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Since the World Health Organization initially declared the outbreak of the
COVID-19 pandemic, new issues have arisen in English language teaching (ELT).
Although task-based language teaching (TBLT) and task-supported language
teaching (TSLT) have received significant academic attention and recognition
in traditional classroom settings, there is insufficient research on their effects
on students’ L2 motivational self system and speaking self-efficacy in an online
emergency EFL classroom. Therefore, this mixed-methods study aims at investi-
gating the impacts of TBLT, TSLT, and PPP on the L2 motivational self system and
speaking self-efficacy of students at Hanoi University (HANU). After collecting
117 questionnaires from three English-major speaking courses and performing
a group interview with 12 students, the researchers examined the quantitative
and qualitative data using one-way ANOVA, sentiment analysis, and content
analysis. The findings revealed that task-based instruction was more successful
than the PPP approach in increasing student speaking self-efficacy and L2 moti-
vational self system in the online emergency EFL speaking classroom. Moreover,
teachers should pay attention to five elements related to the application of PPP,
TBLT, and TSLT, including the teacher’s role, time allocation, content, group work
and peer support, and pre-task/activity preparation, which influence learners’
perceived motivation and speaking self-efficacy.
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Introduction

With the rise of Communicative Language Teaching (CLT), many approaches
have appeared to facilitate language learning and teaching efforts. Among
these approaches, Task-based language teaching (TBLT) and Task-supported
language teaching (TSLT) have received great research attention and recogni-
tion. Studies in the last decades about the effects of TBLT and TSLT on language
acquisition have proved that the two approaches can develop the learners’
linguistic complexity, fluency, and accuracy, particularly oral skills (Albino,
2017; Bava Harji & Gheitanchian, 2017). Additionally, research also confirms
the impacts of TBLT and TSLT on students’ psychological factors, including
motivation (Huang, 2016), enjoyment, and anxiety (Bao & Du, 2015).

However, new problems have arisen in ELT since the first declaration of the
COVID-19 outbreak by the World Health Organization in 2020. Many public and
private educational institutions have been severely affected due to lockdown
and social distancing policies. Although some places have smoothly transi-
tioned to online communication in response to this disaster, many schools and
universities do not have a sophisticated and built-up system to conduct online
lessons. Many teachers have to activate the online emergency classrooms
using free and readily available online conference applications like Zoom or
Google Meets to adapt to the current situation and maintain the educational
process. The emergency teaching system, in this case, is usually run by the
teacher in reaction to emergencies rather than an institutional platform that
has been carefully designed and monitored by a technical expert. Admittedly,
the new learning and teaching context creates several challenges, particularly
in speaking classes, such as multitasking, distraction, and low levels of interac-
tion between teachers and students (Kear et al., 2012; Lowenthal et al., 2017).
In addition, teachers also report having difficulties with the virtual environ-
ment despite their extended teaching experience (Awang et al., 2018; Rashid
et al., 2021).

Although an extensive body of literature is dedicated to TBLT and TSLT, most
studies only focus on the effects of tasks in the traditional face-to-face class-
room. Since early 2020, there has been a need for teachers to conduct effective
emergency classes, urging them to find out suitable teaching techniques, online
materials, and platforms (Gonzdalez-Lloret, 2020). However, little attention is
paid to the significance of designing pedagogical tools and tasks in those classes
to encourage students’ language production (Gonzdlez-Lloret, 2020). Questions
are raised as to whether the teaching approaches that are highly successful in
traditional face-to-face contexts are still applicable to the online emergency
classroom. A wide variety of online platforms may adequately fulfill educa-
tional purposes during this challenging period, but they are not without limita-
tions, ranging from unstable video transmission to poor call quality. Therefore,
more attention should be paid to the implementation of teaching approaches
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been appropriately trained nor provided proper guidelines for working and

studying. Because teaching and learning online can create an unfamiliar atmo- e
sphere compared to the traditional face-to-face class, it is important to examine JALT CALL
the effects of TBLT and TSLT on the psychological variables of the students. This Vo ournal
mixed-methods study investigates the effects of TBLT and TSLT on learners’

motivation and speaking self-efficacy to bridge the gaps in the literature. The

first part of this article is to contextualize and signify the theoretical and prac-

tical importance of our research in the new ELT era, followed by an in-depth

overview of the literature on emergency language teaching, computer-assisted

tasks, TBLT, TSLT, self-efficacy, and motivation. The authors also propose a the-

oretical and conceptual framework on which this study is based. Next, the

authors elucidate the research methodology, data collection, and data analysis.

The next part of this article discusses our findings and suggests pedagogical

implications. Finally, the authors summarize the main points, consider some

limitations, and suggest future research directions.

in the online emergency classroom where teachers and learners have neither I

Literature review

The conceptualization of online language learning and emergency
language learning

N
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Online learning has become part and parcel of the educational system in many
developed countries. For example, in the United States, where online learn-
ing has been developed for decades, nearly 33% of higher education students
attended online education (Allen & Seaman, 2013). Online courses are also
effectively conducted in European countries thanks to their well-established
Learning Management System (LMS). Paulsen (2003) concludes that almost
all LMSs in 113 European schools across 11 countries were well developed,
enabling an increasing number of newly opened online classes. Likewise,
China has comprehensively developed its online learning facilities, resource
building, and academic training (Wang et al., 2018). Nonetheless, according
to Venkatesh and Sykes (2013), online learning is not popular in developing
countries, as the citizens do not have access to information and communica-
tions technology, such as computers, laptops, or the Internet. For example, in
Vietnam, a developing nation, online learning is inevitably not the top priority
of educators. According to Pham et al. (2019), only 20 out of 278 higher educa-
tional institutions in Vietnam have an online learning system, and a majority
of universities still maintain their physical classrooms as the only mode of
course delivery.

Although emergency remote teaching (ERT) has existed for more than thirty
years to sustain education in times of wars (Davies & Bentrovato, 2011) and nat-
ural disasters (Baytiyeh, 2018), this educational model has only been adopted as
an urgent solution on a global scale during the COVID-19 pandemic since 2020.
The pandemic has caused both developing and developed countries to move
to online classes. Unlike carefully crafted online courses, these emergency
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classrooms are established under time pressure as a temporary response to

crises (Hodges et al., 2020) when the brick-and-mortar classrooms cannot be

maintained. For developed countries with well-constructed LMS, the shifts are

much easier (Vuorikari et al., 2020). By contrast, developing countries may have

tremendous difficulty transforming their physical classrooms to the virtual

environment, particularly when a well-established e-learning curriculum and

LMS systems are missing. The purpose of online classrooms in underprivileged

countries is not to create a rigorous learning system but rather to resume edu-
cational opportunities in the shortest time with readily available materials and

infrastructures (Hodges et al., 2020). The purpose and features of ERT, therefore,
can separate it from traditional online learning. In this article, the authors will

regard ERT as a form of online classes carried out in crises without proactive

planning and preparation.

