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Abstract 

Technology is believed to play a positive role in assisting language learners to enhance 
not only their language proficiency but also their self-directed learning abilities. This 
study investigates the effects of technology-assisted tasks on EFL students’ affect 
and autonomy in a speaking course. Adopting a mixed-methods approach, the study 
involved 80 first-year English majors at a public university in central Vietnam to explore 
their perceptions of the impacts of technology-assisted tasks on their affect and auton-
omy in speaking practice. Data collected from an online survey and post-survey 
interviews revealed that most students appreciated the positive effects of engaging 
in technology-assisted tasks on their learning affect, as it made them more motivated, 
confident, and less anxious in practicing speaking English, thereby improving their 
speaking skills. Regarding their autonomy, students reported that fulfilling technology-
assisted tasks helped them set goals for their self-practice, manage their out-of-class 
self-study, and develop reflection skills to improve their speaking weaknesses. These 
findings suggest that adopting technology-assisted tasks can be an effective formative 
assessment activity, applicable not only to first-year English majors but also to students 
in other foreign language speaking courses.
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Introduction
Speaking skills play a significant role in language learning, serving as a cornerstone for 
successful language acquisition (Amoah & Yeboah, 2021). English speaking proficiency 
is also believed to be an important target that students should achieve to be able to com-
municate effectively in the era of globalization, where English is a lingua franca. Prac-
tice is crucial in developing students’ speaking performance because producing language 
output in spoken form allows them to enhance their fluency and accuracy (Swain, 1985). 
However, there is a fact that English-as-a-Foreign-Language (EFL) students often face 
significant challenges in practicing speaking skills during class (Nuraini, 2016; Tran & 
Dang, 2019). These challenges include large class sizes, which limit individual speaking 
opportunities (Bhutto et al., 2023), and psychological barriers such as anxiety and reluc-
tance to speak, which further inhibit participation and progress (Arifin, 2017; Suparlan, 
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2021). To address these issues, encouraging out-of-class speaking practice is believed to 
be a necessary part of EFL speaking courses (Coşkun, 2016).

The advent of technological development has provided important support and 
enhancement in language learning, especially speaking skills (Nguyen et al., 2022). The 
utilization of different technological tools to practice speaking skills outside of class time 
can be a viable solution to help EFL students overcome the above-mentioned challenges 
in speaking classes (Di̇ncer, 2020). Ramadhan et al. (2023) noted a growing adoption of 
online task-based language learning, which not only improves students’ skills but also 
enables them to take initiatives in organizing, completing tasks, and tracking their learn-
ing progress independently. Teachers can also benefit from technology by adopting dif-
ferent tools in delivering speaking tasks and collecting students’ speaking performances, 
marking them, and providing feedback on students’ speaking performance. The use of 
learning management system (LMS) platforms, for example, can support teachers in 
implementing task-based learning activities (Cao et al., 2024).

One of the ways technologies can be employed to facilitate students’ speaking practice 
is the use of video-recording tasks (Pham & Le, 2023; Tukan, 2024). Recording them-
selves speaking in front of an electronic device such as a mobile phone allows students 
to practice speaking in a less pressured environment, providing them with opportunities 
for repeated practice, self-assessment, and reflection. Previous studies have shown that 
using video recording to practice speaking is effective in terms of enhancing students’ 
speaking performances, enabling them to review and refine their language use indepen-
dently (Menggo et  al., 2022; Putri & Rahmani, 2019). Despite the recognized benefits 
of technology-assisted tasks in language skill development, there is limited empirical 
research on how these tasks impact students’ affect and autonomy. This study aims to 
bridge this gap by investigating the effects of technology-assisted tasks as part of forma-
tive assessment on EFL students’ affect and autonomy in a speaking course. By explor-
ing how such tasks influences students’ enjoyment, willingness and self-regulation, this 
research hopes to highlight the potential of technology-assisted tasks as a formative 
assessment activity to enhance not only language proficiency but also the intrinsic moti-
vation and self-directed learning abilities of EFL students.

Literature review
Speaking skills in the EFL context

In the EFL context, speaking skills refer to the ability to effectively communicate orally 
in English. This involves not only the correct use of grammar and vocabulary but also 
the ability to convey meaning clearly, fluently, and appropriately in various situations 
(Amoah & Yeboah, 2021). Among four English skills (i.e., listening, speaking, reading, 
and writing), speaking is often considered the most significant one as it is assumed that 
a successful English learner can speak fluently. Despite its significance, speaking is usu-
ally perceived to be more challenging than the other three skills because of its complex-
ity (AlSaqqaf et al., 2024). EFL students’ successful speaking performance encompasses 
various linguistic and non-linguistic aspects that together ensure their effective com-
munication (Dewi & Wilany, 2022; Kang & Yan, 2018). These aspects include pronun-
ciation, fluency, use of grammar and vocabulary, coherence and cohesion, interactive 
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communication, as well as non-verbal language including gestures, facial expressions, 
and eye contact (Ferginan et al., 2025).

The Output Hypothesis, proposed by Swain (1985), emphasizes that producing lan-
guage is crucial for language acquisition. For this reason, practice plays a vital role in 
developing speaking skills. According to Swain (1985), meaningful speaking practice 
pushes learners to process language at a deeper level, thereby enhancing their linguistic 
competence. When students actively engage in speaking, they not only practice retriev-
ing and using vocabulary and grammatical structures but also notice gaps in their knowl-
edge, which can prompt further learning and refinement. Regular speaking practice 
enables learners to experiment with language, receive immediate feedback, and make 
necessary adjustments, fostering better pronunciation, fluency, and accuracy (Derakh-
shan et al., 2016). Interaction during speaking practice also allows students to develop 
conversational skills such as turn-taking and responding appropriately (Mustakim et al., 
2025). Therefore, consistent practice is indispensable for EFL learners to improve their 
speaking skills and achieve communicative competence.

Task‑based learning in speaking instruction

Task-based language learning (TBLT) has gained prominence in language instruction 
(Ellis, 2009; Nunan, 2004), particularly in speaking classes (Albino, 2017; Ulla, 2020). 
A task, as defined by Willis (1996), is an activity in which learners use their language 
skills to achieve a meaningful outcome. Similarly, Ellis (2003) views tasks as any activ-
ity that contributes to language development, ranging from simple exercises to com-
plex simulations and decision-making tasks. TBLT is valued for its ability to promote 
authentic communication and foster language acquisition by actively involving stu-
dents in real-world language use (Mulyadi et al., 2021). Ellis (2003) and Willis and Willis 
(2007) proposed a three-stage task implementation procedure including pre-task, task, 
and post-task. In speaking instruction, the pre-task phase involves setting clear goals, 
providing input, and ensuring students understand what is expected. During the task 
phase, students engage in individual, pair, or group activities where they use the target 
language to complete communicative tasks, often followed by reporting their results. 
Finally, the post-task stage focuses on teacher feedback, student reflection, and language 
analysis, helping learners recognize key vocabulary, grammar structures, and areas for 
improvement.

Challenges faced by EFL students in speaking classes

Despite the significance of speaking skills and regular speaking practice in language 
acquisition, many factors can limit learners’ speaking practice within the traditional 
classroom. In addition to language-related difficulties such as limitations in vocabulary, 
grammar, or pronunciation, learners also encounter many other non-linguistic difficul-
ties (Le et al., 2024; Tran & Dang, 2019). One of the first impacts is class size. Currently, 
in EFL classes in some Asian contexts like Vietnam, class sizes are often large (up to 
more than 40 students per class), which can cause many obstacles for students in prac-
ticing speaking skills (Le et al., 2024). Large class sizes make it difficult for teachers to 
organize speaking activities and give feedback to each student to help them realize the 
problems they face when speaking English (Bhutto et al., 2023). In addition, class time 
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at tertiary levels is often limited, usually 90—100 min per weekly class; thus, students do 
not have many opportunities to practice with the guidance of the teacher or collaborate 
with other students in the class (Alvarez et al., 2024; Le et al., 2024). The difference in 
level between students in the class can also affect the organization of learning activi-
ties in speaking courses (Hordiienko & Lomakina, 2015). Specifically, students with poor 
English proficiency may have more difficulties performing speaking tasks than students 
with better English proficiency. Besides, students’ anxiety is also a psychological bar-
rier that limits learning speaking skills in class. Previous studies have shown that for-
eign language learning anxiety (FLLA) can affect students’ attitudes, making them feel 
uncomfortable during speaking classes in class as well as limiting their ability to develop 
speaking skills (Arifin, 2017; Le et al., 2024; Suparlan, 2021; Tran & Dang, 2019). These 
obstacles together may hinder students’ opportunities to develop their speaking skills 
and affect their learning motivation if speaking activities only occur in the restricted 
boundary of brick-and-mortar classrooms.

The role of affect and autonomy in EFL speaking skills development

From the challenges mentioned above, two important aspects that need to be considered 
to promote students’ speaking skills are helping them overcome affective barriers and 
enhance their self-regulated learning ability outside the classroom. These two respects 
will be further discussed concerning speaking skills development in the EFL context.

