, cognitive level, and prior experience (Kherfane & 

Belferd, 2025; Sweller, 2023; Tsang, 2020). This skill promotes better understanding, 

increased active participation, reduced learning anxiety, and decreased cognitive load 

(Sweller et al., 2019). Unintentional use of technical or complex language can impede 

comprehension, making the teacher's attention to students’ knowledge level essential (Borg, 

2015). Related studies include Lee & Liu (2022), Kleftodimos & Triantafillidou (2022), 

Galván Sánchez et al. (2017), Cavanagh et al. (2014), and Greculescu et al. (2014). 

Use of an appropriate vocabulary range in classroom discussion refers to teachers’ ability 

to employ a diverse and purposeful set of terms relevant to the topic. This skill enhances the 

appeal of speech, concept comprehension, student participation, and instructional accuracy, 

provided it aligns with students’ knowledge level (Sweller, 2023). Inconsistent use of 

technical vocabulary can increase cognitive load and hinder learning (Sweller et al., 2019). 

Related studies include Konchiab & Munpanya (2021), Thienpermpool (2021), and 

Chandren & Yaacob (2016). 

Sufficient knowledge and understanding of the subject refers to teachers’ awareness, deep 

comprehension, and scientific mastery of the instructional content (Tsang, 2020). This skill 

fosters audience trust, facilitates a questioning environment, and enables the presentation of 

concepts through multiple approaches. Its effectiveness depends on the use of effective 

teaching methods, while barriers such as the gap between policy and practice, lack of 

specialized training, and the need to integrate content knowledge, pedagogy, and technology 

may limit its impact (Porter et al., 2024). Related studies include Ochoa & Zhao (2024), 

Gunderson et al. (2021), Konchiab & Munpanya (2021), Tsang (2020), Chandren & Yaacob 

(2016), and Ritchie (2016). 

 Identified Components Related to Presentation Management Skills in Teachers’ Oral 

Presentations 

Time management refers to the conscious planning and control of activity durations to enhance 

efficiency (Claessens et al., 2007). This skill promotes more coherent and purposeful 

instruction, increases opportunities for interaction and students’ cognitive organization, and 

impacts teachers’ psychological stress and job satisfaction (Heath & Shine, 2021). 

Limitations include some rubrics’ lack of attention to precise time allocation and the need 

for flexible assessment. Related studies include Pérez-Torregrosa et al. (2022), Tsang 

(2020), van Ginkel et al. (2019), Ritchie (2016), and Nagao et al. (2015). 

Effective use of visual aids refers to the purposeful employment of visual tools such as 

PowerPoint, images, charts, or videos to enhance verbal messages and facilitate learning 

(Kleftodimos & Triantafyllidou, 2022). This skill simultaneously engages multiple senses, 

improves audience comprehension and attention, reinforces concepts, and strengthens the 

verbal message (Kleftodimos & Triantafyllidou, 2022). Limitations include some rubrics 

focusing solely on the presence of tools rather than their quality and appropriateness, as well 
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as the negative impact of weak or irrelevant aids. Related studies include Ochoa & Zhao 

(2024), Lee & Liu (2022), Kleftodimos & Triantafyllidou (2022), Ishino et al. (2022), Pérez-

Torregrosa et al. (2022), Gunderson et al. (2021), and Konchiab & Munpanya (2021). 

Student questioning opportunities refer to the creation of a classroom environment that 

encourages students to ask questions (Chika, 2018). This skill increases active participation, 

strengthens critical and creative thinking, enhances problem-solving abilities, and fosters 

students’ motivation and sense of safety to express their ideas (Chika, 2018). Limitations 

include insufficient knowledge or fear of making mistakes, lack of a safe environment, 

unequal distribution of opportunities, and a weak questioning culture in some classrooms. 

Related studies include Tsang (2020), van Ginkel et al. (2019), Chandren & Yaacob (2016), 

Suñol et al. (2016), Cavanagh et al. (2014), and Greculescu et al. (2014). 

The ability to respond to student questions refers to teachers’ skill in providing accurate and 

supportive answers (Shanmugavelu et al., 2020). This ability enhances learning motivation, 

creates a safe environment, provides immediate feedback, and improves instructional quality 

(Shanmugavelu et al., 2020). Limitations include lack of subject-matter expertise, 

insufficient training, low self-efficacy, time constraints, test-oriented focus, and 

organizational and cultural challenges. Related studies include Ochoa & Zhao (2024), Pérez-

Torregrosa et al. (2022), Gunderson et al. (2021), Konchiab & Munpanya (2021), Suñol et 

al. (2016). 

 Identified Components Related to Teachers’ Personality and Behavioral Traits in Oral 

Presentations 

Presentation-related stress refers to teachers’ concern or fear of audience judgment (Chandren 

& Yaacob, 2016), which can reduce vocal quality, speech clarity, focus, and interaction, 

while disrupting speech rhythm and physical behaviors (Ryskaliyev et al., 2016). 