The difference between online learning and ERT is evident in language
learning and teaching. In developed countries, online language teaching has
been established for decades. A study about European countries over seven
years has indicated the potentials of information and communications tech-
nology in language teaching (Germain-Rutherford & Ernest, 2015). Many types
of English training programs have been developed by both universities and
private companies in the form of online courses or self-study courses (Bing,
2017; Manegre & Sabiri, 2020). In China, for example, English online courses
are in great demand, building a billion-dollar industry (Manegre & Sabiri, 2020).
However, these carefully planned courses are absent in emergency language
classrooms. Instead of a carefully planned online course, emergency online
language teaching usually serves as the mere transference and continuity of
the offline courses’ “leftovers.” Acknowledging the distinctive features of ERT,
the authors suggest four characteristics that can differentiate emergency lan-
guage teaching from online education. First, emergency language teaching
is considered an immediate and temporary solution, so it has to be flexible
and user-friendly with minimum technical support from institutional technol-
ogy specialists. Second, as some offline language materials cannot be applied
directly to online courses (Hodges et al., 2020; Turchi et al,, 2020), online learn-
ing materials should be among the priorities of teachers and educators. Third,
teachers should combine asynchronous and synchronous lessons depending
on students’ real-time situations to enhance interactivity and communication
among learners (Turchi et al.,, 2020). Fourth, instead of summative tests, which
can be interrupted in case of medical quarantine, medical check-up, or evacua-
tion, there is a need to entail a formative assessment. For example, the ongoing
assessment in an emergency ELT class can include daily activities or discus-
sions on forums that students can report at home, while the final test can be
replaced with a portfolio, a take-home essay, or a mini-project. The four char-
acteristics above can fundamentally distinguish emergency language teach-
ing from other online language classes that have been well-established with
long-term preparation.
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Tasks and computer-assisted language tasks

Ellis (2003, p.16) defines a task as “a work plan that requires learners to pro-
cess language pragmatically in order to achieve an outcome.” According to
Ellis (2003), a task should include four characteristics. First, the task should be
primarily dedicated to meaning. Second, it should contain some kinds of gaps,
including information-gap, reasoning-gap, and opinion-gap (Prabhu, 1987).
The third feature is the learners’ reliance on linguistic or non-linguistic use to
accomplish their activity, and the fourth is a detailed outcome of the task. Ellis’s
definition of tasks and task characteristics is hereby applicable for both Task-
based language teaching and Task-supported language teaching in this article.

Tasks can be classified in different ways. Unfocused tasks usually facilitate
students’ general communication skills, whereas in focused tasks, students
must practice a particular grammar structure (Ellis, 2009). From another per-
spective, Nunan (2004) separates tasks into pedagogical and real-world tasks,
stating that pedagogical tasks only happen in the classroom when the latter can
be applied in daily life conversations. With the rise of computer-assisted lan-
guage teaching and online language teaching, another type of task, computer-
assisted language tasks, becomes increasingly popular. A computer-assisted
task generally has defining criteria of an offline task, while it is conducted on
an online platform. The platform where online language classrooms take place
should afford the opportunities to enhance the language learning and teach-
ing process (Colpaert, 2013). According to Colpaert (2013), the online language
learning and teaching environment should first enhance students’ access to
up-to-date cultural materials and realia. In other words, with the assistance of
technology, the classroom environment should focus on visualizing and stimu-
lating students’ learning experiences. Secondly, students should have adequate
communicative activities to acquire the target language. In an effective online
learning environment, technology enables students to work with tasks that
contribute to their communicative competence by practicing different tasks
and activities instead of just reading textbooks (Gonzalez-Lloret & Ortega, 2014).
Technology-mediated learning environments can also enhance students’ expo-
sure to authentic language and useful platforms due to their dynamic functions,
such as supplying an immersive gaming environment, whiteboards, emails, or
blogs. Noticeably, according to Murphy (2016) and Stockwell (2013), students
who work with technological platforms have a higher level of motivation than
other students because technology-based instruction and student-centered
approaches in online classrooms have the potential to contribute to motiva-
tion enhancement (Hancock et al., 2002).

Language teaching and learning with tasks

Task-based language teaching and task-supported language teaching. Task-
based language teaching is the practice of CLT philosophy, which aims at pro-
viding communicative opportunities and tasks that can facilitate students’ lin-
guistic development (Jeon & Hahn, 2006). In essence, TBLT gives priority to
content-based tasks rather than linguistic features (Littlewood, 2004). While
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task-based language teaching is based on the transfer-appropriate process-
ing theory, task-supported language teaching hinges on skill acquisition theory.
That is, task-supported language teaching is applied with the methodological
procedures of Present-Practice-Produce. The purpose of tasks in TSLT is to con-
solidate the learners’ pre-existing knowledge to enhance their fluency (Ellis,
2003). Tasks applied in a PPP lesson support the transformation of declarative
and explicit knowledge into procedural and implicit, or at least speeded-up
declarative knowledge.

Lesson design with tasks. As mentioned above, tasks in TBLT can be focused
or unfocused. For focused tasks, learners already know what linguistic items
to focus on before doing the task, yet in unfocused tasks, the learners mainly
focus on meaning rather than linguistic knowledge. In contrast, TSLT requires
focused tasks because it must support the teaching and learning outcome of
the PPP lesson. According to Ellis (2009), the lesson design of a TBLT classroom
contains three main stages: pre-task, main task, and post-task. He proposes that
before starting a lesson, teachers should create a preparatory task for students
to be involved and motivated (Dérnyei, 2001). The task in this phase can act as a
model for the main task coming afterward (Prabhu, 1987). After that, the main
task will center around students’ performance, which is considered the corner-
stone of TBLT lessons (Ellis, 2009). The third and last phase of TBLT lessons is
post-task that encourages students to re-practice the task, reflect on what they
have done, and draw attention to linguistic forms that students usually make
mistakes (Loshcky & Bley-Vroman, 1993). According to Ellis (2009, p.96), teach-
ers can correct students’ errors by providing “consciousness-raising activities,”
creating tasks for students to produce the language, and conducting “noticing
activities” in the last stage.

In contrast, TSLT usually applies the PPP framework to incorporate tasks in
the production stage. According to DeKeyser (1998), the PPP approach focuses
on presenting the target language first (in the cognitive stage), followed by
activities for developing the habit of using language (associative stage), and
freer practice to encourage students to use the language (autonomous stage).
PPP advocates believe that familiarizing students with regular uses and forms
of a linguistic item through teachers’ guidance can enhance students’ accuracy
and reduce errors (Hall, 2018). He argues that teachers should demonstrate
how the target language’s items are accurately used for students by exploit-
ing this method, beginning with contextualizing and presenting clear instruc-
tions on how a new language item is used in real life. The presentation stage
is followed by the practice stage, which includes drills and exercises from con-
trol practice to freer practice. The last stage, production, involves the appli-
cation of language items that students have acquired into free-practice tasks
to foster learner speeded-up declarative or procedural language knowledge
development.
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The suitability of tasks for an emergency language class

TBLT may be suitable for emergency language teaching and learning thanks to

four overarching characteristics. Firstly, as mentioned above, students have to

use their own knowledge to perform tasks rather than using the presented lan-
guage by the teacher, which is appropriate for the flexibility of an emergency
ELT class. Students can still learn with peers to perform the task without con-
stant scaffolding and support from the teacher. Compared to the PPP approach,
which requires teachers in most stages, particularly in presentation and prac-
tice, task-based learning appears to address the constraints of emergency learn-
ing when teachers cannot attend to many online groups of students simultane-
ously in a virtual lesson. Secondly, authentic materials in TBLT classrooms can

be suitable for emergency ELT classes. These digital pedagogic and authentic

materials on the Internet can be found more easily, which in turn minimizes

the need to digitalize offline coursebooks and handouts. Finally, collaborative

tasks are highly effective in enhancing students’ interaction. Emergency ELT
classes take place during wars, conflicts, or global diseases such as COVID-
19, so students may suffer from anxiety, stress, burnout, and demotivation

(Aristovnik et al., 2020; Gillis & Krull, 2020). Thus, working with tasks in a small

group or building classroom community through tasks (Gonzalez-Lloret, 2020)

can provide students with a sense of connection, collaboration, and de-isola-
tion. Regarding the suitability of tasks for emergency ELT classes, the authors

expect TBLT and TSLT to cater to teachers’ and students’ needs in an emergency
language class while creating a motivating and encouraging learning environ-
ment. Therefore, this article aims at investigating different uses of tasks in EFL
online emergency classrooms and comparing the effects of task-based teaching
approaches with the conventional PPP approach on students’ motivation and

speaking self-efficacy.