From Dörnyei’s (2005) perspective, affect plays a central role in second language acqui-
sition as it encompasses learners’ emotional and psychological states that directly influ-
ence their language learning behaviors and outcomes. Specifically, he highlights three 
critical dimensions of affect: motivation, which drives learners’ effort and persistence; 
anxiety, which can inhibit performance and participation; and confidence, which fosters 
willingness to communicate and take risks in using the target language. By framing affect 
in this way, Dörnyei emphasizes the dynamic and multifaceted nature of learners’ affect, 
suggesting that successful language learning requires not only cognitive and linguistic 
development but also the management of learners’ affective experiences. The Affective 
Filter Hypothesis, proposed by Krashen (1982), defines the “affective filter” as a men-
tal barrier that can block language input from being processed efficiently if a learner is 
experiencing negative emotions. Specifically, Krashen (1982) assumes that high anxiety 
can raise the affective filter, making it harder for students to absorb and process new 
language input. Therefore, lowering the affective filter through positive emotional expe-
riences can enhance motivation and self-confidence, facilitating better language acquisi-
tion (Amoah & Yeboah, 2021; Tran & Dang, 2019). If students are provided with a less 
intimidating environment to practice and review their speech in private, it can help 
lower anxiety levels, reduce the affective filter and make it easier for students to process 
and produce language (Mustakim et al., 2025). Moreover, regular speaking practice can 
boost students’ self-confidence. As they become more comfortable with speaking, their 
confidence in using English in real-life situations can also improve. In the end, the ability 
to see their progress over time through regular practice can motivate students to con-
tinue practicing and improving their speaking skills (Coşkun, 2016).

Furthermore, to boost students’ out-of-class speaking practice, learner autonomy is 
significant and is one of the factors that contribute to determining learning effectiveness 
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(Yildiz & Yucedal, 2020). Learner autonomy is understood as the ability of learners to 
self-direct and control their learning process (Benson, 2016; Little et  al., 2017). Holec 
(1981) defines learner autonomy as learners’ ability to take charge of their learning. 
While goal-setting and self-management are often discussed in relation to autonomy, 
recent scholarship highlights the need to distinguish between autonomy and self-regula-
tion. Autonomy refers to learners’ agency over their own learning, the capacity to make 
choices and take responsibility, whereas self-regulation refers to the strategic control of 
cognitive and metacognitive processes used to achieve those goals (Benson, 2016; Little, 
2020). Autonomous learners can set specific goals for their speaking skills based on their 
personal interests and needs (Little, 2020). For instance, learners might aim to improve 
their fluency in casual conversations, enhance their ability to give presentations or work 
on pronunciation for clearer communication. By defining these objectives, learners cre-
ate a roadmap for their speaking practice. Moreover, autonomous learners can select and 
adapt learning strategies that best suit their personal needs and learning context (Ben-
son, 2016). This includes choosing the right resources, deciding on study techniques, 
and knowing when and how to seek help from others, like teachers or peers. An essential 
aspect of learner autonomy is the ability to self-assess and evaluate one’s progress. This 
involves regularly reflecting on achievements and areas that need further improvement. 
For example, after completing a speaking task, an autonomous learner would reflect on 
the outcome, identify mistakes or gaps in knowledge, and adjust their goals or strate-
gies accordingly. This self-evaluation process helps learners take responsibility for their 
learning outcomes and continuously improve (Benson, 2016; Holec, 1981).

Developing speaking proficiency often requires a lot of time and effort on the part of 
the learner. As the class time and learning environment in the physical classroom are 
limited and insufficient for learners to effectively acquire and produce language, learn-
ers need to spend an extra amount of time studying and practicing outside of class to 
improve their speaking skills (Coşkun, 2016; Dincer, 2020). Speaking teachers, therefore, 
need to enhance learners’ sense of autonomy so that they can promote their proactive 
role in the learning process (Qamar, 2016). Teachers can support learners to transition 
from dependence on teachers to autonomy in learning by helping them develop the abil-
ity to set goals for their practice, self-manage their learning as well as self-assess their 
speaking performance (Nguyen et al., 2022; Pham & Nguyen, 2021).

Technology‑assisted speaking tasks

Technology has played a transformative role in the evolution of task-based language 
teaching (TBLT) in foreign and second language education (Xue, 2022). Lai and Li (2011) 
emphasize that technology can essentially contribute to both the conceptualization and 
implementation of task-based methodologies. This integration has led to the emergence 
of technology-assisted task-based learning, also referred to as technology-mediated 
task-based learning (González‐Lloret & Ortega, 2014) or technology-enhanced task-
based language teaching (Mulyadi et al., 2021), which highlights the use of technologi-
cal tools as integral platforms for designing, delivering, and completing tasks, making 
language learning more interactive, accessible, and effective. The limitations of teach-
ing and learning English speaking skills in traditional classrooms can be solved through 



Page 6 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 

the application of technology-assisted speaking practice (Chau, 2021; Nguyen & Pham, 
2022; Parveen, 2016).

Technology-assisted tasks can benefit students’ speaking practice in various aspects. 
First, technology can help personalize students’ self-study activities. Personalization of 
students’ self-study process is shown in the fact that they can easily use technology tools 
to practice speaking skills as well as build knowledge of English based on their current 
level of proficiency, acquisition pace, and learning style (Yahya et al., 2019). In addition, 
students can practice speaking anywhere and anytime when it is convenient, broaden-
ing their speaking opportunities beyond the boundary of the classroom. This benefit 
of using technology can help solve difficulties related to large class sizes, limited prac-
tice time in class, or level differences between students in the class. More importantly, 
actively practicing speaking with electronic devices can also help students, especially 
those who lack confidence and feel nervous when speaking in front of a crowd, prac-
tice speaking English in a more comfortable environment. This helps reduce students’ 
affective barriers and helps them gradually become more confident with their English-
speaking skills (Chen, 2024).

Among various technological advancements that can assist students in developing 
their speaking skills, videos can be said to be one of the most versatile and effective tools 
(Dang et al., 2022; Muslem et al., 2017). Videos have emerged as a valuable technological 
tool that serves as rich multimedia resources, providing diverse input that supports the 
teaching and learning process (Bajrami & Ismaili, 2016). Besides utilizing the available 
videos shared on the Internet as teaching materials, requiring students to record videos, 
especially in speaking activities, has been widely adopted by EFL teachers across various 
settings (Belmekki, 2023; Pham & Le, 2023; Rosevinda & Bita, 2019; Sakina et al., 2024; 
Tran & Nguyen, 2021). By engaging students in video-recording tasks, teachers can fos-
ter an interactive and engaging learning environment that extends beyond the class-
room. This practice allows students to demonstrate their speaking abilities and reflect on 
their progress by creating tangible technology-assisted speaking products.

Previous studies and research gaps

The use of video recording for speaking tasks has been associated with several positive 
outcomes, particularly in the development of speaking skills such as accuracy and fluency. 
Rosevinda and Bita (2019) conducted a study to investigate students’ perceptions of using 
video recording to improve their speaking skills. Utilizing a mixed-method approach, the 
study employed pre-tests and post-tests analyzed quantitatively through paired t-tests, 
alongside structured interviews to gather qualitative data. The results indicated a signifi-
cant improvement in students’ speaking abilities, with notable enhancements in accuracy 
and fluency. Students also expressed positive perceptions of video recording, finding it an 
engaging method to practice speaking. Belmekki (2023) further investigated the impact 
of self-video recordings on speaking skill development among engineering students. The 
quasi-experimental study involved pre-and post-tests, with data analyzed using descrip-
tive and inferential statistics. The results revealed a positive effect of self-video recording on 
students’ speaking skills. This study recommends incorporating self-video recording into 
teaching practices to enhance speaking skills, and it encourages exploring other ICT tools 
for language learning. Similarly, a study by Sakina et al. (2024) examined the effectiveness 
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of video-recorded speaking tasks among tenth-grade vocational school students in Indo-
nesia. Using a quasi-experimental design, the study divided 30 students into experimental 
and control groups, administering pre-tests and post-tests to assess their speaking skills. 
The experimental group, which engaged in video-recorded speaking tasks, showed a sig-
nificantly higher improvement in their speaking skills compared to the control group. This 
finding shows the efficacy of video recording as a tool for improving students’ speaking 
abilities.

In Vietnam, some studies have explored the effectiveness of video-recording techniques 
in improving EFL students’ speaking skills. Pham and Le (2023) examined the percep-
tions of Vietnamese tertiary students regarding the benefits of video-recording in language 
learning. Using a mixed-method approach, data were collected from 195 undergraduates 
through questionnaires and semi-structured interviews. The findings revealed that video-
recording tasks significantly enhance both linguistic and non-linguistic aspects of students’ 
development. Non-linguistically, students reported improvements in learning autonomy, 
ICT literacy, and non-verbal communication skills. Linguistically, the technique promoted 
students’ self-evaluation, activated their background knowledge, and improved their pro-
nunciation. These results suggest that English language teachers should consider incor-
porating video-recording techniques into their speaking classes. Additionally, Tran and 
Nguyen (2021) investigated the impact of a mobile video recording task-based approach 
on the speaking skills of non-English majors. Forty students were divided into experimental 
and control groups, with the experimental group receiving mobile video recording tasks 
while the control group did not. The study assessed differences in fluency, grammar, vocab-
ulary, and pronunciation, and gathered students’ attitudes through questionnaires and 
semi-structured interviews. The results showed that students in the experimental group 
significantly outperformed those in the control group. Moreover, students had positive atti-
tudes toward using mobile video recording for practicing English speaking.

The previous studies mentioned above have shed light on the positive impacts of using 
video-recording speaking practice on students’ speaking proficiency development. How-
ever, there is limited research investigating the effects of this activity on students’ affective 
aspects and autonomous abilities. Therefore, this study intends to fill the gap by examin-
ing EFL students’ perceptions of how engaging in technology-assisted speaking tasks, using 
video-making and video-delivering tools, influences their affect and autonomy.

This study aims to answer the following research questions:

1.	 How do technology-assisted tasks affect EFL students’ affect in speaking practice?
2.	 How do technology-assisted tasks affect EFL students’ autonomy in speaking practice?