Considerations include the neglect of anxiety in assessment tools, limitations of biological 

and vocal measurement methods, and individual differences (Pittig et al., 2013). Related 

studies include Tsang (2020), van Ginkel et al. (2019), Chollet et al. (2015), Cavanagh et al. 

(2014), and Kothgassner et al. (2012). 

Humor in teaching refers to the purposeful use of verbal and nonverbal humor to enhance 

interaction and learning (Zhou & Lee, 2025). This component attracts attention, promotes 

active participation, reduces anxiety, improves relationships, facilitates information 

processing, and decreases cognitive load (Zhou & Lee, 2025; Peng, 2025). However, 

misinterpretation of humor, distraction, cultural differences, and the need for training in 

humor design are important considerations (Lei & Li, 2025; Huda, 2025). Related studies 

include Cavanagh et al. (2014) and Tsang (2020). 

Teacher self-confidence refers to the perceived emotional and physical assurance in 

interactions with students, which enhances instructional quality and classroom interactions 

(Akman, 2020). However, overconfidence or false confidence, neglecting contextual factors 

such as experience and organizational culture, and the difficulty of accurate measurement 

are important considerations (Moore & Healy, 2008). Related studies include Cavanagh et 

al. (2014), Tsang (2020), van Ginkel et al. (2019), Chollet et al. (2015), and Greculescu et 

al. (2014). 

Improvisation refers to teachers’ ability to respond creatively and spontaneously to unexpected 

situations, drawing on content knowledge and communication skills (Aadland et al., 2017; 

Mæland & Espeland, 2017). This skill promotes flexibility, transforms unforeseen situations 

into learning opportunities, increases participation and creativity, and fosters classroom 

trust. However, lack of knowledge or experience may result in unstructured delivery, and 

factors such as time pressure and curriculum constraints can hinder successful 

implementation. Combining coherent planning with improvisation is essential (Mæland & 

Espeland, 2017; Aadland et al., 2017). Related studies include Tsang (2020). 

Enthusiasm refers to a teacher’s sustained emotional state of enjoyment, motivation, and 

positive energy in teaching and interacting with students (Keller et al., 2014). Teacher 
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enthusiasm increases students’ interest and participation, enhances instructional quality, and 

reduces occupational burnout (Keller et al., 2014). However, its assessment is often 

superficial and based on observable indicators, and self-report methods may introduce bias; 

therefore, combining observation and self-report with a multidimensional approach is 

recommended (Moè et al., 2020). Related studies include Tsang (2020), Cavanagh et al. 

(2014), Greculescu et al. (2014), and Kerby & Romine (2009). 

 Identified Components Related to Audience Interaction Skills in Teachers’ Oral 

Presentations 

Capturing student attention refers to the educational strategies and techniques used to 

maintain students’ focus during instruction (Moè et al., 2020). This skill enhances 

interaction, learning, and enjoyment (Moè et al., 2020; Gumilar et al., 2023). Assessment of 

attention capture is sometimes limited to the beginning of the lesson and is not monitored 

throughout the presentation. Excessive efforts to capture attention may lead to teacher 

fatigue. The effectiveness of these strategies depends on students’ age, culture, and subject 

matter, and balanced use is essential (Gumilar et al., 2023; Moè et al., 2020). Related studies 

include Pérez-Torregrosa et al. (2022), Gunderson et al. (2021), Thienpermpool (2021), 

Murillo-Zamorano & Montanero (2018), and Greculescu et al. (2014). 

Understanding the target audience refers to teachers’ ability to identify students’ 

characteristics, needs, prior knowledge, and learning styles, and to respond appropriately 

(Butt et al., 2011). This skill enables effective selection of language and instructional 

methods, increases motivation, and enhances instructional quality. However, accurately 

understanding the audience requires analysis of individual differences, which can be 

challenging in large classes or with limited resources (Shernoff et al., 2016). Related studies 

include Kleftodimos & Triantafyllidou (2022) and Tsang (2020). 

Alignment of verbal and nonverbal communication refers to the coordination between 

teachers’ speech and nonverbal behaviors (Nadolski et al., 2021; Tsang, 2020). This 

alignment enhances comprehension, trust, and the quality of communication (Nadolski et 

al., 2021; Tsang, 2020). The main challenge lies in differentiating these dimensions in 

assessment tools and in the neglect of their integration. Related studies include Ishino et al. 

(2022), Nadolski et al. (2021), Gunderson et al. (2021), and Cavanagh et al. (2014). 

Effective audience interaction refers to teachers’ ability to establish two-way dialogue and 

respond to verbal and nonverbal feedback. This skill enhances participation, motivation, and 

active learning (Gumilar et al., 2023; Shernoff et al., 2016). Challenges include difficulties 

in interacting in large classes, the need to consider individual differences and cultural 

sensitivities, and potential negative consequences of unmindful use of learner-centered 

strategies (Gumilar et al., 2023; Shernoff et al., 2016). Related studies include Ishino et al. 