Self-efficacy

Self-efficacy is a concept drawn from Bandura’s social-cognitive theory, refer-
ring to one’s confidence in their capacity to complete activities successfully
(Bandura et al., 1999). When people gain increased confidence and self-per-
ception after a successful performance, they expect another successful perfor-
mance in the future. In addition, people who feel assured that they can acquire
specific skills and perform certain tasks are more likely to sustain more efforts.
Negative feedback from others causes them to hold self-doubts and fixate per-
sonal flaws when challenges arise. In ELT studies, self-efficacy is a strong pre-
dictor for language learning strategies, motivation, and language achievement
(Liu, 2013). A study by Chen and Lin (2009) concludes that students with higher
academic self-efficacy tend to have higher academic performance than those
who have medium or low self-efficacy. According to Bandura (1990), Mikulecky
et al. (1996), and Wood and Locke (1987), self-efficacy is three-fold in general.
The first dimension is ability, which focuses on the student’s perceived ability to
speak English. This component assesses features like the ability to participate
fully in conversations that are entirely in English, the ability to communicate
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with lecturers or international students, and the ability to speak English under
pressure. The second dimension, activity perception, addresses students’ beliefs
of activities that need them to communicate in English. This dimension assesses
features such as students’ perceptions of role-plays, debates, oral presentations,
and in-class discussions. Finally, the aspiration dimension refers to how success
or failure influences self-efficacy expectations in similar or unfamiliar situa-
tions or environments. It also assesses characteristics such as learners’ aspira-
tion to speak English successfully or in the future.

L2 motivational self system

The L2 motivational self system was suggested by Dornyei (2009) as a model with
three key dimensions: the ideal L2 self, the ought-to L2 self, and the L2 learning
experience. According to Dérnyei (2009), the ideal L2 self is the L2-specific fea-
ture of one’s ideal self. It is a model of whom the L2 user would like to become
in the future. If one aspires to be a competent L2 user who can successfully
communicate with foreign friends, for example, the ideal image of oneself as a
fluent L2 user might serve as a powerful motivation to bridge the gap between
one’s current self and this ideal image. Simultaneously, the ought-to L2 self is
the second component of the L2 motivational self system, which refers to the
traits one feels a strong inclination to possess (Dornyei, 2009). For example, if
a person wishes to acquire an L2 to meet his or her boss’s or teacher’s expec-
tations, the ought-to L2 self can serve as the primary drive for L2 acquisition.
Lastly, learners’ attitudes toward second language learning are influenced by
situation-specific motives. In other words, the L2 learning experience mani-
fests the contextual and executive motives directly connected to the immedi-
ate learning environment and experience. This final component acknowledges
that teachers, classroom practices, peers, and other elements in the learners’
environment may impact their motivation to acquire an L2 (Lamb, 2012).

Theoretical framework

The effects of teaching approaches on speaking self-efficacy and motiva-
tion. Research in psycholinguistics and psychology has tried to delineate the
relationship between the teaching approach, self-efficacy, and motivation in
the offline environment (Harris & Leeming, 2021; Tavakoli et al., 2019). Mills
(2014) evinces three criteria comprising a teaching approach that fosters self-
efficacy development: (1) instructional choices, (2) curriculum design, and (3)
training in strategy and attribution. After conducting experimental research
applying TBLT and conventional teaching approaches, Hamad (2013) concludes
that different teaching methods have different effects on students’ confidence
in their speaking skills. The research findings show that task-based learning
is superior in developing students’ proficiency and self-efficacy as students
were more motivated in lessons using TBLT than the PPP approach. Another
article by Leeming (2017) concludes that after a one-year course studying with
TBLT and PPP, 77 students’ self-efficacy increased dramatically, which in turn
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increased their proficiency. This longitudinal experimental study, however,
came to the conclusion that there was no significant difference between the
means of speaking efficacy of the students in the TBLT and PPP classes. As dif-
ferent studies point out contradictory results, it is hard to conclude whether the
different approaches may result in different levels of learners’ speaking self-
efficacy and motivation. Admittedly, the extensive literature review exposes
the gaps in research regarding the effects of teaching approaches, inclusive
of TBLT and TSLT, on speaking-self efficacy and motivation in both online and
offline classrooms. Among the limited articles focusing on the relationship
between instructional approaches, self-efficacy, and motivation in language
teaching and learning (Harris & Leeming, 2021), a majority of studies only
focus on other skills such as reading (Tavakoli et al.,, 2019), writing (Erkan &
Saban, 2011; Piniel & Csizér, 2014), and listening (Collins & Hunt, 2011). There
is indeed a severe gap in the academic world to assess the effects of teaching
approaches, particularly TBLT and TSLT, on speaking efficacy in the classroom.
Furthermore, as teachers have been forced to shift from the traditional face-
to-face to online emergency classrooms since the outbreak of COVID-19, it is
questionable whether EFL learners’ motivation is also influenced by teaching
approaches in a virtual environment.

The relationship between self-efficacy and motivation. There is a co-depen-
dent relationship between self-efficacy and motivation. When learners have
confidence in their ability to fulfill a task designated in a lesson, they will have
a more positive attitude towards learning (Kormos et al., 2011). Moreover,
learners will likely alter their behavior to assign a heightened level of effort to
succeed in a task if they have high self-efficacy (Schunk, 1991). Furthermore,
Zimmerman (2000) also claims that self-efficacy could enhance learning moti-
vation and sustain it. Likewise, Dérnyei (2009) combines self-efficacy as a cog-
nitive constituent of the motivation-cognition-affect model. Tilfarlioglu and
Cinkara (2009) conducted a study with 175 students of three different pro-
ficiency levels and concluded that, regardless of their language proficiency,
learner self-efficacy positively correlates with their academic success due to
academic motivation and self-setting goals. As explained in the introduction,
a self-setting goal is their ideal self that is a part of the L2 motivational self
system. Tilfarlioglu and Cinkara’s study aligns with other research works in
applied linguistics and social psychology, supporting the causal relationship
between self-efficacy and motivation (Dérnyei & Ushioda, 2013; Piniel & Csizér,
2014; Yusuf, 2011).

Based on the thorough review of the literature above, this article proposes
a conceptual framework representing the relationships between teaching
approaches, speaking-self efficacy, and motivation in offline classes:

1. Offline teaching approaches impact speaking self-efficacy.

2. Offline teaching approaches impact motivation.

3. There is a positive correlation between self-efficacy and motivation in

an offline speaking class.
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Teaching approaches

Speaking self-efficacy

L2 motivational
self system

Figure 1. Relationships between teaching approaches, speaking self-efficacy, and L2 motivational

self system

However, these relationships have not been proven yet in the online emer-
gency environment. Therefore, to bridge the gap researching English language
teaching and learner psychology in the computer-assisted environment, the
authors seek to investigate the first two relationships representing the effects
of teaching approaches (TBLT, TSLT, and PPP) on self-efficacy and motivation in
online speaking classes within this study. Nonetheless, the correlation between
self-efficacy and motivation will be mentioned here and there in this article
regarding their inextricable relationship. Thus, this article proposes three
research questions:
1. What are the effects of online teaching approaches (TBLT, TSLT, and PPP)
on learners’ speaking self-efficacy in an emergency speaking class?
2. What are the effects of online teaching approaches (TBLT, TSLT, and PPP)
on learners’ L2 motivational self system in an emergency speaking class?
3. What are the students’ perceptions about how the three online emer-
gency speaking classes may affect their speaking self-efficacy and L2
motivational self system?