The study uses the following theoretical framework (Fig. 1) proposed based on the Affec-
tive Filter Hypothesis (Krashen, 1982) and the Learner Autonomy Theory (Holec, 1981) to 
guide the data collection and analysis.
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Method
Research setting and task design

Research setting

This study was conducted at the faculty of English, at a public university in central 
Vietnam. At this institution, English language-related majors comprise an important 
part of its undergraduate full-time training programs. As part of the curriculum, Eng-
lish-majored students need to take part in five-level English language skills courses to 
develop their English proficiency before taking more specialized courses in teaching, 
translating, or interpreting.

The current study involved the Speaking 2 course which is designed for first-year 
English majors in their second semester of the first academic year. This course lasts for 
15 weeks and covers 8 speaking topics for students to learn and develop their speaking 
abilities at approximately the B1 level of English proficiency in the Common European 
Framework of Reference (CEFR). At this level, learners are considered ‘independent 
users’ who can understand the main ideas of everyday communication, participate in 
routine conversations, and express opinions on familiar matters with some fluency and 
accuracy (Council of Europe, 2020). The speaking course in the present study was car-
ried out in a blended learning mode in which students attended a 100-min on-campus 
class every week and participated in online learning activities delivered on the univer-
sity’s Moodle-based learning management system (i.e., http://​lms.​huflis.​edu.​vn/).

Technology‑assisted speaking task design

As part of the formative assessment for the Speaking 2 course, the course instructor, who 
is also the researcher, decided to assign speaking tasks with the assistance of techno-
logical tools that aimed at helping students practice their speaking skills after class. The 
process of designing and implementing technology-assisted speaking tasks was based on 
the procedure of technology-assisted task-based language assessment proposed by Cao 
et al. (2024). Specific details are described and exemplified with illustrations below:

Stage 1: Pre-task.

Engaging in technology-

assisted speaking tasks 

Effects on EFL students’ affect 

Motivation .
.
.

.

.

.

Anxiety  

Confidence  

Effects on EFL students’ autonomy 

Goal setting 

Self-management 

Self-assessment  

Fig. 1  The theoretical framework proposed for the study

http://lms.huflis.edu.vn/
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•	 Task design and instruction: The teacher assigned weekly speaking tasks for all the 
speaking topics that students learned in the on-site speaking class. There were a total 
of 10 speaking tasks for students to finish during the whole semester. The instructor 
instructs on how students should carry out their speaking tasks by explaining they 
should understand the task requirement, plan for their speaking performance, and 
record themselves performing the tasks using their mobile phones.

•	 Digital platform selection: The instructor explained that students can choose to 
upload their videos to different social platforms such as TikTok or YouTube or to 
their Google Drive. The instructor required students to submit their speaking video 
links to the Moodle LMS of the university (Fig. 2).

Stage 2: Task.

•	 Task access and distribution: Students accessed the speaking tasks on the LMS.
•	 Task performance: Depending on the task requirements, students prepared their 

speaking content individually and recorded their speaking performances.
•	 Online submission: Students uploaded their videos to the social sites of their choice, 

set their privacy access to their videos, and submitted the video links to the LMS 
(Fig. 3)

Stage 3: Post-task.

•	 Evaluation: The instructor regularly checked and marked students’ submissions (one 
point for each video).

•	 Feedback: The instructor gave formative feedback to students’ speaking videos to 
appreciate their hard work and encourage them to keep practicing. At this point, 
the instructor mainly focused on students’ fluency and consistent speaking practice 
rather than emphasizing their mistakes in speaking performances (Fig. 4).

Fig. 2  An example of a speaking task created on the LMS
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Research approach
This study adopts mixed-methods research design, specifically an explanatory sequential 
design (Creswell & Plano Clark, 2018). In this design, the main data is collected through 
a questionnaire (quantitative phase), followed by brief follow-up interviews (qualitative 
phase) with selected students. Regarding timing, the quantitative data collection and 
analysis occur first, and the qualitative data collection follows to help explain and elabo-
rate on the survey findings. In terms of weighting, priority is given to quantitative data, 
as it provides the primary evidence about students’ perceptions, while qualitative data 
plays a supportive role by adding depth and context. The mixing of the two strands hap-
pens at the interpretation stage, where insights from the interviews are used to clarify, 

Fig. 3  An example of a student’s speaking video submitted on the LMS

Fig. 4  An example of the instructor’s mark and encouraging feedback on students’ videos



Page 11 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 	

expand, and triangulate the survey results (Creswell & Creswell, 2018). This approach 
ensures a more nuanced and comprehensive understanding of the effects of video-
recording tasks on students’ affect and autonomy in the EFL speaking course.

Research instruments
Data was collected through two instruments: a web-based questionnaire and face-to-
face semi-structured interviews. First, the web-based survey included two sections. 
Section  1 collects demographic information from students including gender, major, 
previous speaking course score (to understand their current speaking proficiency), and 
self-assessed technical skills. Section 2 consists of 30 Likert-scale items categorized into 
two research aspects: students’ affect and autonomy. These five-point Likert-scale items 
were designed on the ground of the Affective Filter Hypothesis (Krashen, 1982), and 
the Autonomy Theory (Holec, 1981) discussed in the literature review. Each research 
aspect includes three different clusters described in the theoretical framework (Fig. 1), 
see Table 1 below for more details.

The reliability of the survey items across all constructs is indicated by Cronbach’s 
Alpha values ranging from .877 to .926 (Table 2). It is commonly known that Cronbach’s 
Alpha values above .70 are generally considered acceptable, with higher values indicating 
greater reliability. This means the survey items within each construct mentioned above 
are reliable enough to consistently measure the same underlying concept.

After the questionnaire, a small number of students were invited to participate in brief, 
semi-structured interviews. The purpose of these interviews was to further explore and 
clarify students’ perceptions that emerged from the survey data. The interview protocol 
consisted of a short set of guiding questions focused on students’ experiences with the 
video-recording tasks, their feelings of confidence and motivation, and their perceived 
autonomy in speaking activities. Each interview lasted approximately 05–10  min and 

Table 1  Description of survey items

Survey items Constructs Aspects

1, 2, 3, 4, 5 Motivation RQ1: Effects 
on stu-
dents’ affect

6, 7, 8, 9, 10 Anxiety

11, 12, 13, 14, 15 Confidence

16, 17, 18, 19, 20 Goal setting RQ2: 
Effects on 
students’ 
autonomy

21, 22, 23, 24, 25 Self-management

26, 27, 28, 29, 30 Self-assessment

Table 2  Reliability statistics of survey items

Constructs Cronbach’s Alpha N of Items

Motivation .877 5

Anxiety .883 5

Confidence .903 5

Goal setting .904 5

Self-management .926 5

Self-assessment .878 5
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was audio-recorded with the participants’ consent. The interview questions were open-
ended but flexible, allowing the researcher to probe for clarification when needed.

Research participants
Adopting a convenient sampling method, this study involved the participation of 80 
first-year English-majored students who attended four Speaking 2 classes taught by the 
researcher in the second semester of the 2023–2024 academic year. The total number of 
enrolled students in these four classes was 175, of whom 80 voluntarily participated in 
the study, accounting for nearly 50% of the population who engaged in the video-record-
ing tasks. Participation was entirely optional, and students were neither required nor 
pressured to take part. Among 80 participants in the survey, most were female (nearly 
90%) and majored in English language and English language teaching. The result of these 
students’ most recent speaking course (i.e., Speaking 1) indicated that the majority of 
them performed quite well in speaking skills, with over 90% receiving A (8.5 – 10) and B 
(7.0 – 8.4) scores. In terms of their technology skills, most of the students self-assessed 
that their technical abilities ranged between basic and intermediate levels. More details 
about the demographics of the participants are presented in Table 3 below.

For the follow-up interviews, eleven students (one male and ten female) were purpo-
sively selected from the same group of questionnaire respondents. These participants, 
referred to by pseudonyms (i.e. Diana, Daisy, Mimi, Nancy, Kaity, Susan, Jack, Mary, 
Linda, Dania, and Lucy), were chosen because they had demonstrated the highest level 
of engagement in the course activities, completing all ten required speaking tasks across 
the semester. Their consistent participation could provide a valuable basis for exploring 
in greater depth the themes identified in the survey.

Data collection, analysis and integration

At the end of the speaking course in late May 2024, a web-based questionnaire was 
sent to a Facebook group that the researcher created to contact students in Speak-
ing 2 classes. Students were encouraged to reflect on their experience of completing 

Table 3  Demographic information of the participants

Question Options Number Percentages
N = 80 100%

Gender Male 8 10%

Female 71 88.80%

Prefer not to say 1 1.20%

Major English language 57 71.30%

English language teaching 23 28.70%

Speaking 1 score A 35 43.80%

B 39 48.80%

C 6 7.50%

D 0 0%

Technology skills Advanced 8 10%

Intermediate 37 46.30%

Basic 35 43.80%
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video-recording speaking tasks and share their responses to the survey. After the 
online survey was conducted, in-person interviews were carried out in person with 
eleven students to collect more detailed sharing. The interviews were conducted in 
Vietnamese for convenience and were recorded for later data analysis.

Different methods were employed to analyze data collected from both question-
naire and follow-up interviews. Specifically, the quantitative data were analyzed using 
SPSS version 30. Descriptive statistics, including frequencies, percentages, means, 
and standard deviations, were calculated to summarize participants’ responses. These 
analyses helped to identify general trends and provide a clear overview of students’ 
perceptions and practices (Creswell & Creswell, 2018). In addition, comparisons of 
means were conducted between six clusters in the two constructs, namely affect and 
autonomy, to explore potential differences. A correlation matrix was also created to 
examine the relationships between these clusters across the two constructs. Mean-
while, the qualitative data were subjected to six-step thematic analysis (Braun & 
Clarke, 2006). Students’ responses were transcribed, verbatim translated from Viet-
namese to English, coded, and categorized into themes and subthemes (as shown in 
Table 4) that reflected recurring patterns and insights. Besides, relevant excerpts were 
extracted to illustrate key points and used to complement and deepen the under-
standing of the survey findings.

