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Part 2

A systematic review of formative 
assessment in language learning

2.1.	 Introduction

A Systematic Review (SR) is “the art and science of identifying, selecting, 
and [synthesising] primary research studies to provide a comprehensive and 
trustworthy picture of the topic being studied” (Oakley, 2012, cited in Crompton, 
Burke, & Gregory, 2017, p. 5). According to Crompton, Burke, and Lin (2019), 
an SR “can uncover new trends and additional findings” (p. 5). In the case of 
Formative Assessment (FA) research, scholars aggregate findings to gain a better 
understanding of how FA is supporting Language Learning (LL) (Bachelor & 
Bachelor, 2016; Graham, Harris, & Hebert, 2011; Jian & Luo, 2014; Saoud, 
2016; Widiastuti & Saukah, 2017; Wolf, Shore, & Blood, 2014).

With more and more frequent use of FA in LL, and as stated by Crompton et al. 
(2017), “it is critical to maintain an updated synthesised collection of research 
so that the scholarly community can remain current in their understanding of 
[FA] and its impact on student learning. Furthermore, it is of [great importance] 
that researchers continue to add to this growing base of scholarly knowledge 
by investigating unexamined or under-examined questions surrounding [FA 
in LL]” (p. 1), such as the type of publications in the researched period of 
time, the research purposes and types, the research designs, methods, and data 
collection tools and expected outcomes of these studies; the languages, the 
types of participants, and the education levels (primary, secondary, tertiary) in 
the publications studied; the types of FA applications used in LL in the research 
studied; the focus of the LL; the learning theories and teaching methods 
supporting the FA LL researched; and the major geographic distribution in the 
studies of FA in LL. 

https://crossmark.crossref.org/dialog/?doi=10.14705/rpnet.2022.60.1421&domain=pdf&date_stamp=2022-11-21
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Based on this rationale, and on the fact that there is a gap in the area of SR in 
FA in LL since the beginning of FA in LL, the purpose of this SR is to deliver 
the scholarly community with a current sum of evidence and a synthesis of 
FA in LL research conducted in the period of 20 years (2000-2020). It aims 
to offer an analysis of the specific LL FA practices by answering specific 
research questions and suggesting further research in the area. In order to have 
an overview of the main characteristics of the studies involving FA in LL from 
2000 to 2020, this SR was guided by the below tentative research questions.

•	 What were the major publication types, research purposes, research 
design types, methods, data collection tools, and outcomes?

•	 What were the languages, participant types, and educational levels 
involved in the studies?

•	 Which types of FA applications were used in LL research studies?

•	 Which was the LL focus formatively assessed?

•	 What learning theories and language teaching methods were used to 
support FA in LL?

•	 What was the geographic distribution of LL FA studies?

These tentative research questions framed eight features that were identified for 
analysis as it was conducted in other SRs and used as predetermined codes for 
the qualitative analysis (Crompton et al., 2019; Spolaôr & Benitti, 2017). These 
main categories/codes were the following.

•	 Publication type: the types of publications were classified as scientific 
peer‑reviewed: journal articles, conference proceedings papers, short 
papers, book chapters, books, handbooks, doctoral or master theses, 
or reports. 
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•	 Research type: the research type aimed to identify the main research 
designs, methodologies (e.g. qualitative, quantitative, mixed; case 
study, action research, etc.), and data collection tools that were applied 
in FA in LL studies.

•	 Research purpose and outcomes: this category aimed to identify the 
main purpose and outcomes of the publications reviewed.

•	 The language(s) studied, participant types and educational level: 
another category aimed to identify, establish, and record (1) the 
languages explored in research in FA in LL; (2) the types of participants 
(students, teachers, or both) in the research under examination; and (3) 
the level of educational studies (primary, secondary, and tertiary) FA 
in LL research was carried out for, and the potential research gaps in 
specific educational levels.

•	 FA types: this category aimed to investigate and record the most 
commonly used types of FA applied in LL.

•	 Language focus: this classification aimed to bring light into the LL 
focus of the FA in LL research carried out.

•	 Learning theories and language teaching methods: this category aimed 
to record the learning theories supporting the use of FA in LL.

•	 Geographic distribution of the use of FA in LL studies: ​​this categorisation 
aimed to provide a chart of the countries where the studies took place 
and demonstrate the activity on FA in LL at country level worldwide.

2.2.	 Methodology

This book focused on the years 2000 (Rea-Dickins & Gardner, 2000: first 
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publication referring to FA in LL) to 2020. Searches included scientific reviewed 
publications written in English and published between 2000 and 2020.

2.2.1.	 How the literature search was conducted

This SR is informed by methodology procedures followed in other SR (e.g. 
Crompton et al., 2019; Poole & Clarke-Midura, 2020; Spolaôr & Benitti, 
2017). The SR follows a qualitative research method in order to summarise 
the studies conducted on the subject. During the search, particular sections of 
the publications were looked at in order to inform the selection process. These 
sections were looked at in the following order: titles, abstract, table of contents, 
whole text. If the title was relevant to the topic, the abstract was looked at, and 
then the rest of the aspects. If one of the aspects was irrelevant, the publication 
was not considered for this review.

An initial search was conducted in electronic databases. The following table 
presents the electronic databases and electronic resources that were used for the 
purpose of this research.

Table  2.1.	Databases used in SRs

Bibliographic databases Database URL

EBSCOhost http://web.a.ebscohost.com
ERIC https://eric.ed.gov/

ResearchGate https://www.researchgate.net/
Google Scholar https://scholar.google.com/

The study selection consisted of applying search strings from the above 
bibliographical databases described (Table 2.1). The search included strings 
such as below.

•	 (Formative Assessment) AND (Second Language Teaching) OR 
(Second Language Learning)

http://web.a.ebscohost.com/
https://eric.ed.gov/
https://www.researchgate.net/
https://scholar.google.com/
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•	 (Classroom Assessment) AND (Second Language Teaching) OR 
(Second Language Learning)

•	 (Alternative Assessment) AND (Second Language Teaching) OR 
(Second Language Learning)

•	 (Portfolio Assessment) AND (Second Language Teaching) OR (Second 
Language Learning)

2.2.2.	 Inclusion/exclusion criteria

After a close study of SR inclusion/exclusion criteria (Meline, 2006; Piper, 2013; 
Saldaña, 2015; The University of Melbourne, 2021), a number of criteria were 
specified to select studies for inclusion in the review. The following 12 criteria 
were used to determine which types of publications to include in the review:

•	 the publication was published between 2000-2020;

•	 the publication was peer-reviewed (journal articles, conference 
proceedings papers, short papers, book chapters, books, handbooks, 
Doctoral or Master theses, research reports);

•	 the publisher or type of publication (journal, book, etc.) where the 
research was found is distinguished and reviewed by professionals in 
the field;

•	 the publication included at least two of the search terms;

•	 the publication matched the predetermined characteristics used in other 
SR and served the purposes of this SR;

•	 author(s) had credibility with institutional affiliation, educational 
background, past writing experience as it relates to research, or text 
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written in the author’s area of expertise, and the author has been cited in 
other sources or bibliographies;

•	 the publication reported the application of FA in LL;

•	 the information is verified in another source or the author gives evidence 
to their findings;

•	 the publication presented FA in LL in a primary, secondary, or tertiary 
context;

•	 the publication presented a quantitative or a qualitative or a mixed 
research approach to researching FA in LL;

•	 the publication was well written; and

•	 the publication contributed to the aim of this book, which is to give an 
overview of the activity in L2 FA in the last 20 years.