Methodology

The rationale for the method choice

Based on postpositive ontology and pragmatic epistemology, the authors follow
the convergent mixed-methods research by Creswell (2012). In this study, the
authors hope that qualitative data collected from the focus-group interview
would add weight and clarity to the quantitative data of the questionnaire.
In other words, our main purpose of combining these two types of data and
analysis is triangulation, which can be achieved through applying a mixed-
methods approach (Riazi & Candlin, 2014). This design also allows the research-
ers to combine the greatest elements of both quantitative and qualitative data
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collection so that the two sets of data can complement each other and thus,
provides the researchers with an in-depth understanding of the research sub-

ject (see Figure 2). o

JALT CALL
Quantitative data vol. ﬁ”r:gi'
collection and analysis
(questionnaire)
Triangulate Interpretation
complementary
Qualitative data collection
and analysis (focus group
interview)
Figure 2. Research design rationale
Participants
The participants were 120 Vietnamese EFL learners, 60% males and 40%
females, aged 24-31. They were English-major students of a part-time program &
at Hanoi University (HANU). Simple random sampling was used to recruit the %»
3

participants, and three out of five English classes on the campus were ran-
domly selected. The majority of the participants had a full-time job, while about
20% were doing a part-time job; they were also in their first year of the pro-
gram. According to their placement test results provided by the school, their
English proficiency was at the low to mid intermediate level (B1.1-B1.2 level)
of the Common European Framework of Reference for Languages. In addition,
all participants were native Vietnamese speakers with similar cultural back-
grounds. Regarding its composition, this sample might be considered represen-
tative of Vietnamese first-year students pursuing a second Bachelor’s degree
in English at HANU.

Sampling techniques

In this study, two sampling procedures, simple random sampling and strati-
fied sampling, were implemented to select the participants for the survey and
the focus group interview, respectively. Before the experiment, the study par-
ticipants, who were also the survey respondents, were employed using simple
random sampling. Three out of five English classes on the campus were ran-
domly selected. The participants (N = 120) were Vietnamese EFL learners from
three intact classes at HANU (n1 = 40; n2 = 40; n3 = 40). According to Creswell
(2012), in simple random sampling, the researchers select individuals for the
sample so that any sample of size N has an equal likelihood of being drawn.
Therefore, each individual of the population under investigation could have an
equal chance of being selected. In the qualitative stage, stratified sampling was 1
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used in order to select the interviewees. Observations about the students’ rate
of participation, attendance, and contribution were made. Both this set of data
and the mid-term test results were analyzed. As a result, three groups of stu- e
dents with different levels, including high, middle, and low performance, were JALT CALL
formed. In each class, one student in the high-performance group and one stu- Vo ournal
dent from the low-performance group were randomly chosen for the interview.
Because the number of students in the middle-performance group was twice
as high as the number of students in high-performance or low-performance
groups, two students from the middle-performance group were chosen from
each class. In total, the researcher recruited 12 students for the group inter-
view. The rationale behind the division was to reduce any effects of language
performance on self-efficacy and the L2 motivational self system (Dornyei &

Ushioda, 2013; Jaekel, 2020).

The implementation of emergency language teaching at Hanoi University

Relying on the characteristics of ERT and the suggestions by Gacs et al. (2020),
the process of implementing emergency ELT classes at Hanoi University in
this research was divided into four main stages, including preparation, design,
implementation, and evaluation. According to Gacs et al. (2020), in the first

stage, lecturers at this university were recommended to consider the perspec- &
tives of students towards online learning. One reason is that students could be %»
=]

greatly affected by the practices of ERT in language education. Characteristics
of students with full-time employment, family commitments, and other respon-
sibilities were included in course design and delivery (Robinson et al., 2020).
A needs analysis and training for teachers, then, should be conducted to pre-
vent technology-related problems. In the second stage, factors such as learn-
ing objectives, delivery format, platforms and tools, organizational structure,
modes, skills, interaction types, assessment, and evaluation plan were informed
to students. The lecturers at HANU needed to highlight that although the design
of online learning was conducted prior to the course, ERT is based on the prem-
ise that courses should be tailored to the actual educational context (Gacs et al.,
2020). After this stage, the final design should be gauged before implementation
to reduce design flaws. In the implementation stage, lecturers were advised
to establish communication practices, establish a learning community, and
give support where relevant. Teachers could scaffold understanding strate-
gies, deliver necessary feedback, and teach online learning strategies (Gacs et
al., 2020). In this stage, it could also be advisable for teachers to revisit some
ERT’s affordances and constraints to offer on-time solutions for unpredictable
challenges (Gacs et al., 2020). Because this trend of ERT may continue for a long
period, it is vital that the ERT process be constantly evaluated. Gacs et al. (2020)
propose the release time for course maintenance and curricular development
in the last stage. Finally, professional training, curricular planning, and evalu-
ation practices should be conducted. In short, the process proposed by Gacs et
al. (2020) can be effective in second/foreign language education because it has
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addressed an important difference between online learning and ERT, which is
the urgent and rapid design of ERT during crisis times.
The
. . . JALT CALL
The rationale for the main task choice Journal

vol. 18 no.1

The tasks in the three lessons aim to boost students’ teamwork, communication,
and presentation skills. After working in groups, in Lesson 1, students can talk
about their meal preparation with a limited budget. After Lesson 2, students
can design a house using three sustainable materials and present their building
plan to the class. After Lesson 3, students are required to design infographics
that summarize the timeline of space exploration missions. The main tasks in
the first TBLT lesson ask students to work in groups to prepare meals in a day
with 100 dollars. In the main task of the second TBLT lesson, the students have
to choose three green materials to build a sustainable house. In the third les-
son, the main task requires students to read the texts, extract historical events
related to space exploration, and arrange them in chronological order before
demonstrating them as an infographic. The complexity of the three main tasks
requires students to use both their reasoning ability and their teamwork skills.
A detailed description of task type and features is provided in Appendix A.

In a TSLT lesson, the tasks are employed as freer practice for students after

the teacher instructs students and explicitly advises them to use specific gram- &
mar structures and lexical items. The PPP class will learn the same content as %ﬁ
>

the TSLT class. However, the last activity for free practice is the conversation
time for students to discuss the topic they learned rather than doing a task.

Research instruments

Questionnaire. The questionnaire employed in this study contained 36 items
and was divided into two parts (see Appendix B). The first part examined the
three dimensions of learner self-efficacy: ability, activity perception, and aspi-
ration, and the second part included three dimensions of the L2 motivational
self system: ideal self, ought-to self, and learning experience. On a 5-point
Likert-type scale, participants were asked to choose one of five replies, from (1)

“strongly agree” to (5) “strongly disagree.” Because the participants were more
fluent in Vietnamese, the English version of the questionnaire was translated
into Vietnamese. The purpose of translating into the participant’s first language
was to increase the data’s reliability and obtain a high response return rate
(Thomas, 2013).

Regarding the pilot test of this questionnaire, an English class of the same
level (B1) was chosen randomly at HQT Education, Ho Chi Minh City. There
were 25 students in this online class, and one out of the three TBLT lessons was
taught to these students. After the lesson, they were asked to complete the pilot
questionnaire. The responses were collected, and Cronbach’s alpha was used
to examine these responses. It yielded high values for the six dimensions of
the L2 motivational self system scale and the speaking self-efficacy scale (from
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a =.879 to a=.970). The results confirmed that this survey was reliable enough
to administer to the experimental groups.