Quantitative and qualitative data were then integrated to provide both breadth 
and depth in understanding the effects of technology-assisted speaking tasks. The 
questionnaire generated quantitative data that reflected general trends in students’ 
perceptions, while the interviews yielded qualitative insights that offered detailed 
explanations and personal experiences behind those trends. The integration was car-
ried out at the stage of analysis and reporting: survey results were first presented to 
identify overall patterns, which were then complemented by interview excerpts illus-
trating or elaborating on the numerical findings. In this way, the questionnaire data 
established the scope of students’ affect and autonomy, whereas the interview data 
added nuance by highlighting individual voices and contextual factors, enabling a 
more comprehensive interpretation of the findings.

Table 4  Interview data coding schemes

Main themes Subthemes Example Extracts (Translated Verbatim)

Affect Enjoyment and positive feelings “Recording videos for homework is livelier and more 
exciting… it affects my interest and learning spirit, so I 
find it very effective.”

Confidence and reduced anxiety “I feel more comfortable and confident when practicing 
speaking alone.”

Negative emotions and mixed feelings “At first I felt nervous and afraid that I could not speak.” / 
“I still prefer speaking activities in class.”

Motivation and accountability “Having assignments and deadlines gives me more 
motivation to study.”

Autonomy Self-monitoring and reflection “When I watch my videos again, I discover my mistakes.”

Independent preparation and planning “When making video tasks, I had to prepare and write 
scripts, which also improved my writing skills.”

Strategic learning and resource use “When I couldn’t answer some questions, I asked friends 
to give me ideas.”
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Ethical considerations

Ethical considerations were strictly observed during data collection, analysis, and 
reporting of findings. For the questionnaire, students were informed of the study’s 
purpose, assured that participation was voluntary, and guaranteed anonymity of their 
responses. For the follow-up interviews, participants provided with informed consent, 
were reminded of their right to withdraw at any time, and were assured of confidentiality 
through the use of pseudonyms in the findings report. All data were securely stored and 
used solely for research purposes.

Research findings
RQ1: Effects of technology‑assisted speaking tasks on students’ affect

The research results, summarized in this section, indicate students’ perceptions of the 
effects of engaging in technology-assisted speaking practice on different affective aspects 
including motivation, anxiety reduction, and confidence.

Effects on students’ motivation for practicing speaking skills

It is revealed from Table 5 that students expressed high levels of enjoyment and motiva-
tion towards creating and engaging with technology-assisted speaking tasks, as indicated 
by consistently high mean scores across multiple survey items. Specifically, students 
reported finding the process of engaging in technology-assisted speaking tasks enjoy-
able (M = 4.07) and expressed strong motivation to practice speaking independently out-
side of class (M = 4.09). Moreover, the prospect of receiving grades and recognition from 
teachers further motivated students to participate in these tasks (M = 4.09). Students 
also indicated that technology-assisted speaking tasks made them feel more motivated 
to improve their speaking skills (M = 4.09), demonstrating the positive impact of these 
activities on their language learning development. However, students showed slightly 
less enthusiasm towards the actual recording process itself (M = 3.90), with a higher 
degree of variability in their responses (SD = 0.789).

This survey result is consistent with the sharing of some students in the follow-up 
interviews when they admitted that they had more learning motivation to practice their 
speaking skills through weekly video-recording tasks. For example, a student shared 
that:

Thanks to the video-recording speaking homework in the Speaking 2 course, I found 

Table 5  Effects of technology-assisted speaking tasks on students’ speaking motivation

Survey items Mean SD

1. I found technology-assisted speaking tasks to be enjoyable 4.07 .612

2. Technology-assisted speaking tasks motivated me to practice speaking independently outside 
the classroom

4.09 .620

3. I am motivated to do technology-assisted speaking tasks to receive grades and recognition 
from my teacher

4.09 .715

4. I enjoyed the process of recording myself speaking English 3.90 .789

5. I felt more motivated to improve my speaking skills because of technology-assisted speaking 
tasks

4.09 .660

4.05 0.679



Page 15 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 	

myself more hardworking than in the previous semester because I had more chances 
to practice speaking.
(Dania, Interview 8)

Another student also said that:

Without speaking homework, I often don’t know what to learn, but when I had to do 
speaking tasks through video recording, I felt more motivated to practice my speak-
ing skills.
(Daisy, Interview 2)

In addition, one male student named Jack mentioned that he felt “excited” when 
filming himself speaking because making videos is also his hobby; as a result, he really 
enjoyed this activity. Especially, a girl called Mimi shared that “gaining marks for speak-
ing videos is also my learning motivation”. These perspectives reflect that the use of 
video-recording speaking tasks brings students not only intrinsic motivation but also 
extrinsic encouragement to develop their speaking skills.

Effects on students’ speaking anxiety reduction

Data from Table  6 indicates that technology-assisted speaking tasks significantly alle-
viate EFL students’ speaking anxiety. Across various survey items, students consist-
ently reported reduced levels of anxiety and increased comfort with speaking English 
through video-recording tasks. Specifically, students indicated that these tasks helped 
decrease their anxiety about speaking English (M = 3.94), provided a less stressful alter-
native to classroom speaking (M = 4.06), and aided in overcoming their fear of speak-
ing (M = 4.00). Furthermore, students felt less nervous about making mistakes (M = 4.06) 
and experienced reduced stress overall when engaging in these tasks (M = 4.04). The 
consistently high mean scores across these items, coupled with relatively low standard 
deviations, suggest a widespread positive impact of technology-assisted speaking tasks 
on students’ comfort levels in practicing speaking skills. These findings indicate the 
potential of technology-assisted speaking tasks not only to enhance speaking proficiency 
but also to create a supportive learning environment that can reduce speaking anxiety 
among EFL learners. Regarding speaking anxiety reduction, two students in the inter-
views shared their opinions on how engagement in this activity helped them feel less 
anxious about speaking.

At first, I felt worried about making speaking videos because I thought I couldn’t 

Table 6  Effects of technology-assisted speaking tasks on students’ speaking anxiety reduction

Survey items Mean SD

6. Doing technology-assisted speaking tasks reduced my anxiety about speaking English 3.94 .735

7. I felt less anxious when doing technology-assisted speaking tasks compared to classroom 
speaking

4.06 .735

8. The process of doing technology-assisted speaking tasks helped me overcome my fear of 
speaking English

4.00 .779

9. Technology-assisted speaking tasks made me less nervous about making mistakes in English 4.06 .718

10. I felt less stressed about speaking English after completing technology-assisted speaking tasks 4.04 .754

4.02 0.744
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speak. However, after several times of recording videos, I could improve my speaking 
skills.
(Diana, Interview 5)

I found it more comfortable to practice speaking on my own.
(Mimi, Interview 9).

It can be implied that practicing speaking in a less pressured and more private envi-
ronment can help students feel less anxious about speaking English; therefore, they can 
be more encouraged to develop their speaking abilities.

Effects on students’ self‑confidence enhancement for speaking skills

The survey data in Table  7 reveal that technology-assisted speaking tasks have a pro-
found and consistent positive impact on EFL students’ self-confidence in speaking 
skills. Across various survey items, students consistently reported heightened levels of 
confidence after engaging in video-recording tasks. To specify, students indicated feel-
ing more confident in their speaking abilities (Mean = 4.05), experiencing improved 
self-confidence overall (Mean = 4.05), and feeling comfortable expressing themselves 
in English through these tasks (Mean = 4.04). Moreover, students reported that tech-
nology-assisted speaking tasks significantly contributed to building their confidence in 
speaking skills (Mean = 4.10) and feeling proud of their progress when reviewing their 
recordings (Mean = 4.13).

Similarly, most of the interviewed students also admitted to becoming more confident 
in their speaking skills thanks to regular practice through technology-assisted speaking 
tasks. Below are some extracts from students’ responses:

Compared with semester 1, this semester, when I did my speaking homework by 
recording videos, I felt much more confident to talk with other people [in English]…. 
I can even confidently talk to foreigners at my part-time work.
(Nancy, Interview 10)
I used to feel unconfident about talking to my teacher [in English], but thanks to 
practicing speaking by making videos, now I can talk to you [the speaking teacher] 
without fear.
(Kaity, Interview 11)

Table 7  Effects of technology-assisted speaking tasks on students’ speaking confidence

Survey items Mean SD

11. I felt more confident in my speaking abilities after doing technology-assisted speaking tasks 4.05 .745

12. Technology-assisted speaking tasks improved my self-confidence in speaking English 4.05 .778

13. I felt comfortable expressing myself in English through technology-assisted speaking tasks 4.04 .702

14. Technology-assisted speaking tasks helped me build confidence in my speaking skills 4.10 .686

15. I felt proud of my progress after reviewing my video recordings 4.13 .718

4.07 0.726



Page 17 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 	

However, some students also showed a mixture of feelings in terms of speaking confi-
dence when doing video-recording speaking tasks and in other speaking contexts.

