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Abstract 

In the past three decades, there has been a surge of interest in Task-Based Language Teaching 

(TBLT) among applied linguists and teaching practitioners (e.g., Ellis, 2003, Skehan, 1996; 

Van den Brandon, 2006). Some studies have explored how the individual difference variables 

– motivation, anxiety, and working memory – took effect while second language (L2) learners 

were completing a task. However, few of them made attempts to distinguish learners’ 

motivation related to tasks from the general motivation to learn English; similarly, little effort 

has been taken to examine whether anxiety regarding tasks is distinct from anxiety arising from 

learning a foreign language or the anxiety-proneness in one’s personality. This study examined 

the nature of motivation and anxiety in a task context and to what extent motivation, anxiety, 

and working memory predicted L2 learners’ task performance in terms of complexity, accuracy, 

and fluency.  

This study was conducted in two stages. During the preliminary study, 37 participants in a 

Chinese university completed a video narration task. Two questionnaires – a task motivation 

questionnaire and a task anxiety questionnaire – were developed based on the interviews and 

stimulated recalls regarding participants’ self-reported experiences. For the main study, 96 

participants from the same university completed the same video narration task, and a series of 

questionnaires and working memory tests, including the L2 motivation questionnaire and the 

task motivation questionnaire. The answers to the questionnaires were subject to multiple 

exploratory factor analyses with the purpose of identifying the underlying facets of the 

measured construct. Structural equation modelling was subsequently utilised to map the 

relationship between task motivation and L2 motivation, and to configure the association 

between task anxiety, foreign language anxiety, and trait anxiety. The predictive power of the 

individual difference variables on learners’ task performance was calculated through multiple 

regression analyses. Among the 96 participants, 35 completed a stimulated recall of their 

motivational or anxiety fluctuation during task completion. Patterns and triggers of the 

changing trajectories were identified.  

The results showed that the task motivation construct had three facets – positive attitudes 

toward the task, negative attitudes toward the task, and task as a diagnostic tool, and that it is 

a distinct construct from L2 motivation. The task anxiety construct also had three facets – 

language-related anxiety, anxiety reliefs, and setting-related anxiety, and showed 

distinctiveness from foreign language anxiety or trait anxiety. The results of structural equation 
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modelling revealed that trait anxiety had a direct influence on foreign language anxiety and an 

indirect impact on task anxiety. As regards the predictability of the individual difference 

variables on task performance, 5.1% to 44% of the variance of task performance was accounted 

for. In other words, the individual difference variables investigated in this study had a 

restrictive influence on the quality of L2 learners’ task performance. Noteworthy is that this 

study revealed more significant relationships between individual difference variables and task 

performance compared with previous studies (e.g., Kormos & Dörnyei, 2004; Kormos & 

Trebits, 2011; Révész, 2011; Robinson, 2007).  

The results of the study contribute to an understanding of motivation and anxiety within a task 

context, and the association between individual difference variables and task performance. 

Practical suggestions for pedagogy and future research were also identified.  
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1. Introduction 

1.1 Background of the study 
It may be no exaggeration to say that Task-Based Language Teaching (TBLT) has been a 

research arena with exceptional vitality in second language acquisition and language pedagogy 

for a good number of years. Studies have been exploring tasks from psycholinguistic, 

sociocultural, or cognitive perspectives (Skehan, 2003), such as the effect of task characteristics 

or task conditions on the incidence of negotiation of meaning (e.g., Long, 1989), language-

related episodes in learner interactions (e.g., Swain & Lapkin, 2001), and the effect of task 

characteristics or task conditions on learners’ attentional allocation, which in turn influences 

learners’ language production in terms of complexity, accuracy, and fluency (e.g., Skehan & 

Foster, 1999). The commonality of these studies is that they considered the participants as 

homogeneous and assigned them into groups, and each group represented a dimension of a task 

characteristic or task condition (Robinson’s Triadic Componential Framework [2011] provides 

a taxonomy of a comprehensive range of task-related variables). These group-based studies 

have offered valuable insights into the general effects of various task-related variables for 

curriculum developers and teachers. However, the group-based studies may carry biased 

pedagogical implications for teachers and curriculum developers. It seems that as long as the 

task-related variables are successfully manipulated, the ideal outcome of language learning can 

be guaranteed, without taking into consideration the uniqueness of each individual student and 

classroom context. However, TBLT is not a ‘one-size-fits-all’ solution. Indeed, in its operation, 

TBLT has been interpreted and enacted in different ways, such as the phenomenon of Task-

Supported Language Teaching (TSLT), a form of TBLT that aligns more closely with more 

traditional communicative approaches. Also among learners, and as Skehan (1991) claimed, 

even in the face of the ‘best methodology’ or the ‘best approach to teaching’, people may be 

affected in different ways. In light of this, some researchers have started to turn their attention 

to the individuality of L2 learners.   

However, studies of individual difference variables in TBLT have not grown that much. 

Admittedly, there have been a few empirical studies that have probed into the mediating role 

of the individual difference variables on learners’ task performance and learning (e.g., Kim & 

Tracy-Ventura, 2011; Kormos & Trebits, 2011; Trebits, 2014). These studies were primarily 

conducted to verify Robinson’s (2011) Cognition Hypothesis which argued that the influence 

of individual difference variables will become more noticeable in tasks that are cognitively 
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complex. This hypothesis was partly verified by some studies (e.g., Robinson, 2007), however, 

other research has failed to corroborate his claim (Cho, 2018; Kim & Tracy-Ventura, 2011; 

Kormos & Trebits, 2011; Révész, 2011). To note, the primary focus of these studies was the 

task complexity variables. Individual difference variables were subsidiary and not treated in 

much detail. Besides task complexity, individual differences also interact with certain task 

conditions. For example, a few studies have found that online planning favoured learners with 

higher working memory capacity (Ahmadian, 2012; Li & Fu, 2018).   