Focus-group interview. According to Cohen et al. (2011), focus groups could
supplement more traditional types of interviews, questionnaires, or observa-
tion, because it is useful for collecting qualitative data and triangulation. The
interview question taxonomy is provided in Appendix B. The interviewer did
not raise these questions in a fixed but random order. Instead, the specific
focus-group interview began with basic and less complex questions before
moving on to more complex research questions, as directed by King and
Horrocks (2010). Moreover, some questions contained a probe and prompt
function, which was intended to evaluate the interviewees’ comprehension
and prompt the interviewee to explain himself/herself (Drever, 1995).

Procedures

After acquiring consent from the department’s management board and pre-
senting the research outline, the researchers randomly chose three out of five
B1 classes at HANU. Within this study, the researchers chose to use Zoom, an
online platform for communication, which closely resembles in-person instruc-
tion. Also, with the advanced Breakout rooms and the co-annotate option that
allow for group work and presentation, this online platform can be considered
an ideal online learning environment for emergency classes. Zoom enabled
the teachers to provide students with computer-supported tasks with both cri-
teria and functionalities of an effective learning environment. Over the past
two months, because many students in Vietnam had been using online plat-
forms due to the lockdown of schools and institutions, the participants in this
study were rather familiar with Zoom. Thus, no tutorials on how to use Zoom
were given. Besides the synchronous session, students also had the Google
Classrooms and Facebook’s group as an asynchronous platform for the emer-
gency ELT class where they could get the learning materials, discuss their dif-
ficulties, and ask for support from their teachers and friends. At the beginning
of the procedure, the researchers visited the online classes and explained the
research to the students. On recognizing that obtaining people’s signatures
using written consent forms could be perceived as distressing for the partici-
pants (Nakkash et al., 2009), the authors verbally solicited their consent to join
in the study rather than obtaining signatures. The participants of the three
classes (n1 = 40; n2 = 40; n3 = 40) were taught by the same teacher, who had
received training about TSLT, TBLT, and PPP in university. Also, the research-
ers and the teacher had worked together about pedagogical aspects to reach a
complete agreement on the instruction of each lesson. The three classes stud-
ied three speaking sessions over three weeks about Food, Sustainable Housing,
and Space Exploration. After the three weeks, 120 questionnaires were deliv-
ered online, and 117 were collected as three students were quarantined due to
COVID-19 infection (return rate = 97.5%). As COVID-19 prevented face-to-face
interaction, 12 students from three classes were chosen to participate in the
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online focus group interview. They were invited to meet with the researchers
in the Zoom meeting, where the focus group interview took place for about 60
minutes. The interview was taped, transcribed, and closely examined.

Data collection and analysis

The quantitative data included students’ responses from the speaking self-
efficacy and L2 motivational self system questionnaire. The questionnaire
responses were entered into the one-way analysis of variance (ANOVA) on
SPSS. Regarding the qualitative data, the interview was recorded and tran-
scribed by one of the authors. The first author then re-inspected the transcrip-
tion to ensure data accuracy. The researchers used Nvivo version 11 to ana-
lyze the qualitative data collected. Sentiment analysis was used to provide an
overall picture of the learners’ feeling polarization towards each approach,
followed by content analysis to elucidate aspects related to learners’ speaking
self-efficacy and motivation. Nvivo’s sentiment analysis served as a prelimi-
nary analysis to assess the learners’ overall emotion towards their lessons at
the interview session, which could give a general idea about how the students
felt towards each teaching approach. In the sentiment analysis, the research-
ers cross-referred the transcripts’ words with the opinion lexicon provided by
Nvivo 11. After that, the researchers calculated the sentiment score for each
method using the following formula:

Y very positive words x 2 + 3 positive words - Y very negative words x 2 - y negative words

The students’ overall feelings towards a teaching approach are positive polarity
when the sentiment score > 0. The students’ overall feelings towards a teach-
ing approach are negative when the sentiment score < 0. The students’ overall
feelings towards a teaching approach are neutral when the sentiment score = 0.
As Nvivo’s sentiment analysis works automatically based on the comparison
between the interview transcripts and the sentiment datasets, there are cases
that Nvivo may misinterpret the data, for example, when the interviewees use
sarcastic comments. Thus, after Nvivo exported the sentiment score, the first
author inspected each case in-depth with the interviewer notes and the audio
recordings to ensure the sentences analyzed presented the accurate emotions
of the participants.

In the content analysis, the researchers analyzed the data with NVivo 11 to
create automatic codes. Through automatic coding and word frequency analy-
sis, the researchers analyzed the emerging themes to explain the emerging
phenomena further.
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Results

Quantitative results

Table 1. Means and standard deviations comparing the three teaching approaches on self-

efficacy and L2 motivational self system

Self-efficacy L2 motivational self system
Approaches n M SD M sb
TBLT 40 3.42 0.66 343 0.53
TSLT 38 3.38 0.58 3.54 0.60
PPP 39 2.79 0.59 2.81 0.54
Total 117 3.20 0.67 3.26 0.64

Note. TBLT = Task-Based Language Teaching; TSLT = Task-Supported Language Teaching; PPP =
Present - Practice - Produce

Table 1 shows descriptive statistics for the three teaching approaches (TBLT,
TSLT, and PPP). It is clear that in terms of self-efficacy and motivation, the
mean values of TBLT and TSLT approaches are generally higher than that of
PPP. The table also demonstrates that the mean self-efficacy is 3.42 for the stu-
dents taught with TBLT, 3.38 for those in the TSLT class, and 2.79 for the PPP
class. Levene’s test was then used to check the assumption that the variances
of Self-efficacy (p = 1.00) and L2 motivational self system (p = .67) groups are
equal for independent variables. As a result, this assumption is not violated,
and the LSD post hoc test can be utilized to examine which specific means are
different from each other.

Table 2. One-way analysis of variance summary table comparing the three teaching approaches
on learner self-efficacy and L2 motivational self system

Sources df SS MSs F p
Between groups 2 9.76 4.88 12.94 .000
Self-efficacy  Within groups 114 42.98 .38
Total 116 52.74
L2 Between groups 2 12.04 6.022 19.32 .000
motivational Within groups 114 35.52 31
self system  Total 116 47.57
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Table 3. LSD post hoc tests of variance summary table comparing the three teaching approaches
on learner self-efficacy and L2 motivational self system

Mean difference

Source Approach (I) Approach (J) (1)) P
TBLT TSLT .04 77
PPP .63 .00
TSLT TBLT -.04 77
Self-efficacy
PPP .59 .00
PPP TBLT -.63 .00
TSLT -.59 .00
TBLT TSLT =11 .37
PPP .62 .00
L2
TSLT TBLT 1 .37
motivational
PPP .73 .00
self system
PPP TBLT -.62 .00
TSLT -73 .00

As can be seen from Table 2, a statistically significant difference is identified
among the three teaching approaches (TBLT, TSLT, and PPP) on learner self-
efficacy, F (2, 114) = 12.94, p = .000, and on learner L2 motivational self system,
F(2,114) =19.32, p = .000. Regarding the research questions, Post hoc LSD tests
(see Table 3) indicate that the students in the TBLT class differ significantly in
their belief about self-efficacy with the PPP class with p < .05. Likewise, there
are also significant mean differences in the learner motivation between the
TSLT and the PPP class with p <.05 using the same test. In other words, it might
be stated that different teaching approaches can have different effects on
learner self-efficacy and motivation; and lessons with tasks are more likely to
influence learner self-efficacy and motivation than the PPP approach. On the
other hand, there is only a small mean difference (.04) between the mean of
the TBLT and TSLT (see Table 1), and the post hoc LSD tests also indicate that
they do not significantly differ with p =.77 for self-efficacy and .37 for motiva-
tion (see Table 3) respectively. Because other factors do not change, it can be
inferred that the difference in speaking self-efficacy and motivation (between
students who learned with tasks and those who did not) come from the teach-
ing approaches. Although the results show that PPP exerts little influence on
self-efficacy and motivation, it remains unclear whether the TBLT or the TSLT
approach significantly impacts the two psychological factors.