Of course, I felt confident when I talked to myself in front of the camera; however, I 
am not sure I am still confident when interacting with other students… I am worried 
that I have to speak in pairs in the speaking tests, so it would be better to practice 
speaking with a partner.
(Mimi, Interview 9)
I am not sure about my confidence. When I record speaking videos, I am confident, 
but it is different to talk to you [the teacher] and other classmates [in English].
(Susan, Interview 4)

This finding is important because it is necessary for speaking teachers to consider the 
types of interaction that students need to be involved in when making speaking home-
work videos. Besides monologues, conversational tasks in which students interact with 
each other to complete the speaking assignments can be a viable idea to help students 
increase their confidence in using English for communicative purposes. As one student 
shared:

I want to have more group work as making videos to practice speaking alone is not 
really exciting. I think working in groups can encourage students to collaborate more 
effectively.
(Jack, Interview 1)

To further examine the relationships among the three affective factors, paired-samples 
t-tests were conducted to compare students’ motivation, anxiety reduction, and confi-
dence levels when participating in technology-assisted speaking tasks (more detailed 
results can be found in Appendix A). As shown in Table  8, no statistically significant 
differences were found between the pairs: motivation and anxiety (t(79) = 0.62, p = .54, 
d = 0.07), motivation and confidence (t(79) = –0.53, p = .60, d = –0.06), and anxiety and 
confidence (t(79) = –0.97, p = .34, d = –0.11). The very small effect sizes (all |d|< 0.20) 
indicate that the mean differences were negligible in practical terms, suggesting that stu-
dents perceived motivation, anxiety reduction, and confidence at comparable levels.

For research question 1, these above results show that technology-assisted speaking 
tasks provide an affectively supportive environment that fosters motivation, reduces 
speaking anxiety, and builds confidence, all of which are essential for sustained speaking 
practice and language development.

Table 8  Paired-samples t-tests and effect sizes comparing motivation, anxiety, and confidence

Pairs Mean Difference t(79) p Cohen’s d

Motivation – Anxiety 0.03 0.62 .54 0.07

Motivation – Confidence -0.03 -0.53 .60 -0.06

Anxiety – Confidence -0.05 -0.97 .34 -0.11
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RQ2: Effects of technology‑assisted speaking tasks on students’ autonomy

The findings presented below will reveal how students perceive the effects of engaging 
in technology-assisted speaking tasks on their autonomous abilities in terms of goal-set-
ting, self-management, and self-assessment.

Effects on students’ ability to set goals for speaking practice

The result in Table 9 indicates that technology-assisted speaking tasks had a strong posi-
tive impact on students’ self-regulation and goal-setting behaviors. Specifically, students 
reported that technology-assisted speaking tasks helped them set specific speaking goals 
(Mean = 4.10) and regularly set personal goals for improvement (M = 3.95). The tasks 
were effective in teaching students how to plan and prepare before speaking (M = 4.19), 
and encouraged them to set higher standards for their speaking performance (M = 4.11). 
Students also found it useful to set goals for their video recordings (M = 4.10). These 
findings underscore the role of technology-assisted speaking tasks in fostering a more 
self-directed and goal-oriented approach to language learning.

The interview data also reflects that students acknowledged they could learn to make 
plans for their speaking tasks, which can encourage vocabulary retention, logical think-
ing, and expression skills.

Before I speak, I list out the vocabulary I will use.
(Nancy, Interview 10)
When I have a [speaking] assignment, I often write down my ideas, then try speak-
ing and filming. This helps me think and speak more fluently.
(Mimi, Interview 9)
When making a speaking homework video, I have to prepare and write a script for 
what I say, so it helps me to improve both my speaking and writing skills. In the pro-
cess of preparing content, I can use the vocabulary related to the topics that I have 
learned.
(Susan, Interview 4)

Effects on students’ self‑management of their speaking practice

The findings in Table 10 unveil that technology-assisted speaking tasks positively influ-
ence students’ self-management of their speaking practice. Students consistently made 
efforts to complete video-recording tasks weekly (M = 3.95) and found that creating 

Table 9  Effects of video-recording speaking tasks on students’ goal-setting for speaking practice

Survey items Mean SD

16. Doing technology-assisted speaking tasks helped me set specific speaking goals 4.10 .686

17. I regularly set personal goals for my speaking improvement when doing technology-assisted 
speaking tasks

3.95 .710

18. Doing technology-assisted speaking tasks taught me how to plan and prepare before speak-
ing

4.19 .618

19. Recording myself speaking encouraged me to set higher standards for my speaking 4.11 .616

20. I find it useful to set goals for my technology-assisted speaking tasks 4.10 .686

4.09 0.663
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video portfolios encouraged them to explore additional learning resources (M = 4.09). 
The tasks also promoted greater discipline in adhering to a speaking practice schedule 
(M = 3.86) and helped students better manage their learning time (M = 4.06). Addition-
ally, students felt more responsible for developing their speaking skills through video 
portfolios (M = 4.07).

Two students in the follow-up interviews mentioned that the use of technology-
assisted speaking tasks helped them manage their learning time to prepare for the speak-
ing test at the end of the semester.

Recording videos to practice speaking helps me to be well-prepared in advance, so 
when I sit the speaking exam and encounter those [speaking] questions, I won’t be 
surprised. I think that’s a great advantage of doing the speaking exercises.
(Mary, Interview 3)
Each time I record a speaking task, I have a chance to practice my speaking skills to 
prepare for the speaking test.
(Diana, Interview 5)

Another student shared that through the process of preparing for speaking videos, stu-
dents can also explore different resources to help them develop speaking skills.

When I do the speaking tasks, if there are any questions I cannot answer, I will ask 
my friends for suggestions so that I can have ideas for the speaking part.
(Linda, Interview 7)

The researcher also asked two students who submitted their speaking videos on the 
LMS very punctually at the beginning of the semester but were late for some of their 
submissions in the later part to understand why there was a change in their discipline. 
These two students admitted that “it was because I am lazy” (Lucy, Interview 6) and 
“because I think the deadlines are not really strict, I tend to delay making and submitting 
my videos” (Diana, Interview 5). Therefore, it can be said that besides students who were 
highly disciplined for their self-regulated practice, some struggled to maintain their hard 
work and consistent effort for this activity over the whole semester. This implies that the 
teacher should have set stricter deadlines for students to submit their speaking videos to 
encourage students to manage their speaking practice more effectively.

Table 10  Effects of technology-assisted speaking tasks on students’ self-management of speaking 
practice

Survey items Mean SD

21. I made a consistent effort to do technology-assisted speaking tasks every week 3.95 .794

22. Creating video portfolios encouraged me to explore additional learning resources for improv-
ing my speaking skills

4.09 .697

23. I was more disciplined in sticking to my speaking practice schedule when doing technology-
assisted speaking tasks

3.86 .791

24. Doing technology-assisted speaking tasks helped me better manage my learning time 4.06 .681

25. Video portfolios made me more responsible for developing my speaking skills 4.07 .632

4.01 0.719
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Effects on students’ self‑assessment of speaking skills

The findings in Table  11 demonstrate that technology-assisted speaking tasks sig-
nificantly enhance students’ self-assessment abilities regarding their speaking skills. 
Reviewing video recordings helped students identify areas for improvement (M = 4.12) 
and learn how to reflect on their speaking progress (M = 4.15). Watching their record-
ings made students more aware of their strengths and weaknesses in speaking English 
(M = 4.17), and the process of creating and reviewing videos helped develop their self-
assessment skills (M = 4.15). Moreover, students could learn from their own mistakes 
and better prepare for future speaking tasks by watching their recordings (M = 4.11).

Similarly, students’ responses in the interviews also reveal the value of self-assessment 
for improvement by rewatching their speaking videos. Listed below are some ideas that 
students expressed:

This is an effective way to learn speaking skills because when I record a video, I can 
also hear my intonation or mispronunciation to correct it.
(Mary, Interview 3)
When I record a video and watch it again, I can know the strengths and weaknesses 
of my pronunciation, and whether my accent is good.
(Susan, Interview 4)
I like to rewatch [my videos] a lot to see if I made any mistakes.
(Mimi, Interview 9)
When I watch my videos again, I can discover my mistakes because when I speak, I 
often pay more attention to fluency [rather than accuracy].
(Linda, Interview 7)
For the first speaking video, I had to record it 3 times because I felt like I didn’t do 
it well, so I had to do it over and over again until I felt it was okay to upload and 
submit.
(Kaity, Interview 11)

Most of the students’ sharing shows that they could have a chance to evaluate their 
speaking performances by watching the recorded videos. Thanks to that, they could rec-
ognize what they had done well and what they needed to improve, especially aspects like 
pronunciation, intonation, or grammar.

The relationships among goalsetting, self-management, and self-assessment were also 
examined through paired-samples t-tests. As shown in Table 12, a statistically significant 

Table 11  Effects of technology-assisted speaking tasks on students’ self-reflection of speaking skills

Survey items Mean SD

26. Reviewing my video recordings helped me identify areas for improvement 4.12 .700

27. I learned how to reflect on my speaking progress while reviewing my video-recording tasks 4.15 .618

28. By watching my own video recordings, I am more aware of my strengths and weaknesses in 
speaking English

4.17 .708

29. The process of creating and reviewing speaking videos helped me develop self-assessment 
skills

4.15 .576

30. By watching my video recordings, I can better prepare for my next speaking tasks 4.11 .656

4.14 0.652
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difference was found between goalsetting and self-management (t(79) = 2.20, p = .030, 
d = 0.25), with students rating goalsetting slightly higher. No significant difference was 
observed between goalsetting and self-assessment (t(79) = –1.60, p = .113, d = –0.18). 
However, a significant difference was found between self-management and self-assess-
ment (t(79) = –3.17, p = .002, d = –0.35), indicating that students rated self-assessment 
more positively than self-management. The small effect sizes (|d|= 0.18–0.35) suggest 
that while the differences were statistically significant in some cases, they were mod-
est in practical terms. These results suggest that while technology-assisted speaking 
tasks effectively promote all three dimensions of autonomy, they appear to particularly 
strengthen learners’ capacity for reflective self-assessment and systematic goal-setting, 
whereas sustained self-management may still require teacher support and structured 
accountability.