Seven criteria for exclusion of articles were also identified:

•	 the publication was not published between 2000-2020;

•	 the publication did not match the predetermined characteristics, and 
emerging code used in other SRs, and did not serve the purposes of 
this SR;

•	 the publication was hosted in web pages that are not freely accessed and 
only abstracts were accessed;

•	 the publication is composed of only one page (abstract papers), posters, 
scientific events programmes, and tutorial slides;
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•	 the publication duplicated other publications by the same author 
(similar title, abstract, results, or text). In such a case, only one was 
included in this review;

•	 the publication’s writing style did not meet academic expectations; and

•	 the publication was written in a language other than English.

As mentioned earlier, studies considered for inclusion within the SR were first 
identified from titles and abstracts generated from one of two sources: electronic 
databases, and other electronic resources. The study search was applied for 
work published between 2000-2020 using the electronic databases presented 
in Table 2.1. As a result, a total number of 16,475 research publications were 
identified. The number was considerably decreased to 104 after applying the 
inclusion/exclusion criteria. Τable 2.2 presents the number of publications that 
were found in each electronic database before and after applying the inclusion/
exclusion criteria.

Table  2.2.	Number of papers before and after the inclusion/exclusion 
criteria

Database Frequency
 Initial Search After the inclusion/exclusion criteria
EBSCOhost 151 11
ERIC 351 19
Google Scholar 15,721 57
Research Gate 252 16

Most of the publications were found via Google Scholar (57.44%) and ERIC 
(16.49%) databases. The exclusion criteria significantly decreased the number 
of documents that were related to the use of FA in LL.

An initial search in databases resulted in 16,475 papers. The first exclusion 
criterion eliminated 5,828 publications, as they were not published in the 
chronological period 2000-2020; 10,647 publications remained. With the second 



Part 2 

36

criterion, 4,375 were removed since they dealt with FA generically and were not 
related to the use of FA in LL. The third exclusion criterion eliminated 2,861 
publications since they were not freely accessed and only abstracts could be 
accessed by the researcher. The remaining 3,590 studies were further evaluated 
to ensure that they fulfilled the other inclusion/exclusion criteria. Another 1,305 
studies were also removed according to the fourth exclusion criterion, since 
they were composed only of one page. The fifth exclusion criterion eliminated 
another 1,409 publications since they were duplicated. Moreover, according to 
the sixth criterion, 593 publications were removed since they were written in 
languages other than English. The search process is presented in Figure 2.1.

Figure 2.1.	The search strategy and review process
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The 104 papers that were included in the SR and AB met all the inclusion 
criteria.

2.2.3.	 Coding

Once the selection of the publications was completed with the use of the set 
of inclusion/exclusion criteria, and a specific number of publications was 
determined, methodology procedures used in SRs were explored in order to 
analyse the data. As SRs mainly follow a qualitative research method, a study 
of coding procedures was carried out to decide on the ones that would best suit 
this SR. According to Creswell (2009, p. 187), there are three approaches to 
coding:

•	 developing codes only on the basis of the emerging information 
collected from participants;

•	 using predetermined codes and then fitting the data to them; or

•	 using some combination of predetermined and emerging code.

The combination of the predetermined and emerging code approach was followed 
to collect and analyse the data. A deductive coding or a concept-driven approach 
with code themes was first applied. These code themes were predefined by the 
researchers based on the inclusion and exclusion criteria (Medelyan, 2020). 
During the coding procedure, however, other interesting themes emerged. These 
were also recorded and analysed.

Data were analysed by following a coding process, which is a procedure of 
analysing qualitative inquiries; it is a way of mapping or tagging data that are 
related to a particular research question (Elliott, 2018; Saldaña, 2015). Qualitative 
data were then graphed in various ways, e.g. using figures (Qualitative Variables, 
2009). Such figures are used in order to identify percentages of the themes 
identified.
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2.2.4.	 Analysis framework

The coding enabled the researchers to obtain concrete data, in order to better 
synthesise and interpret the results. The data examination and analysis also 
helped in refining and improving the original research questions. Moreover, it 
enabled the researchers to evaluate and compare the data and come to some new 
suggestions and recommendations for future research (Saldaña, 2015).

2.3.	 Results

One hundred and four (104) publications were screened, assessed for eligibility 
by the three SR authors, and included in this review. This process was carried 
out from 2019 to February 2022. The analysis of the data helped finalise the 
formation of the research questions. Some substantial considerations and 
conclusions about the implementation of FA in LL were noted, based on the 
research questions and the data analysis. The following is a description of the 
results.

2.3.1.	 Major types of publications, research purposes, 
research types, methods, data collection tools, 
and outcomes identified in the studies 
involving FA in LL

2.3.1.1.	 Type of publications

The following figure presents the types of publications for FA in LL from 2000 
to 2020 included in the SR (Figure 2.2).

The majority of publications were research articles with a percentage of 80%, 
followed by book chapters with 3%, Master dissertations with 3%, conference 
papers with 3%, reports with 3%, short papers with 3%, books with 2%, Doctoral 
dissertations with 2%, and symposium papers with 1%.
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Figure 2.2.	Types of publications in FA in LL practices

2.3.1.2.	 Research purposes

A large number of research studies up to 97% aimed to investigate or collect 
data about the use of FA in learning and teaching a L2. The rest included 
literature reviews or other publications. More specifically, 35% of them aimed 
to display the important role of providing feedback to students which is the 
core characteristic of FA (Bachelor & Bachelor, 2016; Bahati, Tedre, Fors, & 
Evode, 2016; Burner, 2016; Chen, May, Klenowski, & Kettle, 2014; Fakeye, 
2016; Levy & Gertler, 2015; Titova, 2015; Tsagari & Michaeloudes, 2013). 
Also, 24% of the studies sought to identify if PA for FA purposes is considered 
effective for L2 learning and teaching (Burner, 2014, 2016; Cummins & 
Davesne, 2009; Little, 2002; Papadima-Sophocleous, 2017; Phung, 2016; 
Rezaee, Alavi, & Shabani, 2013). Furthermore, 14% of studies investigated the 
different types of assessment practices of L2 instructors in different countries 
(Leung & Rea-Dickins, 2007); 10% of the publications discussed that, 
although there is interest globally in FA in LL and is applied in many cases, 
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there was still a dominance of test-driven formal assessment environments in 
many countries and that these caused stress and anxiety to students (Leung 
& Rea-Dickins, 2007; Rea-Dickins, 2004; Tsagari, 2004). Additionally, a 
significant number of 7% of publications aimed to identify if students were 
trained in FA practices. Furthermore, 10% revealed that researchers, on the 
one hand, seek to discover if the integration of digital tools enables teachers 
to introduce better FA practices, and on the other hand, if students accept and 
better understand the importance of FA through digital applications.