Sentiment analysis

Noticeably, because the sole analysis of quantitative data cannot identify spe-
cific differences between TBLT and TSLT, data obtained from the focus-group
interview are combined to shed light on the students’ perception of how each
approach has affected their speaking self-efficacy and L2 motivational self
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system. The sentiment analysis is used to investigate 108 turns of answers to
10 questions by 12 participants in the focus group interview.

The

Table 4. PPP, TBLT, and TSLT sentiment scores JALT CALL
Journal
_ vol. 18 no.1
Very Very Sentiment
Approaches negative Negative Positive positive score
PPP 2 7 12 4 9
TBLT 2 3 16 8 25
TSLT 2 4 7 8 15

The sentiment analysis of the students’ interview responses illustrates that,
in general, they had positive opinions about all the three teaching methods
used in the online emergency EFL class because all the sentiment scores are
higher than 0. TBLT is what students showed the most positive feelings for,
and PPP receives the highest rate of negative and very negative words in the
students’ responses. Although the three methods receive the same number of
very negative words, TBLT and TSLT register only half the number of negative
words compared with PPP. Noticeably, the numbers of very positive words
in both TBLT and TSLT are twice that of PPP with 8, 8, and 4, respectively. As
mentioned above, the authors also examined each sentence in the sentiment
analysis report created by Nvivo, with the interviewers’ notes and the audio
recordings of the interview. In general, the analysis accurately reflects the emo-
tions that the interviewees expressed at the interview. The students were more
eager to talk about TBLT and TSLT than when they had to answer questions
related to the PPP class. They also showed a more optimistic tone when talk-
ing about their positive experiences with tasks. Overall, although we cannot
conclude that all the students are motivated, this data analysis implies that
they are generally pleased with their lessons. However, students display more
negative feelings towards PPP than TBLT and TSLT.

Content analysis

An insight into the content gives the researchers more details about factors
contributing to the different levels of self-efficacy and L2 motivational self sys-
tem in different teaching methods. The five emerging themes are the teacher’s
role, time allocation, group work, support, content, and pre-task or pre-activity
preparation.

The teacher’s role. Regarding the teacher’s role, the teacher presented the
target language for a long period in the PPP class, which resulted in students’
divided attention. Participant 11 said, “I usually fell asleep in class; when the
teacher called, I was startled and did not know what she had said.” Participant
11’s sharing implied that students lost their interest or even became demoti-
vated when the teacher spent too much time taking the sole presenter role of
the target language. However, in TBLT and TSLT classes, students were the
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ones who did the tasks, and students thought, “There are also many good stu-

dents, they can teach us interesting things during the task. The teacher is justa

facilitator” (participant 2) or “I was excited to hear from my friends and learn e
more from them” (participant 1). The interviews revealed that as teachers took JALT CALL
the backseat in the classrooms, students had more opportunities to work and Vo ournal
exchange knowledge. Because the teachers were no longer the resource in

the classroom but rather a person who assisted the interactions between the

members in the class, peer scaffolding could happen and lead to an increase

in students’ interest in listening to their peers’ ideas. In other words, when

teacher changed their role from a resource to a facilitator, the students’ source

of motivation could be generated from listening to their friends, especially

those who were more proficient or had better performance in class.

The ratio of teacher and student talking time. The second aspect that influ-
enced learner motivation and speaking self-efficacy was the ratio between stu-
dent talking time and teacher talking time. In TBLT, students had more oppor-
tunities to proactively participate in group-work tasks than students of the PPP
and TSLT classes. Student talking time was maximized in TBLT classes, with
most of the students feeling “excited,” “motivated,” “engaged,” and “enthusias-
tic.” In contrast, five out of six students coming from the TSLT and PPP classes
reported feeling “sleepy” and “only woke up when the teacher checked [their]
attendance.” In the TSLT classroom, the students who were interviewed only
felt excited in the last part of the lesson. One student said, “I am more awake
when my teacher forces me to talk in the last part.” Particularly in the PPP class,
participant 12 commented that “it was very time-consuming having to sit and
listen to what the teacher said, especially when you don’t agree with what she
said.” The other two students believed they were not adequately prepared for
the last part because passive participation through practicing and drilling exer-
cises did not help them generate enough ideas and even “didn’t know what to
say.” Due to the lack of student talking time, the students of the PPP class were

“not confident enough to have conversations in English with [their] classmates”
(participant 11).

Group work: peer technical and content support. The third contributor was
group work and peer support. In the PPP classroom, students were reluctant to
speak and discuss with their friends, as stated “My friends are afraid to speak,
they cannot talk without preparing notes. We are all afraid to make mistakes”
or “I am the only one to speak in the breakout room.” In TBLT and TSLT classes,
students were encouraged to work in groups, both by teachers and peers. For
example, a participant said, “Studying with my current teacher, I can make
a group presentation and learn many new words from others,” or another
reported, “It’s fun to work in groups, I can learn a lot of skills.” Although all the
students reported having technical issues with Zoom, such as “When I'm in a
group where the network disconnects some friends, and I couldn’t hear much”
(participant 4) or “The biggest problem is my unstable Internet connection to
Zoom” (participant 6), they were happy that their friends provided adequate
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technical scaffolding. When the teacher was busy presenting or was not in the
breakout room, the students were happy to stand in and help their friends. A
student in the TBLT class said, “I was eager to listen to my friend’s ideas, so
when he lost [his] Internet connection, I [was] disappointed. But we managed
to help him get back into Zoom” (participant 5).

However, there were still complaints about the mixed levels of competence
in the three classes when the students had to collaborate. At times, several
students were more dominant than others. Students from high-performance
groups usually spoke more, and other students remained silent. Seven out of
the 12 students complained about moments when there were “only some of us
talk, and others keep silent all the time” (participant 7), “maybe they are not
good enough to talk,” and “we are pulling each other down” (participant 11). In
general, students in all groups seemed to be affected by the gaps in academic
performance with their teammates. In PPP classes, students had a lower level
of motivation as they were afraid of making mistakes. They also feared that
they could not enhance their language skills as other group members hesitated
to speak. By contrast, in TBLT and TSLT classes, students were more motivated
as they were supported by their friends, both in the content of the lessons or
technology use. However, in TBLT and TSLT classes, students also had prob-
lems with the mixed levels of group members. The high-performance students’
talking time accounted for the majority of the discussion, which demotivated
lower-level students. Meanwhile, being obliged to work with lower-level stu-
dents, high-level ones might also feel sluggish, disheartened, and stagnant as
they could not learn from their groupmates.

Content. The content of the lessons also contributed to the students’ self-
efficacy and motivation. Regarding some unfamiliar topics, students in TBLT
classes reported, “normally, if they are topics that I don’t focus on, the lesson
can open up more for me” (participant 9) or “The topic is so interesting, it’s sim-
pler to say. The teacher scaffolds and suggests what you need to say” (partici-
pant 6). However, in TSLT and PPP classes, when the topics were unfamiliar, the
students were “more afraid to talk” and “don’t know what to say.” Also, because
the teacher usually focused on forms during the presentation and suggested
speaking templates, students believed that accuracy should be prioritized over
fluency. Thus, they avoided speaking for fear of losing face. One student said
that “the teacher should have given us topics to prepare at home, then bring
notes to the class and at least we can read from it to converse with our friends
rather than saying wrong stuff.” The students were motivated because they
liked the content that “incorporates cultures” (participant 8); however, they did
not believe that it could help them improve their pronunciation (participant 5).