To understand the interrelationships among the six constructs, a Pearson correlation 
analysis was conducted. As shown in Appendix B, all six variables were positively and 
significantly correlated at the 0.01 level. The strongest associations were found between 
goal-setting and self-assessment (r = .860) and between goal-setting and self-manage-
ment (r = .850), which highlights the close connection among autonomy-related dimen-
sions. Self-management also demonstrated a strong correlation with self-assessment 
(r = .800). In terms of affective factors, motivation was strongly correlated with both self-
assessment (r = .783) and goal-setting (r = .768). This can suggest that motivated learners 
tend to adopt more self-regulatory strategies. Interestingly, anxiety was also positively 
correlated with other constructs, such as motivation (r = .776) and goal-setting (r = .717), 
which means students who reported higher anxiety still engaged in self-regulated learn-
ing behaviors.

Discussions
Effects of technology‑assisted tasks on EFL students’ affect in speaking practice

The findings for the first research question demonstrate the positive impact of tech-
nology-assisted speaking tasks on reducing students’ affective barriers, which are 
widely recognized as crucial in facilitating second language acquisition (Dörnyei, 2005; 
Krashen, 1982). The integration of technology into speaking practice appears to provide 
both intrinsic and extrinsic motivational benefits. On the one hand, it enhances intrin-
sic motivation by making speaking practice more enjoyable, interactive, and engaging, 
which encourages students to invest more effort in improving their oral proficiency 
(Meggo et al., 2022; Mulyadi et al., 2021). On the other hand, it contributes to extrinsic 
motivation by allowing students to achieve tangible rewards such as improved grades, 
positive teacher feedback, and peer recognition (Dörnyei & Hadfield, 2014; Tukan, 

Table 12  Paired samples t-test and effect sizes for goalsetting, self-management, and self-
assessment

Pairs Mean difference t (79) p Cohen’s d

Goalsetting – Self-management 0.083 2.20 .030 0.25

Goalsetting – Self-assessment –0.053 –1.60 .113 –0.18

Self-management – Self-assessment –0.135 –3.17 .002 –0.35
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2024). This dual motivational effect is particularly valuable in sustaining long-term 
learning commitment.

Another important finding is that technology-assisted speaking tasks significantly 
reduce students’ levels of anxiety and stress. By practicing through recorded video sub-
missions or digital platforms, students can rehearse, edit, and present their ideas in less 
intimidating contexts compared to speaking spontaneously in front of peers. This pro-
cess creates a low-pressure environment where learners feel safer to take risks and make 
mistakes, which is especially beneficial for those who struggle with speaking anxiety 
(Arifin, 2017; Suparlan, 2021; Tran & Dang, 2019). Lowering affective barriers in this 
way can help learners gradually transfer their comfort with technology-mediated speak-
ing to more authentic communicative situations.

Moreover, the study reveals a notable increase in students’ self-confidence in their 
speaking abilities as a result of technology-supported tasks (Amoah & Yeboah, 2021; 
Tran & Dang, 2019). Confidence is a key affective factor influencing willingness to 
communicate, and when students believe in their ability to express themselves effec-
tively, they are more likely to participate actively in classroom speaking activities. This 
improved self-belief may also lead to greater risk-taking in language use, a factor strongly 
associated with progress in communicative competence. Taken together, these findings 
suggest that integrating technology into speaking practice does not merely supplement 
traditional methods but can serve as an affective scaffold that supports motivation, 
reduces anxiety, and builds confidence, thereby fostering a more positive learning envi-
ronment and encouraging students’ active engagement in oral communication (Sakina 
et al., 2024; Yahya et al., 2019).

Effects of technology‑assisted tasks on EFL students’ autonomy in speaking practice

Technology-assisted speaking tasks offer students a meaningful degree of autonomy 
over their learning, which is an essential component of effective language acquisition. 
As Dincer (2020) argues, autonomous learning practices outside of class play a signifi-
cant role in shaping students’ language proficiency, with more autonomously engaged 
learners generally outperforming their less autonomous peers. In this sense, promoting 
autonomy in speaking practice does not only complement teacher-led instruction but 
also empowers students to take responsibility for their own development (Pham & Le, 
2023).

In particular, the process of creating speaking videos allows students to engage in self-
directed goal-setting and task preparation. Before recording, students must reflect on 
the topic, plan the content, and select appropriate language to express their ideas, which 
encourages deeper processing of input and greater linguistic awareness (Benson, 2016; 
Little, 2020). Holec (1981) emphasized that such self-regulated behaviors provide learn-
ers with opportunities to practice diverse strategies that can maximize their learning 
outcomes. For instance, through sustained engagement in video-recording tasks across 
a semester, students learn to manage their time, maintain self-discipline, and leverage 
digital tools to meet task requirements effectively. These practices align closely with the 
principles of learner autonomy, where students gradually build the ability to plan, moni-
tor, and evaluate their own learning (Nguyen et al., 2022).
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Another notable advantage of technology-assisted speaking tasks is the ease of review-
ing recorded performances. The ability to replay and evaluate their own speech enables 
students to identify strengths and weaknesses, thereby enhancing their self-assessment 
and self-reflection skills, abilities that are increasingly recognized as crucial for contin-
uous progress in language learning (Nguyen et al., 2022; Pham & Nguyen, 2021). This 
sense of control over the learning process not only improves immediate task perfor-
mance but also contributes to developing lifelong learning competencies. Ultimately, 
by integrating technology into speaking practice, teachers can provide students with 
structured opportunities to exercise autonomy, thereby fostering greater engagement, 
responsibility, and sustainable growth in their communicative competence (Perveen, 
2016; Yahya et al., 2019).

Pedagogical recommendations

This study reinforces the notion that frequent practice is crucial for improvement in 
speaking skills (Swain, 1985). With the problem of limited class time in speaking courses, 
using technology-assisted speaking tasks is proven to be a viable solution to provide stu-
dents with more opportunities to practice speaking outside of class. Currently, with the 
increasing popularity and accessibility of video-maker tools and social media platforms, 
EFL teachers can have more choices in supporting students with technology-enhanced 
speaking practice (Chau, 2021; Parveen, 2016). In this study, students were required to 
record themselves speaking and submit their videos on the university’s Moodle LMS. 
However, EFL teachers in other contexts can adjust the procedure and choose other 
tools and platforms for students to share their products. In addition, the use of tech-
nology-assisted speaking tasks as part of the speaking syllabus in EFL classrooms can 
be beneficial as it helps personalize students’ speaking practice and promotes self-paced 
learning (Yahya et al., 2019). This can solve such speaking-hindering issues as large class 
sizes and mixed-level classes which are often common in the EFL context (Amoah & 
Yeboah, 2021; Bhutto et al., 2023).

The findings of this study imply several considerations to enhance the effectiveness 
of using technology-assisted speaking tasks to promote students’ out-of-class speak-
ing practice. Firstly, EFL speaking teachers should incorporate video-recorded speak-
ing tasks into the curriculum, not as a one-off activity but as a regular component of 
formative assessment. This consistent use can help lower students’ speaking anxiety, 
boost confidence, and make practice more engaging. While technology-assisted tasks 
naturally encourage students to set goals and evaluate their progress, teachers may need 
to deliberately scaffold activities that promote self-management. For instance, integrat-
ing features such as structured practice schedules, reminders, or task checklists within 
speaking activities could help students sustain practice beyond the immediate task. 
Effective deadline management, including clear bonuses for early and regular submis-
sions as well as punishing policies for late submissions, can encourage students to stay 
disciplined. In terms of task design, while monologue speaking tasks can build students’ 
confidence, combining these with collaborative speaking tasks where students interact 
with peers in pairs or groups can better bridge the gap to real-world speaking situations 
and promote conversational skills. Moreover, providing clear technical instructions and 
timely technical support when students use video-making tools or submitting videos to 
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selected platforms is crucial to minimizing frustration and ensure smooth participation. 
It is also observed that, due to technical challenges such as lack of devices or limited 
technical skills, many students failed to engage in technology-assisted speaking tasks as 
effectively and frequently as they could. Therefore, teachers who would like to apply this 
activity to their teaching context should take students’ technological accessibility and 
ability into careful account to maximize the successful implementation. Furthermore, 
instead of requiring weekly speaking videos, teachers might ask students to produce 
a video for every two units, which can help to reduce students’ workload and increase 
their engagement. Finally, offering intermediate and corrective feedback to students’ 
videos can help students improve their weaknesses. As mentioned before, in this study, 
because of her heavy workload, the instructor could only provide encouraging feedback 
to students’ submitted videos to appreciate their effort and consistent practice rather 
than focusing on language accuracy such as pronunciation or grammar. Teachers might 
consider integrating AI technologies for feedback delivery on students’ speaking videos 
to save teachers time and reduce their workload, making the feedback process more effi-
cient and effective.

Conclusion and limitations
This study explores the impacts of using technology-assisted speaking tasks on students’ 
affect and autonomy in the EFL higher education context in Vietnam. The findings show 
that the effects of technology-assisted speaking tasks on EFL students’ affective and 
autonomous factors are overwhelmingly positive. Firstly, students consistently reported 
feeling more confident in their speaking abilities, experiencing reduced anxiety about 
speaking English, and feeling comfortable expressing themselves through technology-
assisted speaking tasks. Practicing speaking skills through video recording not only 
helped students overcome their fear of making mistakes but also provided a supportive 
environment for practicing speaking skills independently. Secondly, technology-assisted 
speaking tasks significantly enhance students’ autonomy. Engaging in video-recording 
speaking activities helped students set specific speaking goals and maintain a consist-
ent effort toward their regular speaking practice. Creating speaking videos as homework 
also encouraged students to explore additional learning resources such as online learn-
ing materials or peer support, and fostered students’ greater discipline and responsibility 
in managing their learning time and adhering to practice schedules. Furthermore, the 
process of reviewing video recordings heightened students’ awareness of their strengths 
and weaknesses, facilitated self-reflection, and developed their self-assessment skills, 
ultimately preparing them better for future speaking tasks. For these reasons, it is rec-
ommended that EFL teachers in similar teaching contexts consider integrating technol-
ogy-assisted speaking tasks as part of their speaking courses. For these aforementioned 
positive impacts on students’ learning affect and autonomy, this study recommends the 
use of technology-assisted speaking tasks as a viable measure to encourage students to 
practice speaking skills more regularly and effectively outside class time.