2.3.1.3.	 Research types

Research types were identified by taking into consideration the research designs 
reported in the sources examined. They have been recorded and coded as 
mentioned in the publications. The major research type, as indicated from the 
data analysis, is ‘study’ with a percentage of 42%, either mentioned as a study 
or comparative study, case study, or pilot study. For that reason, the authors have 
investigated the research methodologies and research tools that were mentioned 
in the publications in-depth so as to collect more information about the type of 
study. However, the only information for the research type or design that was 
mentioned was the word ‘study’. The percentage of research papers mentioned 
only as a study is about 22%, followed by a case study with 8.25%, a comparative 
study with a percentage of 6.25%, and a pilot study with a percentage of 5.5%. 
This also happened with the use of the word ‘research’. Twenty per cent (20%) 
were described as only ‘research’ with no further indication as to what type 
of research it was in each case, ‘survey’ was represented with a percentage of 
12.4%, ‘action research’ with a percentage of 8.8%, ‘literature review’ with a 
percentage of 7%, ‘exploratory analysis’ with a percentage of 2.7%, ‘experiment 
project’ with 2%, ‘review’ with 3.2%, and ‘systematic review’ with 1.9%. 
The main characteristic of the types of sources investigated that used study 
research design (either as a case study or comparative study or pilot study) were 
interviews and observations to identify the impact of language FA integrations 
into their classes. Overall, eight different research types were reported. Table 2.3 
presents the major research types that were applied in FA in LL publications, as 
reported in the publications.
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Table  2.3.	Major research designs that were used for FA in LL practices

Study 42%
Research 20%
Survey 12.4%
Action Research 8.8%
Literature Review 7%
Review 3.2%
Exploratory Analysis 2.7%
Experiment Project 2%
Systematic Review 1.9%

This data analysis revealed that the majority of research publications did not 
clearly state their type of research: 42% of the publications did not clearly 
indicate what type of study/research the publication was. Twenty-two per cent 
of publications were mentioned as just study and 20% as just research. The rest 
of them clearly stated what type of research they were (‘survey’ 12.4%, ‘action 
research’ 8.8%, ‘literature review’ 7%, ‘review’ 3.2%, ‘exploratory analysis’ 
2.7%, ‘experiment project’ 2%, and ‘systematic review’ 1.9%).

2.3.1.4.	 Research methods and data collection tools

The dominant research method that was applied by researchers FA in LL, 
as extracted from the data, is the qualitative method with a percentage of 
39.4%, followed by the quantitative method with a percentage of 32.4%, and 
the mixed method with 28.2%. Moreover, it seems that the most common 
research tool that was applied by researchers was interviews with a percentage 
of 29%, followed by questionnaires with 24%, observations with 20%, pre-
post tests with 17%, video-audio recordings with 6%, transcripts of students’ 
work with 4%.

2.3.1.5.	 Research outcomes

The outcomes of the research publications examined included the impact of FA 
application to both teachers and students.
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A total of 95% publications reported a positive impact of FA in LL practices 
on students’ motivation and progress. A low 3.7% did not mention any impact 
of FA in LL practices on students or teachers. Moreover, it has been stated that 
the positive impact of FA on students may increase cooperative learning by 
integrating peer assessment (Hansson, 2015).

Another theme that emerged from the qualitative data analysis in some research 
papers was that of reduction of students’ anxiety (Bayat, Jamshidipour, & 
Hashemi, 2017; Ketabi & Ketabi, 2014; Tang, 2016). It has been noted that FA 
practices and multimedia tools can reduce students’ anxiety and improve oral 
performance (Tang, 2016). Also, in Bayat et al. (2017) it was concluded that 
formative quizzes can also reduce students’ anxiety and improve their listening 
skills.

In 19% of the publications, it was stated that teachers had a positive attitude 
towards using FA in their practice. Some studies focused on specific FA aspects 
which had a negative effect, for example, in some cases it has been argued 
that portfolios used for FA purposes are time-consuming for students (Guadu 
& Boersma, 2018). They have been considered time-consuming as well for 
teachers to provide feedback, especially in classes with a big number of students 
(Tsagari, 2004).

Furthermore, a number of studies have highlighted the fact that the educational 
system was still largely based on formal traditional testing assessment and there 
were fewer cases where alternative types of assessment were implemented 
(Rezaee et al., 2013). Additionally, in other studies, it has been argued that 
language teachers still preferred using summative based testing assessment tasks 
due to the belief that SA provides them with a clearer picture of their students’ 
performances (Tsagari, 2016).

In addition, some other publications have indicated that there are some significant 
considerations regarding the lack of teachers’ knowledge and training in LAL 
(Crusan et al., 2016; Lam, 2015; Tsagari & Michaeloudes, 2013; Tsagari et al., 
2018). Numerous studies have concluded that pre-service and in-service L2 
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teachers need specific training in LAL in implementing FA practices and their 
level in LAL was low (Crusan et al., 2016; Lam, 2015; Tsagari & Michaeloudes, 
2013).

2.3.2.	 Languages, types of participants, and educational 
levels in the publications studied, involving FA in LL

2.3.2.1.	 Languages

Figure 2.3 indicates that the dominant language in LL FA research, which was 
conducted in English, was for EFL/ESL. This was reflected in 84% of the 
research publications. Then, it was followed by research for EAL with 6%, for 
Spanish with 3%, French with 3%, Italian with 3%, and Sign Language as an 
L2 with 1%.

Figure 2.3.	Languages in FA in LL applications

2.3.2.2.	 Types of participants

Another theme that emerged from the data was the type and number of 
participants who took part in the various research projects. It is clear from the 
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information presented in Figure 2.4 that the majority of the studies were carried 
out with participants as students, with a percentage of 45%; then as teachers, with 
a percentage of 37%, followed by both teachers and students with a percentage 
of 18%.

Figure 2.4.	Participants in LL FA research implementations

2.3.2.3.	 Types of educational levels

Figure 2.5 clearly indicates that the majority of research for FA practices has 
been carried out at the tertiary level with 62%, at the secondary level with 18%, 
and at primary level with 20%. 

Figure 2.5.	Language FA practices at different educational levels
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The data reveal that tertiary settings were the most frequent. Therefore, it is 
evident that college and university students and teachers as participants 
experienced the most language FA practices compared to primary and secondary 
education students and teachers.

2.3.2.4.	 Types of FA applications in LL studies

The information in Figure 2.6 displays the types of activities used as FAs in LL 
that were reported in the investigated publications. 