Preparation before main activities and tasks. The preparation before main
activities or tasks also affected students’ self-efficacy. In PPP class, students
passively absorbed the knowledge and did not have adequate preparation for
their conversation in the last part of the lesson. One said that they had to
listen and do exercises most of the time. Also, sometimes the teacher taught
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something they already knew. One PPP participant even said that “I feel that
the total lesson is useless and time-consuming. I am stuck” (participant 8). In
TBLT class, pre-task activity prepared students with group work or pair work
orally. Participant 1 said, “Before the main lesson, the teacher allowed me to

discuss with friends what to fill in the blanks about the topic of different func-
tions of a sustainable house, so I have some information and words to speak
later. I can speak with ease.” As an interpretation, the active preparation for
speaking activity can positively impact students’ self-efficacy and motivation.

Discussion

The effects of teaching approaches on speaking self-efficacy in the online
emergency EFL speaking classroom

First, it is promising that teaching approaches have the potential to yield the
same benefits in the online environment as in an offline EFL class. The quanti-
tative data analysis reveals that the participants in TBLT and TSLT classes have
significantly higher speaking self-efficacy. An insight into the content analysis
also confirms this finding. Participants in the TBLT and TSLT lessons demon-
strated very high self-speaking efficacy levels because of many interesting tasks
in the three lessons. They were more confident that their friends and teachers
could understand them. In contrast, the learners who took part in the PPP les-
son lacked self-confidence. This is in line with the research by Leeming (2017),
which signifies the positive impact of TBLT on the learners’ self-efficacy in an
offline environment.

Students who were exposed to tasks also showed a firm belief about their
ability to finish a task. They explained that they could control what they said
and had sufficient vocabulary items to express ideas. However, the PPP class
displayed reluctance to speak due to anxiety or a shortage of ideas. Sometimes,
the students in the breakout rooms did not attempt to participate in the activ-
ity. Regarding aspiration, students in TBLT and TSLT also developed their trust,
confidence, and ambitions after learning. They reported that they could use
English like a native speaker because of the new approach. On the other hand,
some students said that they thought there should be more emphasis on pro-
nunciation and they had to practice pronunciation drills after class, because
they were worried that the approaches failed to help them with pronunciation.
The student’s concern that the tasks cannot help to enhance their pronuncia-
tion is also addressed in a paper by Newton (2017). Specifically, he states that
the role of pronunciation has been greatly undermined due to the focus on
oral fluency within communicative classrooms (Newton, 2017). Therefore, to
improve the confidence or self-efficacy of learners in completing a speaking
task, teachers might pay more attention to accuracy aspects such as pronuncia-
tion practice in the post-task phase. According to Derwing and Rossiter (2002),
an effective way to help learners with their pronunciation is to deliver pro-
nunciation instructions, which can be included in the focus-on-form session
after doing the main tasks. Besides teaching communication, teachers should
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also focus on the learners’ communication strategies that learners can often
employ to overcome communication breakdown if they mispronounce some
words while participating in a conversation (Derwing & Rossiter, 2002).

Meanwhile, students from the PPP class were concerned about their abili-
ties and learning styles. They thought that they should be more hard-working
about learning English. Most of them believed self-study was quite challenging,
and learning in emergency online classes was far more difficult than offline.
TBLT students preferred the activities in which they could work as groups and
listen to their friends’ answers. Their mutual trust could be supported by infor-
mation exchange among students (Chong & Reinders, 2020). The TBLT class
that conducted group activities and group presentations had more confidence.
They stated that the approaches in the three previous lessons allowed them to
think more independently due to the open-outcome nature of the task choice,
and the tasks were challenging enough for many students. It helped the TBLT
students gain more trust in their own ability to fulfill the tasks. In brief, TBLT
and TSLT approaches may positively affect students’ attitudes, aspirations, and
activity perception, yet the PPP approach fails to yield the same results. These
findings align with other studies about the effects of TBLT and TSLT in offline
classes on the students’ L2 proficiency development and self-efficacy growth
(Harris & Leeming, 2021; Leeming, 2017).

The effects of teaching approaches on L2 motivational self system in the
online emergency EFL speaking classroom

The students of the three classes also demonstrated important differences in
terms of their L2 motivational self system. The quantitative data shows that the
two language teaching approaches using tasks and the PPP approach differ sig-
nificantly. Additionally, the learners who took TBLT and TSLT lessons reported
they maintained motivation from the beginning till the end of the experiment.
They were excited to talk to their friends and listen to presentations. Also, the
students were more motivated to engage in the task and found the task excit-
ing. Our research findings are supported by Ulla (2020). According to 137 Thai
EFL participants in the study by Ulla, the more interesting the tasks were, the
more motivated the learners felt. The diversity of tasks provided in the TBLT
lessons also encouraged the learners to join in the group activity even without
the presence of their teachers in breakout rooms. In contrast, the participants
in the PPP class were only motivated because the teachers checked their atten-
dance and forced them to talk.

Regarding the ideal L2 self, the tasks and the atmosphere in TBLT and TSLT
classes might motivate students to study. The TBLT and TSLT classes even
changed the student’s ideal motivational self as they wanted to be better at
speaking and aspired to be a teacher in the future. Huang (2016) states that
the TBLT approach could increase students’ overall motivation in a positive
way. By contrast, students from the PPP class seemed to have lower motiva-
tion, as a student confessed that she did not feel anything positive or negative.
A decrease in the level of motivation can be explained by Sabet et al. (2014).
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They compared the effects of the PPP and TBLT approach on students’ moti-
vation, and the results suggested that TBLT motivates students more than the
traditional PPP approach.

Noticeably, in terms of the ought-to L2 self, the quantitative results show
that the mean value of TBLT and TSLT is higher than the PPP method, but it
cannot be seen in the qualitative data. From the interviews, it may be indi-
cated that most of them were aware of their needs and perceived responsibili-
ties. In PPP class, students hoped to receive topics beforehand to prepare and
speak better in the class. In addition, the qualitative analysis does not depict
any significant differences, which may be because when students are working
together, regardless of whether to complete a task or not, learners’ autonomy
is enhanced (Eneau & Develotte, 2012). In other words, the students in this
current study were generally motivated to conduct self-study. They appeared
to be more confident with their speaking ability because they could perform
the speaking tasks by themselves, which might signify motivated behaviors.
In a study by Huang and Liaw (2007), it was also concluded that the autonomy
of 116 college students in Central Taiwan was indicative of both extrinsic and
intrinsic motivation.

Underlying factors related to the teaching approaches that affect students’
speaking self-efficacy and L2 motivational self system in the online
emergency EFL speaking classroom

From the interviews, it can be seen that three teaching approaches could have
different impacts on the self-efficacy and motivations of students. Six factors
that can create such differences are the teacher’s role, time allocation, content,
group and peer support, and preparation for tasks. Regarding the teacher’s role,
in PPP and TSBT classrooms, the teacher conducted the presentation stage and
taught linguistic items for a long period, resulting in students’ divided atten-
tion. When the teacher solely acted as a linguistic resource for the students in
class, they might find part of the lesson passively time-consuming, demotivat-
ing, and monotonous. Meanwhile, students in TBLT were entitled to conduct
the task, and the teacher was only a facilitator, which made students appreci-
ate their friends’ support and exchanges. Likewise, according to Robinson et al.
(2020)’s study on the perceptions of online learners towards their instructors’
behaviors, instructors can play an active role within the classroom by being
present and responsive or conducting necessary synchronous sessions. These
actions by instructors can generate encouragement, engagement (Robinson et
al., 2020), and possibly, motivation for the online learners.