This study has several limitations that should be acknowledged. Conducted in a single 
public university, it might lack cross-institutional perspectives. Future research should 
involve participants from multiple institutions to enhance generalizability. In addition, 
the relatively small sample size (80 survey participants and 11 interviewees) can limit the 
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breadth of insights, so larger cohorts would be valuable in subsequent studies. Moreo-
ver, the sample was largely homogeneous, with most female participants and nearly half 
of them identified as high-achieving students, which may restrict the applicability of 
the findings to more diverse learner populations. Future research could address this by 
employing stratified sampling to compare across gender and proficiency levels. Finally, 
the reliance on self-reported data through questionnaires and interviews may introduce 
bias; thus, future research can adopt methodological triangulation through video obser-
vations, focus group discussions, or LMS learning analytics to provide richer and more 
reliable evidence of students’ affect and autonomy in speaking practice.

Appendix A



Page 26 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 

Appendix B

Author contribution
I am the only author of this manuscript.

Funding
This research received no funding from any organization or institution.

Availability of data and materials
The datasets used and analyzed during the current study are available from the corresponding author upon reasonable 
request.

Declarations

Ethics approval and consent to Participate
All participants provided informed consent before taking part in the study. They were informed about the purpose of the 
research, their right to withdraw at any time, and the confidentiality of their responses. By completing the survey, they 
consented to participate voluntarily.

Competing interest
This study was conducted in accordance with the ethical research guidelines of Hue University and adhered to general 
ethical principles for educational research. Formal ethical approval was not sought as the study did not involve sensitive 
data or interventions with human participants.

Received: 26 March 2025   Accepted: 22 September 2025



Page 27 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 	

References
Albino, G. (2017). Improving speaking fluency in a task-based language teaching approach: The case of EFL learners at 

PUNIV-Cazenga. SAGE Open. https://​doi.​org/​10.​1177/​21582​44017​691077
AlSaqqaf, A., Yang, Y., & Hu, K. (2024). The effectiveness of the incentive autonomous learning strategies (IALS) module to 

improve Chinese non-English major undergraduates’ EFL speaking proficiency. Journal of Language Teaching and 
Research, 15(3), 843–852. https://​doi.​org/​10.​17507/​jltr.​1503.​17

Alvarez, C. L., Tamayo, M. R., & Santos, JCd. (2024). Factors influencing the development of speaking skills among Ecuado-
rian EFL learners: Teachers’ perspectives. Indonesian Journal of Applied Linguistics, 14(2), 319–331. https://​doi.​org/​10.​
17509/​ijal.​v14i2.​74889

Amoah, S., & Yeboah, J. (2021). The speaking difficulties of Chinese EFL learners and their motivation towards speaking 
the English language. Journal of Language and Linguistic Studies, 17(1), 56–69. https://​doi.​org/​10.​3316/​infor​mit.​22019​
87867​65725

Arifin, W. L. (2017). Psychological problems and challenges in EFL speaking classroom. Register Journal, 10(1), 29–47. 
https://​doi.​org/​10.​18326/​rgt.​v10i1.​29-​47

Bajrami, L., & Ismaili, M. (2016). The role of video materials in EFL classrooms. Procedia - Social and Behavioral Sciences, 232, 
502–506. https://​doi.​org/​10.​1016/j.​sbspro.​2016.​10.​068

Belmekki, M. (2023). The effect of self-video recording on the development of students’ speaking skill in higher educa-
tion. The Journal of Quality in Education, 13(21), 21–31. https://​doi.​org/​10.​37870/​joqie.​v13i21.​345

Benson, P. (2016). Learner autonomy. The Routledge Handbook of English language teaching (pp. 339–352). London: 
Routledge.

Bhutto, A. A., Jokhio, A. A., & Ahmad, A. (2023). A case study of teaching speaking skills in large classes: Problems and 
solutions. Pakistan Journal of Humanities and Social Sciences, 11(2), 1953–1960. https://​doi.​org/​10.​52131/​pjhss.​2023.​
1102.​0496

Rosevinda & Bita. (2019). Students perception on using video recording to improve their speaking accuracy and fluency. 
in UHAMKA International Conference on ELT and CALL (UICELL). https://​journ​al.​uhamka.​ac.​id/​index.​php/​uicell/​artic​le/​
view/​4155

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology, 3(2), 77–101. 
https://​doi.​org/​10.​1191/​14780​88706​qp063​oa

Cao, L. T. X., Nguyen, V. H., & Bui, H. P. (2024). Technology-Assisted Task-Based Second Language Assessment for Learning. 
Innovations and Applications of Technology in Language Education (pp. 130–146). Auerbach Publications.

Chau, K. G. (2021). The effect of ICT on learners’ speaking skills development. International Journal of TESOL & Education, 
1(1), 22–29.

Chen, Y. C. (2024). Effects of technology-enhanced language learning on reducing EFL learners’ public speaking anxiety. 
Computer Assisted Language Learning, 37(4), 789–813. https://​doi.​org/​10.​1080/​09588​221.​2022.​20550​83

Coşkun, A. (2016). Benefits of out-of-class speaking activities for EFL students. International Journal of Turkish Literature 
Culture Education, 5(5/3), 1448–1448. https://​doi.​org/​10.​7884/​teke.​654

Council of Europe. (2020). Common European framework of reference for languages: Learning, teaching, assessment – com-
panion volume. Council of Europe.

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed methods approaches. Sage 
publications.

Creswell, J. W., & Plano Clark, V. L. (2018). Designing and Conducting Mixed Methods Research (3rd ed.). SAGE.
Dang, T. N. A., Nguyen, V. T., & Pham, T. N. (2022). Utilizing video recording to develop EFL students’ speaking skills. Interna-

tional Journal of Linguistics, Literature and Translation, 5(5), 63–71. https://​doi.​org/​10.​32996/​ijllt.​2022.5.​5.8
Derakhshan, A., Khalili, A. N., & Beheshti, F. (2016). Developing EFL learner’s speaking ability, accuracy and fluency. English 

Language and Literature Studies, 6(2), 177–186. https://​doi.​org/​10.​5539/​ells.​v6n2p​177
Dewi, D., & Wilany, E. (2022). Factors affecting speaking performance. Langua, Journal of Linguistics, Literature, and Lan-

guage Education, 5(2), 112–122. https://​doi.​org/​10.​5281/​zenodo.​71455​70
Di̇ncer, A. (2020). Understanding the characteristics of English language learners’ out-of-class language learning through 

digital practices. IAFOR Journal of Education, 8(2), 58–96. https://​doi.​org/​10.​22492/​ije.8.​2.​03
Dörnyei, Z. (2005). The psychology of the language learner: Individual differences in second language acquisition. Lawrence 

Erlbaum Associates.
Dörnyei, Z., & Hadfield, J. (2014). Motivating learning. Routledge.
Ellis, R. (2003). Task-based language learning and teaching. Oxford University Press.
Ellis, R. (2009). Task-based language teaching: Sorting out the misunderstandings. International Journal of Applied Linguis-

tics, 19, 221–246.
Ferginan, Y., Ilma, R., & Desvitasari, D. (2025). The role of non-verbal communication in teaching English speaking skills: 

Students’ voices. ENGLISH FRANCA : Academic Journal of English Language and Education, 9(1 May), 31–44. https://​doi.​
org/​10.​29240/​ef.​v9i1

González‐Lloret, M., & Ortega, L. (2014). Towards Technology‐mediated TBLT: An introduction. In M. González‐ Lloret, & L. 
Ortega (Eds.), Technology‐mediated TBLT: researching technology and tasks (pp. 1–22). Amsterdam, Philadelphia: John 
Benjamins Publishing Company.

Holec, H. (1981). Autonomy and Foreign Language Learning. Oxford: Pergamon. (First published [1979], Strasbourg: Council 
of Europe.)

Hordiienko, N. M., & Lomakina, L. V. (2015). Teaching EFL to mixed-ability classes: strategies, challenges, solutions. 
Advanced education, 39–43.

Kang, O., & Yan, X. (2018). Linguistic features distinguishing examinees’ speaking performances at different proficiency 
levels. Journal of Language Testing & Assessment, 1(1), 24–39.

Krashen, S. D. (1982). Principles and Practice in Second Language Acquisition. The University of Michigan Pergamon.
Lai, C., & Li, G. (2011). Technology and task-based language teaching: A critical review. CALICO Journal, 28(2), 498–521. 

https://​doi.​org/​10.​11139/​cj.​28.2.​498-​521

https://doi.org/10.1177/2158244017691077
https://doi.org/10.17507/jltr.1503.17
https://doi.org/10.17509/ijal.v14i2.74889
https://doi.org/10.17509/ijal.v14i2.74889
https://doi.org/10.3316/informit.220198786765725
https://doi.org/10.3316/informit.220198786765725
https://doi.org/10.18326/rgt.v10i1.29-47
https://doi.org/10.1016/j.sbspro.2016.10.068
https://doi.org/10.37870/joqie.v13i21.345
https://doi.org/10.52131/pjhss.2023.1102.0496
https://doi.org/10.52131/pjhss.2023.1102.0496
https://journal.uhamka.ac.id/index.php/uicell/article/view/4155
https://journal.uhamka.ac.id/index.php/uicell/article/view/4155
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/09588221.2022.2055083
https://doi.org/10.7884/teke.654
https://doi.org/10.32996/ijllt.2022.5.5.8
https://doi.org/10.5539/ells.v6n2p177
https://doi.org/10.5281/zenodo.7145570
https://doi.org/10.22492/ije.8.2.03
https://doi.org/10.29240/ef.v9i1
https://doi.org/10.29240/ef.v9i1
https://doi.org/10.11139/cj.28.2.498-521


Page 28 of 28Cao ﻿Asian. J. Second. Foreign. Lang. Educ.           (2025) 10:52 

Le, X. M., Le, K. N., & Thao, L. T. (2024). Factors hindering student participation in English-speaking classes: Student and 
Lecturer Perceptions. SAGE Open, 14(3), 58–96. https://​doi.​org/​10.​1177/​21582​44024​12662​97

Little, D. (2020). Language learner autonomy: Rethinking language teaching. Language Teaching, 55(1), 64–73. https://​doi.​
org/​10.​1017/​S0261​44482​00004​88

Little, D., Dam, L., & Legenhausen, L. (2017). Language learner autonomy: What, why and how. Second Language Acquisi-
tion, 4(1), 1–21.