Figure 2.6.	Types of FAs used in LL

The most frequently reported was the provision of feedback with 40%. Feedback 
was reported in papers as ‘corrective feedback’, ‘online feedback’, ‘peer 
feedback’, ‘diagnostic feedback’, ‘audio feedback’ and ‘criterion feedback’. The 
portfolio was next in frequency with 16%, followed by self-assessment with 10%, 
then peer assessment with 10%, reflections with 1.5%, quizzes with 3%, online 
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quizzes (Socrative, Kahoot, Edmodo, Padlet, Storify, Quizlet) with 3%, rubrics 
with 3.5%, teachers’ observations with 5%, tutorials with 2%, discussions with 
1.5%, digital tools (iPods and iPads) with 1%, role-play with 1%, and reward 
play money systems with 1%. It is worth mentioning that technology-enhanced 
activities are gaining ground in LL FA (Cummins & Davesne, 2009; Levy & 
Gertler, 2015; Pinto-Llorente, Sánchez-Gómez, García-Peñalvo, & Martín, 
2016; Saglam, 2018).

The information collected from the qualitative analysis of the data about FA 
types in LL also indicates the significant role of digital tools in LL FA practices; 
25.65% of the FA types involved digital tools or applications that were used 
by teachers. These included online quizzes (Socrative, Kahoot, Edmodo, 
Padlet, Storify, Quizlet) with 5.5%, online portfolios with 7%, and digital 
tools (iPods and iPads) with 0.9%. Moreover, online feedback was used by 
either the teacher or by a peer (12.25%). Also, it is stated that learners benefit 
from receiving computer formative feedback and their speaking and writing 
skills improve (Levy & Gertler, 2015). Learners are benefitted from the instant 
feedback and the positive environment that digital tools offer. The game-based 
characteristic of these digital tools can enhance their language skills according 
to the findings from the publications examined (Cummins & Davesne, 2009; 
Levy & Gertler, 2015; Pinto-Llorente et al., 2016; Saglam, 2018).

2.3.2.5.	 FA LL focus

Language teaching, learning, and assessment have a long history since 
ancient times. The focus depended on the reasons people learned a language. 
According to Howatt and Smith’s (2014) synoptic overview, modern language 
teaching in Europe included the following periods: the Classical Period (1750-
1880), which focused on emulating the teaching of classical languages (based 
on the model of teaching Latin and Greek), and was associated with grammar-
translation and classical methods of teaching; the Reform Period (1880-
1920), which focused on teaching the spoken language and was associated 
with various reform methods such as the natural method, the berlitz methods 
and the direct method; the Scientific Period (1920-1970), which focused on a 
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scientific basis for teaching and was associated with teaching methods such 
as the oral method, the multiple line of approach, the situational approach, 
the oral approach and the audiolingual method; the Communicative Period 
(1970-2000+), which aimed to teach for ‘real-life’ communication and was 
associated with communicative language teaching and task-based language 
teaching methods. One can notice through the study of these periods, that 
the focus changed direction from the traditional language teaching coverage 
of specific language skills such as reading, speaking, listening, and writing 
and language aspects such as grammar and vocabulary to a more integrative 
way of dealing with all these for ‘real life’ communication. One of the aims 
of this review was to identify the focus of the research conducted in the area 
of FA in LL in the period 2000-2020, in other words, to find out whether it 
followed this trend. Figure 2.7 displays the percentages of the focus of these 
publications.

Figure 2.7.	Language focus of FA in LL 

According to the data shown in Figure 2.7, most FA in LL research publications 
were carried out for writing skills with 52%. Oral communication skills come 
second with 19%, then listening skills with 16%, and reading with 13%.
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According to the publications examined, most of the research on FA for writing 
skills was implemented in an academic writing environment (65%) and 35% 
at the secondary educational level. The most common tool that was used 
for writing skills for FA purposes was the portfolio as it was considered as 
alternative evidence of students’ writing performance (Burner, 2014; Cummins 
& Davesne, 2009; Lam, 2015; Little, 2002; Papadima-Sophocleous, 2017; 
Phung, 2016; Rezaee et al., 2013). Other tools that were used to assess writing 
skills formatively were blogs, peer- and self-feedback, AWE tools, and journals.

For speaking communication skills, 60% of the research has been carried out at 
the tertiary level; 25% in primary educational settings, and 15% in secondary 
educational settings.

For listening skills, 55% of the studies have been carried out in tertiary settings, 
25% in secondary settings, and 20% in primary settings. The most frequent 
tools used to formatively assess listening were iPods, iPads, online quizzes, and 
portfolios.

According to the publications examined, most of the research on FA for reading 
skills was carried out at the tertiary level as well (68%) followed by 32% at 
the secondary educational level. Some of the tools used to formatively assess 
reading skills were ELFA and portfolios.

2.3.2.6.	 Language aspects

Most publications on FA in LL treated either language skills or other aspects 
(72%). Vocabulary was mentioned in 8% of the studies and grammar in 4%. 
Many publications mentioned the role of gamified quizzes for the acquisition 
of L2 vocabulary and grammar and the increase of students’ performance with 
a percentage of 15.6% (Pinto-Llorente et al., 2016). The significant role of 
feedback in the acquisition of vocabulary was also highlighted (Titova, 2015). It 
is worth mentioning that in some educational systems, more emphasis is put on 
assessing grammar and vocabulary than on language skills (Tsagari, 2016). Some 
particular software like Grammarly and Turnitin Quickmark were recorded as 
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tools that provide opportunities for electronic feedback in grammar, vocabulary, 
and pronunciation (Williamson & Sadera, 2016).

2.3.2.7.	 Other aspects: gender, student anxiety reduction

Another aspect that has been noted during the data analysis was that participants 
in almost all of the studies presented so far were both male and female, with the 
exception of only one case, where participants were only females (Chen et al., 
2013).

Another theme that emerged from the qualitative data analysis in some research 
papers was that of reduction of students’ anxiety (Bayat et al., 2017; Ketabi & 
Ketabi, 2014; Tang, 2016). Researchers noted that FA practices and multimedia 
tools used reduce students’ anxiety and improve oral performance (Tang, 
2016). Also, Chen et al. (2013) have argued that participants from an urban and 
regional university in China shared the same understanding of FA, in addition 
to differences which are related to their sociocultural conditions, beliefs on 
teachers’ and students’ roles, and expectations in English. 