(2022), Kleftodimos & Triantafyllidou (2022), Pérez-Torregrosa et al. (2022), Konchiab & 

Munpanya (2021), Tsang (2020), and Suñol et al. (2016). 

The analysis revealed an uneven distribution of attention across domains. Verbal skills, vocal 

skills, and nonverbal behaviors were the most frequently represented domains in the 

reviewed studies. In contrast, personality and behavioral traits, audience interaction, and 

presentation management received substantially less attention. This pattern suggests that 

existing research has predominantly operationalized oral presentation competence through 

observable performance behaviors while underrepresenting affective and interactional 

dimensions. 

4.4. Conceptual framework derived from a qualitative synthesis of the literature 

The thematic synthesis of the reviewed studies resulted in a multidimensional conceptual 

framework of teachers’ oral presentation competence. The framework comprises eight 

interrelated domains and 32 components that collectively represent the cognitive, behavioral, 

and affective dimensions of effective oral presentation. Rather than operating as isolated 

skills, these components interact dynamically during instructional communication and 

jointly contribute to presentation effectiveness. The proposed framework provides a 
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comprehensive representation of teachers’ oral presentation competence and offers a 

foundation for future assessment, teacher education, and professional development 

initiatives (Figure 2). 

 
Figure 2. conceptual framework derived from a qualitative synthesis of the literature of Teachers’ Oral 

Presentation Competence 

The framework indicates that oral presentation competence cannot be reduced to verbal delivery 

alone. Rather, effective presentation emerges from the interaction of cognitive preparation, 

behavioral performance, audience engagement, emotional regulation, and presentation 

management. 

 

5. Discussion 

This study aimed to conceptualize teachers’ oral presentation competence through a qualitative 

systematic review and thematic synthesis of 88 peer-reviewed studies. By synthesizing 

evidence across diverse educational contexts, the study identified eight interrelated domains 

and 32 components that collectively define teachers’ oral presentation competence. The 

findings contribute to a more comprehensive conceptualization of the construct, extending 

beyond the predominantly behavior-oriented perspectives reported in previous research. 

 
5.1. Contribution and Novelty of the Study 

The primary contribution of this study lies in the development of an integrative conceptual 

framework derived from a qualitative synthesis of the literature that brings together 

cognitive, behavioral, affective, managerial, and interactional dimensions of teachers’ oral 

presentation competence. Unlike previous studies that focused on isolated presentation skills 

or individual assessment rubrics, the present review integrates fragmented evidence into a 

multidimensional conceptual framework comprising eight domains and 32 components of 

teachers’ oral presentation competence. While previous studies have often examined these 

dimensions separately or have prioritized readily observable behaviors such as voice quality, 

gestures, and eye contact, the present synthesis highlights the broader and more complex 

nature of oral presentation competence. In particular, the findings underscore the importance 

of dimensions that have received comparatively limited attention in prior research, including 

emotional regulation, improvisation, audience responsiveness, and instructional flow. 
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5.2. Implications for Assessment and Teacher Education 

The findings have important implications for assessment practices in teacher education. The 

dominance of verbal and nonverbal indicators in many existing assessment instruments 

suggests a relatively narrow operationalization of oral presentation competence, often 

overlooking the cognitive, affective, managerial, and interactional processes that underpin 

effective teaching. The framework proposed in this study provides a foundation for the 

development of more comprehensive assessment tools capable of capturing both observable 

performance indicators and less visible yet pedagogically significant dimensions of 

competence. 

The findings also suggest that oral presentation competence should be viewed as a 

developmental competence throughout teacher education rather than as a peripheral 

communication skill. Effective teacher preparation requires opportunities for deliberate 

practice, reflection, and feedback that support the integration of cognitive, behavioral, and 

affective dimensions of performance. Embedding these components within teacher 

education curricula may contribute to more authentic professional learning experiences and 

better prepare future teachers for the communicative demands of classroom teaching. 

 
5.3. Implications for Learning Spaces and Educational Technology 

Beyond assessment and teacher preparation, the findings provide insights into the role of oral 

presentation competence in shaping learning spaces. The review suggests that oral 

presentation competence is not merely an individual characteristic of teachers but also a 

factor that influences the communicative ecology of learning environments. Through voice, 

movement, eye contact, audience interaction, and emotional expression, teachers 

continuously organize attention, participation, and social engagement within educational 

settings. 

From this perspective, learning spaces are not neutral environments but are actively shaped 

through communicative practices. The manner in which teachers present content, manage 

interactions, and respond to learners can influence classroom climate, learner engagement, 

and opportunities for participation. The proposed framework therefore offers a useful lens 

for understanding how oral presentation competence contributes to the creation of inclusive, 

interactive, and pedagogically meaningful learning environments. 

The findings also have implications for educational technology. The framework may inform 

the development of technology-enhanced assessment and feedback systems, including 

video-based reflection environments, multimodal learning analytics, virtual teaching 

simulations, and AI-supported feedback tools. By providing a theoretically grounded 

representation of oral presentation competence, the framework may support the design of 

digital environments that facilitate both assessment and professional learning. 