Because the teacher underscored different roles in TBLT, TSLT, and PPP, the
ratio between teacher talking time and student talking time also varied. The
dead time in the online emergency class could reduce learner attention; there-
fore, it might demotivate them from engaging actively in the lesson. Some stu-
dents in the interview revealed that they fell asleep or even drove their motor-
cycle during these times while the teacher were presenting the lesson and not
interacting with them. Multitasking, off-task, and behavioral disengagement
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are also reported in many other studies applying technology in education (Lepp

et al., 2019; Sana et al., 2013). Boredom during the lesson can cause learner
disengagement in the entire learning process. A large-scale survey by Sana et
al. (2013) with 452 undergraduate college students in the Midwestern United

States reports that off-topic multitasking is significantly higher in online classes

than in face-to-face classrooms. Additionally, it has been shown that multitask-
ing on computers may hinder the comprehension of in-class lectures (Sana et
al., 2013). Because there could be a strong relationship between student engage-
ment and perceived learning environment, as well as their motivation (Tas,
2016), it might be important to assign students with activities that require them

to collaborate and pay constant attention to keep students engaged. Otherwise,
their motivation will be negatively impacted (Kilian et al., 2010). Finally, the

teacher can enhance collaboration and reduce off-topic behaviors by providing

and directing students to work together in productive tasks or speaking topics

(Carpenter et al., 2020).

The content of the lessons also affected students’ self-efficacy and motiva-
tion. When the students perceived the topic as familiar or similar, they tended
to show more interest in the task. On the other hand, when topics fell out of the
students’ scope of interest, they would be less likely to believe in completing
the task. Also, the focus of the content could reduce the learners’ engagement,
especially when a large proportion of the lesson emphasized language accuracy.
This finding may indicate that when the content prioritizes accuracy, not flu-
ency, learners’ speaking self-efficacy reduces. The Limited Resource model, in a
similar vein, suggest that learners may have difficulty focusing on both mean-
ing and form simultaneously. Therefore, they are likely to prioritize either accu-
racy or complexity/fluency but not both (Skehan, 1998).

Similarly, the pre-task could result in students’ higher motivation, which
was lacking in the PPP process. Noticeably, peer support may play a pivotal
role in learners’ motivation and efficacy, especially when they complete the
tasks with their classmates (Chen, 2018) and receive technical and content
support from their friends. It is preferable for teachers to bear in mind that
students are not always experienced in learning with technology (Stockwell &
Reinders, 2019); therefore, group support may help them with fundamental
ideas about what to do online through both peer content and technical scaf-
folding. If the students had been allowed to prepare for the main tasks with
their friends rather than doing drills to focus on accuracy, they would have felt
more eager to present their achievement and become less afraid of losing face.
The final problem that seemed to demotivate the students was the unequal
competence of the members in a group. Many students reported that while
some were highly productive, other members remained silent throughout the
tasks. Therefore, it might be necessary for teachers to vary the group interac-
tion dynamics so that students can work with different people. This suggestion
could help students move gradually out of their comfort zone and support their
speaking self-efficacy.
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Conclusion

Although the lessons were delivered only in three weeks, this convergent mix-
methods research showed that different teaching approaches could impact
the second language learner’s speaking efficacy and motivation in online
Emergency classes. Furthermore, it could be concluded that TBLT and TSLT
have more positive effects on the students’ speaking self-efficacy and L2 moti-
vational self system than the PPP approach. To motivate students and enhance
their confidence, it might be beneficial to teachers if they should consider the
five aspects of applying different teaching methods: the teacher’s role, time
allocation, content, group and peer support, and preparation for main tasks.
Although the online environment of an emergency EFL classroom may pose
new challenges, the teacher can still successfully motivate and enhance learn-
ers’ speaking self-efficacy with established methods such as TBLT and TSBT.
Teachers should also prioritize student talking time and provide students with
the opportunity for interaction and collaborative preparation. It is also impor-
tant for the teacher to provide technical scaffolding or assign technical scaf-
folding as a group’s goal to ensure that students are always supported in times
of difficulties. A group support system in which students assist each other to
complete tasks or deal with technical issues is also necessary in TBLT and TSLT
online emergency classes. Educational institutions can also consider sugges-
tions provided in this study as part of their teacher training to facilitate teach-
ers during emergencies.

It should be noted that the current study did not set out to explore the rela-
tionship between learner speaking self-efficacy and their L2 motivational self-
system. Future investigation into such a relationship may provide further com-
prehension of the previous findings. Second, the findings should be considered
tentative because they may be affected by several external and environmental
factors. It might be possible that prior to the experiment, the learners of the
TBLT and TSLT classes had already had higher levels of speaking self-efficacy
and L2 motivational self system than those in the PPP class. As a result, future
studies may employ a pre-test to measure the scores of self-efficacy and moti-
vation before the experiment. Another suggestion is that future researchers
could adopt a counterbalancing design in which the same group of students
will be exposed to all three teaching approaches to limit unwanted effects of
free variables outside the classroom.
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Appendix A

Task types and technical features in TBLT lessons

Task types Psycholinguistic features Design features

unfocused output-based simple input (+)

pedagogical task input: teacher-provided (authentic/semi-  familiar topic (-)

authentic menus as input source) here and now (+)

gap: reasoning-gap and opinion-gap few elements (<)

outcome: open, many possible outcomes . )
structured information (+)

task-content: student-generated content .
single demand (+)
reasoning demand (+)

simple outcome (-)

To ensure the participation of all students, the teacher asks each student to
choose one material after discussing it with their friends. Then each group will
share their ideas with the class. Students in the class are from low to middle
intermediate (B1.1 — B1.2 CEFR), so these tasks are simple output-based tasks.
The participants’ jobs are in various fields; hence, it is beneficial for them to
acquire specific schemata. Therefore, by creating tasks based on interesting top-
ics, the teacher can encourage intermediate students to join in conversations.
They have already learned together for over two months, so working in groups
creates a friendly and supportive environment to share ideas willingly. In addi-
tion, the task uses authentic and semi-authentic materials (adapted informa-
tion-filled pictures and reading texts from National Geographic Learning and
a set of menus from famous restaurants). It can motivate students to talk, offer
exposure to authentic cultural and linguistic knowledge, and stimulate on-task
behaviors, focus, and engagement. When the TBLT approach is applied in the
three lessons, the main tasks are unfocused and pedagogic. Students act as
doctors and office workers, so they do not have to plan meals within a limited
budget or design a house. When teachers provide students with input language,
including menus from restaurants, usual occurrences in a space mission, and
a list of sustainable materials for house construction, students must create
their content and give their opinions in discussion to complete the task. The
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outcomes may vary according to the students’ choices. In terms of the design
features, the input is easy, but the topics are not familiar. The task is considered
here-and-now as students can have copies of the menus and the list of materi-
als. Nonetheless, different menus, information about the space mission, and
building materials are presented for students. Additionally, a discussion is the
main focus of the task, so there is no fixed structure for information.

Appendix B

Taxonomy of the self-efficacy and L2 motivational self system questionnaire
and focus-group interview

Item number

Dimensions Questionnaire Interview
Ability 6,18, 19, 22, 24, 28, 36 2,3
Activity perception 3,14,17, 20, 32, 35 4,7
Aspiration 7,4,12,16 2,10

Ideal L2 self 2,10, 15, 21 1,2,4,5
Ought-to L2 self 1,11, 25, 26, 30, 34 1,6,7
Learning environment 5,8,9, 13, 23,27, 29,31,33 3,4,8,10

The questionnaire employed in this study contains 36 items and is divided into
two parts. The first part examines the three dimensions of learner self-efficacy:
ability, activity perception, and aspiration. 13 questions were designed for the
focus group interview. When there are three questions about the interviewees’
English background, the other ten questions assess the three dimensions of the
L2 motivational self system and the self-efficacy constructs.
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