2.3.3.	 Learning theories and teaching methods 
used to support FA in LL

LL, teaching, and assessment are based on some teaching approach or method, 
which is based on some learning theory. Very often, in our teacher training 
programmes, we noticed that language practitioners tend to base their teaching 
more on practice and are often not clear of the learning theory and teaching 
methods their teaching is based on. For this reason, the publications were also 
reviewed to explore this aspect in the research carried out on FA in LL. The 
data analysis revealed that only a small number of studies (4.8%) mentioned 
the learning theories, learning approaches and learning methods that support 
the concept of the use of FA in teaching and learning (Chen & Zhang, 2017; 
Davison, 2019; Kuo, 2015; Little, 2002; Poehner & Lantolf, 2005). The dominant 
learning theory, as found in 2% of the publications, that supports FA practices 
in L2 environments is Vygotsky’s sociocultural theory of learning. According to 
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Vygotsky, learning occurs as a result of interaction with others where alternative 
types of assessment are suggested (Poehner & Lantolf, 2005). Moreover, 
another important language theory mentioned is the constructivism theory of 
learning, where students have an active involvement in their learning and in their 
own assessment with a percentage of 1.5% (Buyukkarci, 2010). Additionally, 
a process-oriented approach was mentioned in one paper. According to this 
approach, the learner practices writing skills for authentic purposes and the 
whole procedure includes pre-writing, writing, revising, editing and sharing 
(Kuo, 2015).

2.3.4.	 Major geographic distributions 
in studies involving FA in LL

This SR also investigated the geographic distribution of research in the use 
of FA in LL practices. The aim of this was to establish the current research 
practices in FA in LL and identify possible needs and themes that may need to 
be further researched in the future. Location is related to where research was 
conducted. If the publication was not related to a research paper, the location of 
the researcher’s affiliation was recorded as ‘location’.

The SR reveals that studies took place in all continents except Antarctica. It was 
found that the continent with the highest percentage was Asia with a percentage 
of 40%, followed by Europe with 25%, America (South and North) with 22%, 
Oceania with 10%, and Africa with 3%. The data showed that Asia is the most 
active continent, with China and Iran presenting 19% of the total amount of 
publications (Figure 2.8).

Within these continents, a total number of 39 countries were represented. From 
Figure 2.9, it is evident that the US has the highest percentage (18%) of studies 
in the use of FA in LL, followed by China with 10%, Iran with 9%, Turkey with 
8%, Australia with 8%, Norway with 5%, the UK with 5%, Canada with 4%, 
Taiwan with 3.5%, Cyprus with 3%, Malaysia with 3%, Japan, Canada, New 
Zealand with 2% each, and South Korea, Spain, Greece, Indonesia, Thailand, 
Colombia, Ethiopia, Chile, Israel, Italy, Nigeria, Netherlands, and Russia with 
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1% each. The significance of these findings is elaborated further on in the 
discussion section.

Figure 2.8.	Geographic distribution of FA in LL in continents

Figure 2.9.	Geographic distribution of the use of FA in LL in countries
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The findings of this SR reveal a global interest in the use of FA in LL, and the 
distribution of this interest (Figure 2.8 and Figure 2.9).

2.4.	 Discussion

The combination of predetermined and emerging code approaches used for the 
collection of the data (Creswell, 2009) was also used for the qualitative analysis 
and discussion of the results. The analysis and discussion evolved around the 
research questions and the eight features that were identified (Crompton et al., 
2019; Spolaôr & Benitti, 2017), as well as the emerged themes.

The SR of these 104 publications and the method used brought to light the 
following insights related to research in FA in LL during the specific period 
under review.

2.4.1.	 The increasing interest in the use 
of FA in LL in recent years

The data analysis revealed that FA is gaining ground in LL research in recent 
years. Figure 2.10 illustrates the number of publications per year.

According to the literature, during the first attempts of FA application in LL, 
between 2000 to 2011, there was somewhat low activity in the area. This is not 
surprising as stakeholders need some time to get used to new concepts such as 
FA, and engage in its application and research. During the next half of the period 
examined, the data reveal a growing interest, with the years 2016 and 2017 
recording contributing the largest number of publications to the literature. This 
can be attributed to the increase in the holders’ understanding of current learning 
theories, language teaching methods, and deriving assessment development and 
applications.

The availability of digital tools in LL may have also offered additional 
opportunities, for example, digital tools can contribute to giving instant feedback, 
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and online FA tools can improve students’ language skills (Pinto-Llorente et al., 
2016; Williamson & Sadera, 2016). The implementation of technology enables 
teachers to collect data during lessons from students’ performances and helps 
them to assess their progress on a continuous basis (Joyce, 2018; Levy & Gertler, 
2015; Pinto-Llorente et al., 2016; Williamson & Sadera, 2016).

Figure 2.10.	Number of publications in each year the use of FA practices in LL

2.4.2.	 Types of publications

The findings revealed that from 2000 to 2020, the types of publications that 
were published were mostly articles (80%). This reveals the interest in research 
in this area and the urge of researchers to inform and share such research with 
the FA in LL research community and other stakeholders in recognised scientific 
publications. The rest (books, book chapters, reviewed conference papers, 
doctoral and Master dissertations to short papers and reports) were less than 5%. 
The number of publications in the form of scientific and reviewed books and 
book chapters indicate that researchers may need to be encouraged to engage 
more in such activity in this form. Μore research by postgraduate students at 
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MA and PhD level is also recorded to be needed (Buyukkarci, 2010; Kuo, 2015; 
Meissner, 2018; Radford, 2014; Saoud, 2016; Vågen, 2017). This book may 
prove to be useful to those interested in the different types of publications, their 
value and characteristics, and work as a guide as to what form of research has 
been conducted and what needs to be further researched.

2.4.3.	 Research purposes

The examination of the data regarding the purposes of the research publications 
revealed that these evolved around the following topics: (1) the importance of 
the role of providing feedback to students (Bachelor & Bachelor, 2016; Bahati 
et al., 2016; Burner, 2016; Chen et al., 2014; Fakeye, 2016; Levy & Gertler, 
2015; Titova, 2015; Tsagari & Michaeloudes, 2013), (2) the identification of the 
effectiveness of PA for L2 learning and teaching (Burner, 2014, 2016; Crusan 
et al., 2016; Cummins & Davesne, 2009; Little, 2002; Papadima-Sophocleous, 
2017; Phung, 2016; Radford, 2014; Rezaee et al., 2013), (3) the identification 
of the different types of assessment practices in different countries (Leung & 
Rea-Dickins, 2007), (4) the fact that 10% of the publications discussed that 
there was still a dominance of test-driven formal assessment environments, (5) 
the extent of test-driven formal assessment environments in many countries 
and their cause of stress and anxiety to students even though FA applications 
are being used (Crusan et al., 2016; Leung & Rea-Dickins, 2007; Phung, 
2016; Radford, 2014; Rea-Dickins, 2004; Tsagari, 2004), (6) the identification 
of student training in FA in LL practices, (7) the identification of the role of 
technologies in the introduction of better FA practices by the teachers, and (8) 
the acceptance and better understanding from students of the importance of 
FA through digital applications. Although the data analysis made a number 
of FA in LL research purposes known, it also revealed that there are a lot 
of FA in LL research purposes that need further examination or have not yet 
been examined, areas such as a clearer definition of formative assessment, a 
clearer understanding of formative and summative assessments and the way 
some assessments are used differently for formative or summative assessment 
purposes, the distance between FA in LL policies, and their actual application 
during the learning process, etc. 
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2.4.4.	 Research types

A close look at the types of research identified in the 104 publications reviewed 
confirms that the majority tends not to clearly state the types of study/research 
the publications are based on. For example, where in some cases it is clearly 
stated that it is a case study or a pilot study, in many others it is referred to 
only with the word ‘study’. This may suggest that the authors may not think 
it is important to mention what type their research is, or they may not be clear 
on their research type. The results can also suggest that this phenomenon has 
not been much researched. The lack of such reference in earlier research is 
indicative. This could be a focus of future studies.