 
5.4. Limitations and Directions for Future Research 

Several limitations should be acknowledged. First, the review was restricted to English-

language studies indexed in selected academic databases, which may have resulted in the 

exclusion of relevant research published in other languages or sources. Second, as a 

qualitative synthesis, the study focused on conceptual integration rather than on estimating 

the causal effects of individual components on teaching effectiveness or student outcomes. 

Furthermore, the frequency with which specific components appeared in the reviewed studies 

should not be interpreted as a direct indicator of their relative importance in practice. Some 

dimensions may be underrepresented in the literature despite playing a significant role in 

authentic teaching contexts. 

Future research should empirically validate the proposed framework across different 

educational levels, disciplines, and cultural contexts. Studies employing mixed-methods, 

experimental, and longitudinal designs may further examine the relationships among the 
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identified components and their contribution to teaching effectiveness. In addition, future 

work could support the development and validation of assessment instruments and 

technology-enhanced feedback systems based on the multidimensional framework proposed 

in this study. 

This review was limited to English-language peer-reviewed journal articles, doctoral 

dissertations, and master's theses. Conference proceedings, books, technical reports, and 

other forms of grey literature were excluded to ensure the inclusion of studies providing 

sufficient methodological detail and scientific rigor. However, this decision may have 

introduced publication bias by excluding relevant evidence reported outside the academic 

literature. Therefore, the findings should be interpreted in light of this limitation. 

Declaration of Competing Interest  

The authors declare that they have no known competing financial interests or personal 

relationships that could have appeared to influence the work reported in this paper. 

References 
Aadland, H., Espeland, M., & Arnesen, T. E. (2017). Towards a typology of improvisation as a 

professional teaching skill: Implications for pre-service teacher education programmes. Cogent 

Education, 4(1), 1295835. https://doi.org/10.1080/2331186X.2017.1295835 

Aghdasi, S., Kiamanesh, A., Mahdavi Hazaveh, M., & Safarkhani, M. (2013). Teacher–student 

interaction in successful and unsuccessful schools' classrooms: A case study of elementary schools 

participating in PIRLS 2006 and TIMSS 2007. Journal of Education, 119, 93–120. [In Persian] 

Akman, Y. (2020). The role of classroom management on confidence in teachers and educational stress. 

International Journal of Contemporary Educational Research, 7(1), 335-345 

https://doi.org/10.33200/ijcer.687109 

Bänziger, T., Patel, S., & Scherer, K. R. (2014). The role of perceived voice and speech characteristics 

in vocal emotion communication. Journal of Nonverbal Behavior, 38(1), 31-52. 

https://doi.org/10.1007/s10919-013-0165-x 

Batrinca, L., Stratou, G., Shapiro, A., Morency, L.-P., & Scherer, S. (2013). Cicero: Towards a 

multimodal virtual audience platform for public speaking training. In Y. Nakano, M. Neff, A. Paiva, 

& M. Walker (Eds.), Intelligent Virtual Agents (pp. 116–128). https://doi.org/10.1007/978-3-642-

40415-3_10 

Bezemer, J., & Kress, G. (2016). Multimodality, learning and communication: A social semiotic frame. 

Routledge. https://doi.org/10.4324/9781315687537 

Borg, S. (2015). Teacher cognition and language education. Bloomsbury Academic. 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in 

Psychology, 3(2), 77–101. 

Braun, V., & Clarke, V. (2021). Thematic analysis: A practical guide. Sage. 

Butt, M. N., Sharif, M. M., Muhammad, N., Fanoos, A., & Ayesha, U. (2011). Eye contact as an efficient 

non-verbal teaching technique: A survey of teachers' opinions. European Journal of Social Sciences, 

19 (1), 41–45. 

Cavanagh, M., Bower, M., Moloney, R., & Sweller, N. (2014). The effect over time of a video-based 

reflection system on preservice teachers' oral presentations. Australian Journal of Teacher 

Education, 39 (6), 1-16. https://doi.org/10.14221/ajte.2014v39n6.3 

Chandren, S., & Yaacob, A. (2016). Action research on enhancing accounting students' oral presentation 

skill. In A. M. Othman (Ed.), European Proceedings of Social and Behavioural Sciences (pp. 321–

325). Future Academy. https://doi.org/10.15405/epsbs.2016.08.28. 

Chica, M. (2018). Encouraging questions in classrooms: Strategies for participation. Journal of 

Education and Practice, 9 (12), 45–53. 