Menggo, S., Basir, A., & Halum, Y. (2022). Video-based tasks in strengthening speaking skills of EFL college students. Indo-
nesian Journal of EFL and Linguistics, 7, 279–297. https://​doi.​org/​10.​21462/​ijefl.​v7i2.​510

Mulyadi, D., Wijayatiningsih, T. D., Singh, C. K. S., & Prastikawati, E. F. (2021). Effects of technology-enhanced task-based 
language teaching on students’ listening comprehension and speaking performance. International Journal of 
Instruction, 14(3), 717–736. https://​doi.​org/​10.​29333/​iji.​2021.​14342a

Muslem, A., Mustafa, F., Usman, B., & Rahman, A. (2017). The application of video clips with small group and individual 
activities to improve young learners’ speaking performance. Teaching English with Technology, 17(4), 25–37.

Mustakim, M., Lin, M., & Riski, P. (2025). Sustained speaking practice through weekly routines: A pedagogical framework 
for improving oral communication skills. Maspul Journal of English Studies, 7(1), 43–57. https://​doi.​org/​10.​2139/​ssrn.​
52323​05

Nguyen, C. T., Nguyen, K. T., Pham, H. N., & Le, D. T. K. (2022). Developing EFL learners’ autonomy in speaking English: An 
investigation into teachers’ support at a university in the Mekong Delta. Journal of Language Teaching and Research, 
13(5), Article 5. https://​doi.​org/​10.​17507/​jltr.​1305.​06

Nguyen, T. D. T., & Pham, V. P. H. (2022). Effects of using technology to support students in developing speaking skills. 
International Journal of Language Instruction, 1(1), Article 1. https://​doi.​org/​10.​54855/​ijli.​22111

Nunan, D. (2004). Task-based language teaching. Cambridge University Press.
Nuraini, K. (2016). The Barriers of Teaching Speaking English for EFL Learners. ELLITE: Journal of English Language, Literature, 

and Teaching, 1(1), 58–96. https://​doi.​org/​10.​32528/​ellite.​v1i1.​159
Parveen, B. W. (2016). Use of technology in improving speaking skills. Journal of English Language and Literature (JOELL), 

3(2), 121–124.
Pham, N. H., & Nguyen, T. C. (2021). Developing EFL learners’ autonomy in speaking English: An investigation into 

students’ practice at a university in the Mekong Delta. Vietnam. European Journal of English Language Teaching, 6(6), 
58–96. https://​doi.​org/​10.​46827/​ejel.​v6i6.​4039

Pham, T. T., & Le, T. T. (2023). English-Major Students’ Self-Reports on Their Experiences Using Video Self-Recording Tech-
nique. https://​doi.​org/​10.​5281/​ZENODO.​78839​65

Putri, R. N., & Rahmani, B. D. (2019). Students’ perception of using video recording to improve their speaking accuracy and 
fluency. In Proceedings of the UHAMKA International Conference on ELT and CALL (UICELL), 113–122.

Qamar, M. B. (2016). The impact of learner’s autonomy on teaching oral skills (speaking skills) in an EFL classroom. Journal 
of Language Teaching and Research, 7(2), 293. https://​doi.​org/​10.​17507/​jltr.​0702.​07

Ramadhan, S., Indriyani, V., Sukma, E., Jamaluddin, N.B., & Sihes, A.J.B. (2023). Digital teaching materials development con-
taining environmental education using task based language learning (TBLL). Theory and Practice in Language Studies, 
13(11), 2952–2962. https://​doi.​org/​10.​17507/​tpls.​1311.​26

Sakina, R., Arifin, R. A., Mustika, R., & Mulyaningsih, D. U. (2024). The role of video-recorded speaking task in improving 
students’ speaking skill. JEPAL Journal of English Pedagogy and Applied Linguistics, 4(2), 98–110. https://​doi.​org/​10.​
32627/​jepal.​v4i2.​866

Suparlan, S. (2021). Factors contributing to students’ speaking anxiety. Journal of Languages and Language Teaching, 9(2), 
160–169.

Swain, M. (1985). Communicative competence: Some roles of comprehensible input and comprehensible output in its 
development. In Input in second language acquisition, ed. S. Gass and C. Madden. Rowley, Mass.: Newbury House.

Tran, Q. T., & Dang, T. N. N. (2019). Four aspects of English speaking difficulties encountered by tertiary English-majored 
students. Ho Chi Minh City Open University Journal of Science - Social Sciences, 9(2), 53–64. https://​doi.​org/​10.​46223/​
HCMCO​UJS.​soci.​en.9.​2.​261.​2019

Tukan, F. M. E. (2024). Student’s perception of improving speaking skills through video recording task. Journal of Linguis-
tics, Culture, and Communication, 2(1), 18–29. https://​doi.​org/​10.​61320/​jolcc.​v2i1.​18-​29

Ulla, M. B. (2020). Students’ speaking motivation and their perspectives on a task-based language classroom: Pedagogical 
implications. The Journal of AsiaTEFL, 17(2), 681. https://​doi.​org/​10.​18823/​asiat​efl.​2020.​17.2.​26.​681

Willis, D., & Willis, J. (2007). Doing task-based teaching. Oxford University Press.
Willis, J. (1996). A flexible framework for task-based learning. Challenge and Change in Language Teaching, 52(1), 52–62.
Xue, S. (2022). A conceptual model for integrating affordances of mobile technologies into task-based language teach-

ing. Interactive Learning Environments, 30(6), 1131–1144. https://​doi.​org/​10.​1080/​10494​820.​2019.​17111​32
Yahya, Y., Yusrizal, Y., & Kurniawan, R. (2019). Technology in teaching speaking skills: A review of current literature. Journal 

of Language Education and Development (JLed), 2(1), 242–251. https://​doi.​org/​10.​52060/​jled.​v2i1.​204
Yildiz, Y., & Yucedal, H. M. (2020). Learner autonomy: A central theme in language learning. International Journal of Social 

Sciences & Educational Studies, 7(3), 208–212. https://​doi.​org/​10.​23918/​ijsses.​v7i3p​208

Publisher’s Note
Springer Nature remains neutral with regard to jurisdictional claims in published maps and institutional affiliations.

https://doi.org/10.1177/21582440241266297
https://doi.org/10.1017/S0261444820000488
https://doi.org/10.1017/S0261444820000488
https://doi.org/10.21462/ijefl.v7i2.510
https://doi.org/10.29333/iji.2021.14342a
https://doi.org/10.2139/ssrn.5232305
https://doi.org/10.2139/ssrn.5232305
https://doi.org/10.17507/jltr.1305.06
https://doi.org/10.54855/ijli.22111
https://doi.org/10.32528/ellite.v1i1.159
https://doi.org/10.46827/ejel.v6i6.4039
https://doi.org/10.5281/ZENODO.7883965
https://doi.org/10.17507/jltr.0702.07
https://doi.org/10.17507/tpls.1311.26
https://doi.org/10.32627/jepal.v4i2.866
https://doi.org/10.32627/jepal.v4i2.866
https://doi.org/10.46223/HCMCOUJS.soci.en.9.2.261.2019
https://doi.org/10.46223/HCMCOUJS.soci.en.9.2.261.2019
https://doi.org/10.61320/jolcc.v2i1.18-29
https://doi.org/10.18823/asiatefl.2020.17.2.26.681
https://doi.org/10.1080/10494820.2019.1711132
https://doi.org/10.52060/jled.v2i1.204
https://doi.org/10.23918/ijsses.v7i3p208

	The effects of technology-assisted tasks on students’ affect and autonomy: a case study in EFL speaking classes in Vietnam
	Abstract 
	Introduction
	Literature review
	Speaking skills in the EFL context
	Task-based learning in speaking instruction
	Challenges faced by EFL students in speaking classes
	The role of affect and autonomy in EFL speaking skills development
	Technology-assisted speaking tasks
	Previous studies and research gaps

	Method
	Research setting and task design
	Research setting
	Technology-assisted speaking task design


	Research approach
	Research instruments
	Research participants
	Data collection, analysis and integration
	Ethical considerations

	Research findings
	RQ1: Effects of technology-assisted speaking tasks on students’ affect
	Effects on students’ motivation for practicing speaking skills
	Effects on students’ speaking anxiety reduction
	Effects on students’ self-confidence enhancement for speaking skills

	RQ2: Effects of technology-assisted speaking tasks on students’ autonomy
	Effects on students’ ability to set goals for speaking practice
	Effects on students’ self-management of their speaking practice
	Effects on students’ self-assessment of speaking skills


	Discussions
	Effects of technology-assisted tasks on EFL students’ affect in speaking practice
	Effects of technology-assisted tasks on EFL students’ autonomy in speaking practice
	Pedagogical recommendations

	Conclusion and limitations
	Appendix A
	Appendix B
	References