2.4.5.	 Research methods and data collection tools 

The qualitative method was most practised with a percentage of 39.4%, (Bahati et 
al., 2016; Guadu & Boersma, 2018; Haines, Meima, & Faber, 2013; Lam, 2015; 
Rezaee et al., 2013; Saliu Abdulahi, 2017; Vågen, 2017; Widiastuti, Mukminatien, 
Prayogo, & Irawati, 2020), followed by the quantitative method with a percentage 
of 32.4% (Caruso, Gadd Colombi, & Tebbit, 2017; Pinto-Llorente et al., 2016; 
Seyyedrezaie, Ghansoli, Shahriari, & Fatemi, 2016), and the mixed method with 
a percentage of 28.2% (Chen & Zhang, 2017; Cotter & Hinkelman, 2019; Guadu 
& Boersma, 2018; Naghdipour, 2017; Tang, 2016; ​​Tsagari & Michaeloudes, 
2013; Yarahmadzehi & Goodarzi, 2020). Some common research outcomes 
emerged from the qualitative data analysis of the types of sources examined. 
These findings established that all three methods were nearly equally used. 
Furthermore, the types of research methods used in these publications reflect a 
balanced application of all three. It seems that collecting data through qualitative 
research tools was preferable to many researchers. However, the great number 
of papers with a mixed method approach, where researchers combine qualitative 
and quantitative data cannot be ignored, as their outcomes are considered more 
valid and offer a deeper and clearer understanding of the findings (McKim, 2017). 

The examination of data collection tools also recorded the use of a variety 
ranging from interviews, questionnaires, observations, pre- and post-tests, video-
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audio recordings, and transcripts of students’ work. The findings also revealed a 
widespread use of these tools by many researchers. Future research may focus 
on the quality of the use of these research methods and tools.

2.4.6.	 Research outcomes

The outcomes of the research publications under examination affirmed mostly 
a positive impact of FA in LL (Bayat et al., 2017; Caruso et al., 2017; Chen & 
Zhang, 2017; Fakeye, 2016; Naghdipour, 2017). This is a good finding as it 
may encourage teachers reluctant to integrate FA in their teaching to do so. The 
majority of the studies also suggested that the integration of FA for learning an 
L2/FL may increase students’ motivation, and as a result improve of their LL 
(Alzaid & Alkarzae, 2019; Ammar, 2020; Vassiliou & Papadima-Sophocleous, 
2019). It may also enable teachers to collect more data and information about 
their students’ progress, and use it to improve the learning process (Huang, 2016; 
Little, 2002; Smith & Davis, 2014).

In the publications examined, the use of assessment activities for FA purposes 
such as peer assessment creates a more comforting feeling to students towards 
LL. It makes them feel more comfortable through cooperative learning, and it 
reduces their anxiety (Bayat et al., 2017; Buyukkarci, 2010; Tang, 2016; Zhao, 
2014). Some publications also mentioned the improvement of their listening 
skills (Bayat et al., 2017; Caruso et al., 2017; Cummins & Davesne, 2009; Pinto-
Llorente et al., 2016).

The use of technologies was mentioned as a factor supporting all of the above 
(Alam, 2019; Buyukkarci, 2010; Caruso et al., 2017; Karagianni, 2012; Phung, 
2016; Tsagari, 2004). This reinforces the student-centred focus of current learning 
theories and LL approaches which aim to involve students in their language 
acquisition (Chen & Zhang, 2017; Davison, 2019; Papadima-Sophocleous, 
2017). Moreover, two other common findings were the effective provision 
of feedback and the increase of students’ motivation and performances in the 
target language (Burner, 2016; Chen et al., 2014). It has been highlighted by 
researchers that FA environments can reduce students’ anxiety and make them 
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feel more comfortable using the target language. According to the publications, 
the focus of the teachers has been on various aspects such as specific assessments 
and tools used for FA purposes, time considerations in giving feedback, the 
tendency in some countries for SA practices/preferences, and the lack and need 
of teacher training in the use of FA in LL. These findings support earlier findings 
by researchers (Chen et al., 2014; Crusan, Plakans, & Gebril, 2016; Cummins 
& Davesne, 2009; Kuo, 2015; Vassiliou & Papadima-Sophocleous, 2019; Zhao, 
2014). They also indicate the importance of further research in these areas.

The outcomes of the reviewed research also highlighted the lack of teachers’ 
knowledge and training in the application of FA practices, thus reinforcing earlier 
research on these topics (Crusan et al., 2016; Lam, 2015; Tsagari & Michaeloudes, 
2013; Tsagari et al., 2018) and the need for clearer understanding of the relation 
and or distinction between FA and SA (Leung & Rea-Dickins, 2007).

2.4.7.	 Languages

Another feature investigated was which languages were represented in research 
carried out in English in the area of the use of FA in LL (Alam, 2019; Alharbi 
& Meccawy, 2020; Burner, 2016; Chen & Zhang, 2017; Cotter & Hinkelman, 
2019; Joyce, 2018; Levy & Gertler, 2015; Tang, 2016; Vågen, 2017). The results 
indicated that the dominant language was English as an FL, L2, or EAL, followed 
by Spanish (Bachelor & Bachelor, 2016; Carreira, 2012; Radford, 2014). One 
could expect that, in mainly English publications, this is expected. However, in 
other research written in English and focusing on other aspects related to LL and 
assessment (testing), languages other than English are more researched. More 
research is needed in FA in the teaching of other languages beyond English and 
Spanish. A review of research written in other languages would also enrich our 
knowledge in the area in further domains as well.

2.4.8.	 Types of participants

In the 104 publications reviewed in this book, the results indicated a balanced 
distribution of research in these three different categories of participants: (1) 
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students (Alam, 2019; Cotter & Hinkelman, 2019; Joyce, 2018; Ranalli, Link, 
& Chukharev-Hudilainen, 2017), (2) teachers and students (Burner, 2016; Kuo, 
2015), and (3) teachers (Guadu & Boersma, 2018; Papadima-Sophocleous, 2017; 
Wang, 2017). This established that the publications reviewed considered and 
included all classroom shareholders in their research. As most research recorded 
was mainly conducted at tertiary education level, future research may bring 
interesting information to light regarding participants from the other education 
levels, namely primary and secondary. Future research may also explore other 
aspects related to FA in LL and participants, such as preferences, similarities, 
and differences in preferences, etc.