Chollet, M., Wörtwein, T., Morency, L. P., Shapiro, A., & Scherer, S. (2015, September). Exploring 

feedback strategies to improve public speaking: An interactive virtual audience framework. In 

Proceedings of the 2015 ACM International Joint Conference on Pervasive and Ubiquitous 

Computing (pp. 1143-1154). https://doi.org/10.1145/2750858.2806060 

Claessens, B. J. C., van Eerde, W., Rutte, C. G., & Roe, R. A. (2007). A review of the time management 

literature. Personnel Review, 36(2), 255-276. https://doi.org/10.1108/00483480710726136 

https://doi.org/10.1080/2331186X.2017.1295835
https://doi.org/10.1080/2331186X.2017.1295835
https://doi.org/10.33200/ijcer.687109
https://doi.org/10.1007/s10919-013-0165-x
https://doi.org/10.1007/978-3-642-40415-3_10
https://doi.org/10.1007/978-3-642-40415-3_10
https://doi.org/10.1007/978-3-642-40415-3_10
https://doi.org/10.4324/9781315687537
https://doi.org/10.4324/9781315687537
https://doi.org/10.14221/ajte.2014v39n6.3
https://doi.org/10.14221/ajte.2014v39n6.3
https://doi.org/10.15405/epsbs.2016.08.28
https://doi.org/10.1145/2750858.2806060
https://doi.org/10.1145/2750858.2806060
https://doi.org/10.1108/00483480710726136


Maleki et al. / Conceptualizing Teachers’ Oral Presentation Competence 

97 

Dashteh, A., Nourian, M., & Samiei Zafarghandi, M. (2021). Exploring teachers’ experiences regarding 

barriers and challenges in learning mathematics. Education Strategies in Medical Sciences. 14(6), 

175–185. [In Persian]. 

De Grez, L. (2009). Optimizing the instructional environment to learn presentation skills (Doctoral 

dissertation, Ghent University). 

Derwing, T. M., & Munro, M. J. (2009). The foundations of accent and intelligibility in pronunciation 

research. Language Teaching, 42(4), 479-490. https://doi.org/10.1017/S026144480800551X 

Ferrer-Pardo, V. R., Jiménez-Pérez, I., Gil-Calvo, M., Pérez-Soriano, P., & Priego-Quesada, J. I. (2022). 

Relationship between students' perception of a rubric for oral presentations and their academic 

characteristics. Education Sciences, 12 (11), 765. https://doi.org/10.3390/educsci12110765 

Galván-Sánchez, I., Verano-Tacoronte, D., González-Betancor, S. M., Fernández-Monroy, M., & 

Bolívar-Cruz, A. (2017). Assessing oral presentation skills in electrical engineering: Developing a 

valid and reliable rubric. International Journal of Electrical Engineering Education, 54 (1), 17-34. 

https://doi.org/10.1177/0020720916659501 

Gomez, A. (2019). Oral proficiency assessment of pre-service teachers of a public University in the 

Philippines. The ASTR Research Journal, 1 (1).  

Greculescu, A., Todorescu, L. L., Popescu-Mitroi, M. M., & Fekete, A. C. (2014). Oral communication 

competence and higher technical engineering. Procedia - Social and Behavioral Sciences, 128, 169-

174. https://doi.org/10.1016/j.sbspro.2014.03.138 

Gumilar, B. S., Anisa, N., Faturahman, H., & Nanda, D. A. (2023). Student Teachers' Strategies to 

Obtain Students' Attention During Teaching Practice. Journal of English Language Teaching, 4 (2),  

72-78. https://doi.org/10.24256/foster-jelt.v4i2.136 

Gunderson, J. E., MacDonald, L. J., & Gunderson, W. A. (2021). Integrating rubric-based metacognitive 

reflection to improve scientific research presentations. Journal of Chemical Education, 98(7), 2272-

2278. https://doi.org/10.1021/acs.jchemed.0c01470 

Heath, S., & Shine, B. (2021). Teaching techniques to facilitate time management in remote and online 

teaching. Journal of Teaching and Learning with Technology, 10(Special Issue), 1-12. 

https://doi.org/10.14434/jotlt.v10i1.31370 

Helminen, T. M., Kaasinen, S. M., & Hietanen, J. K. (2011). Eye contact and arousal: The effects of 

stimulus duration. Biological Psychology, 88 (1), 124-130. 

https://doi.org/10.1016/j.biopsycho.2011.07.002 

Huda, V. T. (2025). Indonesian teachers’ senses of humor in teaching EFL classes: Students’ 

perceptions in Jombang, East Java (Doctoral dissertation, Universitas Muhammadiyah Malang). 

Ishino, T., Goto, M., & Kashihara, A. (2022). Robot lecture for enhancing presentation in lecture. 

Research and Practice in Technology Enhanced Learning, 17 (1), 1-22. 

https://doi.org/10.1186/s41039-021-00176-6 

Jaca, C. A. L., & Javines, F. B. (2020). Oral communication needs of pre-service teachers in practice 

teaching. Randwick International of Education and Linguistics Journal, 1(1), 67–73. 

https://doi.org/10.47175/rielsj.v1i1.31 

Jakonen, T. (2020). Professional embodiment: Walking, re-engagement of desk interactions, and 

provision of instruction during classroom rounds. Applied Linguistics, 41(2), 161-184. 

https://doi.org/10.1093/applin/amy034 

Keller, M. M., Goetz, T., Becker, E. S., Morger, V., & Hensley, L. (2014). Feeling and showing: A new 

conceptualization of dispositional teacher enthusiasm and its relation to students' interest. Learning 

and Instruction, 33, 29-38. https://doi.org/10.1016/j.learninstruc.2014.03.001 

Kennedy, L. M. (2023). Here ghost nothing: A novice teacher's letter to the ghosts that haunt them. 

Teaching and Teacher Education, 133, 104259. https://doi.org/10.1016/j.tate.2023.104259 

Kerby, D., & Romine, J. (2009). Develop oral presentation skills through accounting curriculum design 

and course-embedded assessment. Journal of Education for Business, 85 (3), 172-179. 

https://doi.org/10.1080/08832320903252389 

Kherfane, N. E. H., & Belferd, L. (2025). Cognitive load theory and textbook design: An analysis of 

design problems in the Algerian third-grade English textbook. Journal of Language and Education, 

10(1), 610–623. https://doi.org/10.37167/1677-010-001-041 

Kleftodimos, A., & Triantafillidou, A. (2022). The use of the video platform FlipGrid for practicing 

science oral communication. TechTrends, 1-21. https://doi.org/10.1007/s11528-022-00801-1 

https://doi.org/10.1017/S026144480800551X
https://doi.org/10.3390/educsci12110765
https://doi.org/10.1177/0020720916659501
https://doi.org/10.1016/j.sbspro.2014.03.138
https://doi.org/10.24256/foster-jelt.v4i2.136
https://doi.org/10.1021/acs.jchemed.0c01470
https://doi.org/10.14434/jotlt.v10i1.31370
https://doi.org/10.1016/j.biopsycho.2011.07.002
https://doi.org/10.1186/s41039-021-00176-6
https://doi.org/10.47175/rielsj.v1i1.31
https://doi.org/10.1093/applin/amy034
https://doi.org/10.1016/j.learninstruc.2014.03.001
https://doi.org/10.1016/j.tate.2023.104259
https://doi.org/10.1080/08832320903252389
https://doi.org/10.37167/1677-010-001-041
https://doi.org/10.1007/s11528-022-00801-1


International Journal of Learning Spaces Studies, 2025. 3(4): 81-100 

98 

Konchiab, S., & Munpanya, P. (2021). Investigating Thai EFL undergraduates' oral presentation 

performances and experiences, using teacher and student self-assessments. THAITESOL Journal, 

34 (1), 96–117. 

Kothgassner, O. D., Felnhofer, A., Beutl, L., Hlavacs, H., Lehenbauer, M., & Stetina, B. (2012, 

September). A virtual training tool for giving talks. In International Conference on Entertainment 

Computing (pp. 53-66). Springer, Berlin, Heidelberg. https://doi.org/10.1007/978-3-642-33542-6_5 

Kress, G. (2010). Multimodality: A social semiotic approach to contemporary communication. 

Routledge. 

Küçük, T. (2023). The power of body language in education: A study of teachers' perceptions. 

International Journal of Social Sciences & Educational Studies, 10 (3), 275-289. 

https://doi.org/10.23918/ijsses.v10i3p275 

Lee, Y. J. J., & Liu, Y. T. (2022). Promoting oral presentation skills through drama-based tasks with an 

authentic audience: A longitudinal study. The Asia-Pacific Education Researcher, 31 (3), 253-267. 

https://doi.org/10.1007/s40299-021-00557-x 

Lege, R. F. (2012). The effect of pause duration on intelligibility of non-native spontaneous oral 

discourse (Master’s thesis, Brigham Young University, Provo, UT). 

Lei, A. Y., & Li, H. (2025). Humor in the classroom: An introvert’s perspective and implementation. 

Journal of Accounting and Finance, 25(1), 10–23. https://doi.org/10.33423/jaf.v25i1.7508 

Lopez, L. D., Reschke, P. J., Knothe, J. M., & Walle, E. A. (2017). Postural communication of emotion: 

Perception of distinct poses of five discrete emotions. Frontiers in Psychology, 8, 710. 

https://doi.org/10.3389/fpsyg.2017.00710 

Mæland, K., & Espeland, M. (2017). Teachers' conceptions of improvisation in teaching: Inherent 

human quality or a professional teaching skill? Education Inquiry, 8 (3), 192-208. 

https://doi.org/10.1080/20004508.2017.1293314 

McHugh, M. L. (2012). Interrater reliability: The kappa statistic. Biochemia Medica, 22(3), 276–282. 