2.4.9.	 Types of educational levels

It is obvious from the data collected that the dominant educational setting where 
language FA applications were carried out was that of higher education (Alam, 
2019; Guadu & Boersma, 2018; Joyce, 2018; Kızıl & Yumru, 2019; Lam, 2015; 
Naghdipour, 2017; Papadima-Sophocleous, 2017; Seyyedrezaie et al., 2016; 
Wang, 2017; Williamson & Sadera, 2016). It is clear that college and university 
students and teachers had the opportunity to experience more language FA 
practices than teachers and students in other educational levels, namely primary 
and secondary. Consequently, it is suggested that more research should be carried 
out to investigate the reasons for the focus of language FA studies at the tertiary 
level and to encourage researchers, practitioners, and teachers to include more 
language FA practices in primary and secondary settings. Findings from tertiary 
environments could also be made known or shared with primary and secondary 
educators. Training in FA in LL could also be offered to primary and secondary 
educators.

2.4.10.	Types of FA applications in LL studies

The data revealed that a variety of types of activities and tools such as feedback, 
portfolio, online quizzes, rubrics, teacher observations, peer-work, tutorials 
and questioning, discussions, and digital voice recordings were already used 
in L2 learning for FA purposes (Alam, 2019; Bayat et al., 2017; Carreira, 2012; 
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Karagianni, 2012; Lam, 2018; Pinto-Llorente et al., 2016). However, since 
theories of learning, L2 teaching methodologies and technologies constantly 
develop, more and continuous research is required in the future in under-
researched areas and in areas where no research has been carried out so far. A 
deeper discussion is also needed for the relation of these with the actual nature 
of FA, as very often they are automatically assumed as FA.

2.4.11.	LL focus formatively assessed

To determine the LL focus of the publications under review when analysing 
the results, the development of this focus and the current trend were identified. 
Throughout the history of modern language teaching in Europe, the focus of 
language teaching, learning and assessment depended on the reasons people 
learned languages and changed through the years (Howatt & Smith, 2014). The 
findings revealed that the reviewed publications mostly focused on the FA of 
languages skills and specific aspects such as grammar and vocabulary, based 
on the traditional language teaching approaches; it did not follow the change 
of direction which focuses on learning a language to be able to participate in 
‘real-life’ communication, and as a consequence assess formatively ‘real-life’ 
communication activities. It is important to also notice that most of this research 
focused on writing (Alam, 2019; Kızıl & Yumru, 2019; Tavakoli et al., 2018) 
followed by much less research on speaking (Black & Jones, 2006; Colby-Kelly 
& Turner, 2007; Cummins & Davesne, 2009; Tuttle & Tuttle, 2013), listening 
(Bayat et al., 2017; Caruso et al., 2017), reading (Ponce, Mayer, Figueroa, & 
López, 2018), and other aspects such as vocabulary (Pinto-Llorente et al., 2016; 
Ponce et al., 2018; Titova, 2015) and grammar (Gan & Leung, 2020; Karagianni, 
2012; Titova, 2015).

It would be useful to conduct further research to establish the reason for this 
preference to writing skills and the reasons why other language skills like reading, 
speaking, and listening, and other aspects such as grammar and vocabulary have 
not been yet explored in a great extent. Research should also be carried in the 
future by researchers to reveal the potentials of FA tools in other aspects and in 
a more integrative way, reflecting the ‘real-life’ communication situations which 
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constitute the expected outcome of language education in recent years. ‘Real-
life’ communication FA practices have not yet been investigated to a satisfactory 
extent. Another interesting finding was that technology was discussed in many 
publications which dealt with the acquisition of L2 vocabulary and grammar. 
Further research would also shed light on the use of technologies in FA LL in 
other aspects such as FA applications for real-life communication.

2.4.12.	Learning theories, teaching, and learning 
approaches and methods in LL FA

The results revealed that only a small number of studies (4.8%) ​​mentioned 
learning theories, LL, and teaching approaches and methods underpinning 
the language FA practices they investigated (Chen & Zhang, 2017; Davison, 
2019; Kuo, 2015; Little, 2002; Poehner & Lantolf, 2005). This may suggest 
that specific learning theories, LL, and teaching approaches are implied; it may 
also suggest that they are not clear to the researchers or they may not feel it is 
necessary to mention them in their research reports. This lack could be because 
of other reasons that could be of interest to be identified and discussed. It is 
suggested that these aspects should be further explored.

2.4.13.	Geographic distribution of studies

The study of this aspect unveiled that although research in the practice of 
FA in LL is carried out globally (in all continents except Antarctica, and in 
39 countries), this is not sufficient and extensive compared to the research in 
SA. However, when it comes to countries, the results indicate that much more 
research is required globally, in the countries where research already occurs but 
also in other countries around the world, where such research has not started 
yet, and establish the reasons why this is not occurring in both cases. It may be 
either because of their educational systems or because of lack of availability of 
research funding, it could be because of other reasons that need to be identified 
and discussed. For example, although the US comes first in research in the area, 
the percentage of research conducted (22%) is still low; therefore, more research 
is required in language FA in the US, compared to that conducted for SA. The 
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same goes for all the countries where research in language FA is carried out, as 
such research is even less than that in the US.

More research should also be carried out to investigate why in countries in 
Asia, and in specific countries, the rate of interest in language FA practices is 
higher than in other countries in, for example, Northern America, and Europe. 
This could be identified by exploring language assessment practices in these 
countries. According to Chen, Kettle, Klenowski, and May (2013) and Jian and 
Luo (2014), China’s educational system, for example, is based on SA. Added 
to that, according to Jian and Luo (2014), teachers’ level of FA understanding 
was very low. According to them, this phenomenon could be due to the fact 
that in China there is low financial support for FA implementations. It could 
also be because of the relation of the language FA practices to the sociocultural, 
historical, political, and geographic conditions of China. As stated by Wang 
(2017), Chinese EFL teachers have difficulty inputting FA theories in action 
and their assessment practices are dominated by SA with tests and exams. 
Another explanation may be due to the fact that China belongs to the Confucian 
Heritage Culture (CHC) with some other Asian countries. In CHC, countries 
such as China are dominated by examination-oriented environments. According 
to CHC, a teacher is the authority and plays a key role in the learning process 
(Chen et al., 2013).

Also, in some studies, it is reported that in traditional educational systems like 
in China and Japan, interaction is not encouraged and students are sceptical 
and reluctant to give and accept peer feedback. Silence and listening are more 
common for them than interacting (Chen et al., 2013). Also, it was found that 
90% of Iranian teachers use testing to assess their students as they perceive it as 
a fairer approach of assessment (Rezaee et al., 2013).

On the other hand, the high number of studies of language FA that took place in 
China, for example, can explain the quest to change the testing-centred assessment 
educational system of China. Some research outcomes already support that the 
inclusion of FA in LL can benefit both students and teachers (Chen et al., 2013; 
Jian & Luo, 2014; Jiang, 2014; Zhao, 2014). Also, educational systems such 
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as that of Iran connect the alternative type of assessment with a need for more 
democratic and ethical environments by giving the chance to LL for real-life 
contextualised practices (Rezaee et al., 2013).