Moè, A., Frenzel, A. C., Au, L., & Taxer, J. L. (2020). Displayed enthusiasm attracts attention and 

improves recall. British Journal of Educational Psychology, 90 (4), 911-927. 

https://doi.org/10.1111/bjep.12338 

Moga-Recalde, J., Palau, R., & Márquez, M. (2021). How classroom acoustics influence students and 

teachers: A systematic literature review. Journal of Technology and Science Education, 11(2), 245-

259. https://doi.org/10.3926/jotse.1098 

Mohammadzadeh, R. (2017). Classroom management: Psychological principles and applications. In 

Proceedings of the Conference on Modern Research in Iran and the World in Psychology, 

Educational Sciences, Law, and Social Sciences. [In Persian] 

Moore, D. A., & Healy, P. J. (2008). The trouble with overconfidence. Psychological Review, 115(2), 

502-517. https://doi.org/10.1037/0033-295X.115.2.502 

Murillo-Zamorano, L. R., & Montanero, M. (2018). Oral presentations in higher education: A 

comparison of the impact of peer and teacher feedback. Assessment & Evaluation in Higher 

Education, 43 (1), 138-150. https://doi.org/10.1080/02602938.2017.1303032 

Nadolski, R. J., Hummel, H. G., Rusman, E., & Ackermans, K. (2021). Rubric formats for the formative 

assessment of oral presentation skills acquisition in secondary education. Educational Technology 

Research and Development, 69 (5), 2663-2682. https://doi.org/10.1007/s11423-021-10030-7 

Nagao, K., Tehrani, M. P., & Fajardo, J. T. B. (2015). Tools and evaluation methods for discussion and 

presentation skills training. Smart Learning Environments, 2(1), 1–22. 

https://doi.org/10.1186/s40561-015-0011-1 

Ochoa, X., & Zhao, H. (2024). OpenOPAF: An open-source multimodal system for automated feedback 

for oral presentations. Journal of Learning Analytics, 11 (3), 224-248. 

https://doi.org/10.18608/jla.2024.8411 

Peng, C. (2025). The power of humor: Its impact on cognitive load and affective filtering in EFL 

learning. International Educational Research, 8 (2), 15. https://doi.org/10.30560/ier.v8n2p15 

Pérez-Torregrosa, A. B., Gallego-Arrufat, M. J., & Cebrián-de-la-Serna, M. (2022). Digital rubric-based 

assessment of oral presentation competence with technological resources for preservice teachers. 

Estudios sobre Educación, 43, 177-198. https://doi.org/10.15581/004.43.009 

Pittig, A., Arch, J. J., Lam, C. W. R., & Craske, M. G. (2013). Heart rate and heart rate variability in 

panic, social anxiety, obsessive-compulsive, and generalized anxiety disorders at baseline and in 

response to relaxation and hyperventilation. International Journal of Psychophysiology, 87, 19-27. 

https://doi.org/10.1016/j.ijpsycho.2012.10.012 

https://doi.org/10.1007/978-3-642-33542-6_5
https://doi.org/10.23918/ijsses.v10i3p275
https://doi.org/10.1007/s40299-021-00557-x
https://doi.org/10.33423/jaf.v25i1.7508
https://doi.org/10.3389/fpsyg.2017.00710
https://doi.org/10.1080/20004508.2017.1293314
https://doi.org/10.1111/bjep.12338
https://doi.org/10.3926/jotse.1098
https://doi.org/10.1037/0033-295X.115.2.502
https://doi.org/10.1080/02602938.2017.1303032
https://doi.org/10.1007/s11423-021-10030-7
https://doi.org/10.1186/s40561-015-0011-1
https://doi.org/10.18608/jla.2024.8411
https://doi.org/10.30560/ier.v8n2p15
https://doi.org/10.30560/ier.v8n2p15
https://doi.org/10.15581/004.43.009
https://doi.org/10.1016/j.ijpsycho.2012.10.012


Maleki et al. / Conceptualizing Teachers’ Oral Presentation Competence 

99 

Porter, S. B., Odegard, T. N., Farris, E. A., & Oslund, E. L. (2024). Effects of teacher knowledge of 

early reading on students' gains in reading foundational skills and comprehension. Reading and 

Writing, 37, 2007-2023. https://doi.org/10.1007/s11145-023-10448-w 

Ranjbar, M. (2015). Teachers’ educational and managerial competencies and skills in the cultural, 

social, and economic development of students. In Proceedings of the Second International 

Conference on Research in Science and Technology, Turkey. [In Persian]. 

Ritchie, S. M. (2016). Self-assessment of video-recorded presentations: Does it improve skills?. Active 

Learning in Higher Education, 17 (3), 207-221. https://doi.org/10.1177/1469787416654807 

Ryskaliyev, A., Askaruly, S., & James, A. P. (2016, September). Speech signal analysis for the 

estimation of heart rates under different emotional states. In 2016 International Conference on 

Advances in Computing, Communications and Informatics (ICACCI) (pp. 1160-1165). IEEE. 

https://doi.org/10.1109/ICACCI.2016.7732201 

Salib, F. A. (2019). Teaching by pause technique in the classroom. Dirasat: Human and Social Sciences, 

46(2, Suppl. 2), 817-822. https://doi.org/10.35516/0103-046-988-058 

Saragih, W., Saragih, N. A., Siregar, R. A., & Natalia, C. H. (2022). Investigating EFL teachers' 

perception on task-based language teaching for speaking skills. Teaching English Language, 16 (1), 

203–234. 

Shanmugavelu, G., Ariffin, K., Vadivelu, M., Mahayudin, Z., & Sundaram, M. A. R. (2020). 

Questioning Techniques and Teachers' Role in the Classroom. Shanlax International Journal of 

Education, 8(4), 45-49. https://doi.org/10.34293/education.v8i4.3260 

Shernoff, D. J., Kelly, S., Tonks, S. M., Anderson, B., Cavanagh, R. F., Sinha, S., & Abdi, B. (2016). 

Student engagement as a function of environmental complexity in high school classrooms. Learning 

and Instruction, 43, 52-60. https://doi.org/10.1016/j.learninstruc.2015.12.003 

So, A. W.-Y., & Broom, C. (2013). Speech rate and pausing in the L2 classroom: Effects on listening 

comprehension and speaking fluency. TESOL Quarterly, 47(4), 677-700. 

https://doi.org/10.1002/tesq.73 

Stemler, S. (2000). An overview of content analysis. Practical assessment, research, and evaluation, 

7(1). 

Suñol, J. J., Arbat, G., Pujol, J., Feliu, L., Fraguell, R. M., & Planas-Lladó, A. (2016). Peer and self-

assessment applied to oral presentations from a multidisciplinary perspective. Assessment & 

Evaluation in Higher Education, 41 (4), 622-637. https://doi.org/10.1080/02602938.2015.1037720 

Sweller, J. (2023). The development of cognitive load theory: Replication crises and incorporation of 

other theories can lead to theory expansion. Educational Psychology Review, 35(4), 95. 

https://doi.org/10.1007/s10648-023-09817-2 

Sweller, J., Van Merriënboer, J. J., & Paas, F. (2019). Cognitive architecture and instructional design: 

20 years later. Educational psychology review, 31(2), 261-292. https://doi.org/10.1007/s10648-019-

09465-5 

Tanveer, M. I., Lin, E., & Hoque, M. (2015, March). Rhema: A real-time, in-situ intelligent interface to 

help people with public speaking. In Proceedings of the 20th International Conference on Intelligent 

User Interfaces (pp. 286-295). https://doi.org/10.1145/2678025.2701386 

Thienpermpool, P. (2021). Teachers' practice and perceptions of self-assessment and peer assessment 

of presentation skills. English Language Teaching, 14 (12), 183-188. 

https://doi.org/10.5539/elt.v14n12p183 

Tsang, A. (2020). Enhancing learners' awareness of oral presentation (delivery) skills in the context of 

self-regulated learning. Active Learning in Higher Education, 21 (1), 39-50. 

https://doi.org/10.1177/1469787417731214 

Vaghoor Kashani, M., Hajihosseinnejad, G., Mousapour, N., & Ebrahimzadeh, E. (2019). Strategies for 

enhancing teachers’ professional competencies and determining their effectiveness. Research in 

Curriculum Planning, 16(2), 55–76. [In Persian] 

van Ginkel, S., Gulikers, J., Biemans, H., Noroozi, O., Roozen, M., Bos, T., ... & Mulder, M. (2019). 

Fostering oral presentation competence through a virtual reality-based task for delivering feedback. 

Computers & Education, 134, 78-97. https://doi.org/10.1016/j.compedu.2019.02.006 

Waluyo, B., & Rofiah, N. L. (2021). Developing students' English oral presentation skills: Do self-

confidence, teacher feedback, and English proficiency matter?. MEXTESOL Journal, 45 (3), Article 

n3. https://doi.org/10.61871/mj.v45n3-14 

https://doi.org/10.1007/s11145-023-10448-w
https://doi.org/10.1177/1469787416654807
https://doi.org/10.1109/ICACCI.2016.7732201
https://doi.org/10.35516/0103-046-988-058
https://doi.org/10.34293/education.v8i4.3260
https://doi.org/10.1016/j.learninstruc.2015.12.003
https://doi.org/10.1002/tesq.73
https://doi.org/10.1080/02602938.2015.1037720
https://doi.org/10.1007/s10648-023-09817-2
https://doi.org/10.1007/s10648-019-09465-5
https://doi.org/10.1007/s10648-019-09465-5
https://doi.org/10.1145/2678025.2701386
https://doi.org/10.5539/elt.v14n12p183
https://doi.org/10.1177/1469787417731214
https://doi.org/10.1016/j.compedu.2019.02.006
https://doi.org/10.61871/mj.v45n3-14


International Journal of Learning Spaces Studies, 2025. 3(4): 81-100 

100 

Zhou, W., & Lee, J. C. (2025). Teaching and learning with instructional humor: A review of five decades 

of research and further directions. Frontiers in Psychology, 16, Article 1445362. 

https://doi.org/10.3389/fpsyg.2025.1445362 

https://doi.org/10.3389/fpsyg.2025.1445362