Further and deeper study of the reasons why these countries conduct research in 
FA in LL may provide useful information which can be shared.

In general, the interest in language FA appears to be gradually taking place 
globally with a close proportion approximately in all continents. However, more 
research would be beneficial. Aspects such as the knowledge and practices of FA 
by the different stakeholders can be further explored, the pros and cons can be 
discussed, the further development can be further examined, comparison can be 
made and useful conclusions can be drawn.

2.4.14.	Emerged themes

2.4.14.1.	Types of technologies in the use of FA in LL

Although the use of technologies in FA in LL did not constitute part of any 
research question, this emerged as an added theme during the data analysis. 
This finding complements earlier findings (Cummins & Davesne, 2009; Levy 
& Gertler, 2015; Pinto-Llorente et al., 2016; Saglam, 2018), which support that 
technologies can enhance the practice of FA in LL. The findings of this research 
(15% of language FA types involved technologies) indicate the need for further 
practices and research in this area.

2.4.14.2.	The necessity for training language teachers in language FA practices

Another emerging code was the necessity of in-service and pre-service 
training for language teachers in LAL with a percentage of 7.5% according 
to Vogt and Tsagari (2014), who explored the Literacy Assessment (LA) of 
L2 teachers in seven European countries with 854 participants, as well as the 
necessity of training L2 Teachers in the use of FA in LL. They have stressed 
the need to address the current insufficient training in LAL. This has also been 
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confirmed by other researchers. Lam (2015) stated that L2 teachers had little 
or no training in LA practices. According to Lam (2015), there is a lack of 
classroom-based assessment practices in Hong Kong. Crusan et al. (2016) 
have indicated that only 26% of the language teachers who participated had 
nothing or little training on writing assessment practices and most of them did 
not assimilate the distinction of FA and SA.

It can be concluded that language teachers could benefit more from FA practices 
in the future in order to know what and how to effectively assess their students’ 
progress.

2.4.14.3.	The necessity for training students in language FA practices

Another emerging theme was that of student training. Some studies reviewed 
in the research, such as those of Zhao (2010), Restrepo and Nelson (2013), 
Tsagari and Michaeloudes (2013), Chen et al. (2014), Kuo (2015), Lam (2015), 
and Crusan et al. (2016) also referred to the importance of training students 
in FA practices. Also, it was stated that many learners were reluctant to write 
self-reflections, and teachers admitted that they found it hard to convince them 
(Chen et al., 2013). Other studies referred to the benefits of such training and the 
importance of students’ awareness and understanding of FA and its practices and 
benefits in LL. Formative types of assessment enable learners to identify their 
own strengths and weaknesses and to acquire an awareness of their own skills 
(Restrepo & Nelson, 2013).

Furthermore, in many exam-oriented countries, it is stated that learners do not 
feel comfortable or confident in providing peer feedback because of their cultural 
values or cultural background. Learners are more passive in SA environments 
and do not accept such positive FA implementations which require critical 
thinking and self-control (Chen et al., 2013; Jian & Luo, 2014; Jiang, 2014; Liu, 
2015; Zhao, 2010).

Therefore, the more proficient and trained the learners are, the more positive and 
willing they will be in participating in language FA activities that are often used 
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to support FA. According to Herrera and Macías (2015) LAL teacher education 
should balance both classroom (which also includes formative assessment) and 
accountability assessments (e.g. large scale standardised tests).

Some suggestions derived from the studies are based on how teachers can support 
students’ training in FA practices. An initial step should start from teachers’ clear 
understanding of FA features (Burner, 2016; Crusan et al., 2016). Then, teachers 
could guide students on FA practices and let them experience FA through, for 
example, the use of FA as a means of checklists and self-assessment rubrics, 
and show them examples of effective feedback before they will apply it in 
learning. Moreover, follow-up discussions and oral feedback after the provision 
of feedback with learners will enhance the validity of the provided feedback 
(Saliu Abdulahi, 2017). All these aspects could be the subject of further research 
in the use of FA in LL.

2.4.14.4.	Other emerged themes

The review of the 104 publications brought to light that beyond the FA of 
languages skills such as writing, speaking, listening, reading, and aspects such 
as vocabulary and grammar, research also explored other aspects related to the 
practice of FA in LL such as the reduction of students’ anxiety (Bayat et al., 
2017; Ketabi & Ketabi, 2014; Tang, 2016), students’ shared understanding of 
FA, differences related to students’ sociocultural conditions, beliefs on teachers’ 
and students’ roles, and expectations in the target language (Chen et al., 2013). It 
would be interesting to see further research conducted in these areas and in other 
areas still not dealt with in research such as mediation and multilingualism, etc.

2.5.	 Limitations

A significant limitation of the study was the difficulty in accessing all the papers 
that were detected. Although a substantial number of papers (16,475) were 
found, a considerable number (2,816) were not accessible. Their inclusion in this 
SR would have made a difference in the research findings and given further and 
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more informed and inclusive future directions to the researchers, practitioners, 
and language teachers. That being said, it would also be safe to say that not all 
2,816 would have probably met the criteria of FA as forming the learning of 
students during the learning process.

Another limitation of the study was the fact that in this SR, only papers written 
in English were included. One could argue that there is a substantial number 
of papers published in other languages that have reached important research 
outcomes related to the use of FA in LL. The present study was considered as 
a starting point to a more comprehensive study of this area, and a blueprint in 
terms of the method used.

2.6.	 Conclusions

The SR, which constitutes Part 2 of this research, can be considered a snapshot 
of current studies of language FA practices from 2000 to 2020. It has identified, 
selected, and synthesised primary research studies and provided a picture 
of the topic being studied (Oakley, 2012). Furthermore, the SR highlighted 
the impact of FA application in support of language teaching and learning. 
More specifically, the SR has identified the main trends and issues that are 
related to language FA: the raise of interest in language FA in recent years; 
the main research methodologies and research tools that are preferred by the 
researchers in the area of language FA; the purpose of language FA in the 
research conducted from 2000 to 2020; the types of research conducted; the 
main research methodologies and data collection tools that are preferred; the 
types of outcomes reported in these publications; the languages explored in 
language FA research; the types of participants; the preferred education levels 
where language FA was carried out; the types of FA applications practised 
in LL; the input and the extent of input of technologies; the language focus 
examined; the locations globally where language FA research was carried 
out; and the need for training of both students and language teachers in FA. 
The present SR provides researchers, practitioners, and other interested 
stakeholders considerable information and background regarding research in 
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the area between 2000 to 2020; it also provides new directions for further 
research of these issues and supports the role of FA in LL.

The annotated bibliography that follows complements the snapshot provided by 
the SR, by giving an evaluative description of the main features of each of the 
104 reviewed publications. 
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