Furthermore, the motivational and affective variables investigated in TBLT research represent, 

more often than not, learners’ general motivational or affective state in learning the language, 

e.g., motivation to learn the foreign language and anxiety relating to foreign language learning. 

For instance, anxiety was mostly operationalised as foreign language anxiety or speech anxiety 

(Kim & Tracy-Ventura, 2011; Révész, 2011; Robinson, 2007). Studies into the 

conceptualisation of individual difference variables in a task context are few and far between. 

Dörnyei (2002), Dörnyei and Kormos (2000), and Kormos and Dörnyei (2004) are three of the 

few researchers who have made attempts in this line of investigation. They termed the 

motivation for doing a task as ‘task attitudes’, and discovered several attributes of task 

motivation. The results indicated that, first, learners’ task motivation better explained their 

task-related behaviour, rather than the quality of their task performances in terms of complexity, 

accuracy, and fluency; second, one learner’s task motivation could influence another learner’s 

motivation for completing the task; third, compared with L2 motivation, learners’ task 

motivation bore closer relationship with their task-related behaviours.  

Recently, studies looking into individual difference variables from a dynamic perspective, 

namely, the exploration of individual difference variables in a complex dynamic system, have 

brought new insight into this field (Gregersen, MacIntyre, & Meza, 2014; Gregersen, 

MacIntyre, & Olson, 2017; MacIntyre & Serroul, 2015). The main mechanism underlying the 

complex dynamic system is that different variables embedded into the system mutually and 

dynamically interact with each other, leading to unpredictable changes to the system. As 

Gregersen et al. (2014) claimed, “language learning is an emotionally and psychologically 

dynamic process that is influenced by a myriad of ever-changing variables and emotional ‘vibes’ 

that produce moment-by-moment fluctuations in learners’ adaptation” (p. 574). The studies of 

individual difference under the framework of a complexity dynamic system have focused on 

the dynamism of L2 learners’ motivational or affective status during task completion, and the 

triggers that caused the changes. MacIntyre and Serroul (2015) recognised four ‘patterns’ for 
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the fluctuations of task motivation, and lightly touched upon the propelling forces behind the 

changes, such as the difficulty in retrieving appropriate vocabulary (downward change) and the 

easy and straightforward task requirement (upward change). Gregersen, MacIntyre, and Meza 

(2014) and Gregersen, MacIntyre, and Olson (2017)  also unravelled the mystery of task 

anxiety from a dynamic perspective. Gregersen et al. (2014) compared the variability of a 

physiological cue – heart rate and participants’ self-ratings of anxiety during a task. Gregersen 

et al. (2017) compared the variability of participants’ self-ratings of anxiety with an expert’s 

and a peer’s rating. These studies have offered valuable preliminary understanding of task 

motivation or task anxiety as a complex dynamic system, although not much emphasis was 

placed on the triggers causing the fluctuations.  

In addition to motivation and anxiety, working memory was also incorporated into this study 

in an attempt to tap into motivational, affective, and cognitive aspects of individual difference1. 

Serving as a temporary storing and manipulative mental capacity of information, working 

memory is more likely to take effect when the task being processed has demanding cognitive 

load. However, previous studies have generated inconsistent results (Cho, 2018; Kormos & 

Trebits, 2011; Mota, 2003). This could possibly be explained by the different working memory 

tests utilised in each study and the inconsistency of the scoring of working memory tests. 

Besides, it has been empirically validated that working memory interacts with certain task 

conditions/manipulations. For example, learners with high working memory capacity better 

noticed target structures during recasts (Révész, 2012) and were advanced in online 

computation of linguistic resources when there was no time pressure to complete a task 

(Ahmadian, 2012; Li & Fu, 2018). The current study aimed to investigate the association 

between working memory and task performance, together with motivation and anxiety. To the 

best of my knowledge, this issue has not been addressed in previous studies.  

In summary, there has been little discussion about the conceptualisation of task motivation or 

task anxiety. Besides, neither task motivation nor task anxiety was investigated in multi-

actional contexts, which means that the interactions between the individual difference variables 

at task level and in broader contexts remain unclear. To date, there has been little reliable 

evidence regarding the effect of motivation, anxiety, and working memory, three variables 

representing the motivational, affective, and cognitive aspect of individual difference, on L2 

learners’ task performance.  

                                                 
1 Ellis (2012) provided a justification for this categorisation of individual difference variables. 
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1.2 Aims of the research  
The primary purpose of the present study is to explore the underlying facets of the task 

motivation and task anxiety construct. That is, this study aims to examine the constituent 

components of learners’ motivation or anxiety during the process of task completion. Previous 

studies tended not to distinguish motivation or anxiety at a task context from motivation or 

anxiety at broader levels. In light of this, the study also aims to investigate whether task 

motivation and task anxiety are distinguishable from other types of motivation (i.e., L2 

motivation) and anxiety (i.e., trait anxiety and foreign language anxiety). Finally, the 

association between motivation, anxiety, and working memory – three individual difference 

variables that represent the motivational, affective, and cognitive dimension of individual 

differences – and L2 learners’ task performance is also explored.  

During the preliminary study, the primary objective was to design a task motivation 

questionnaire and a task anxiety questionnaire based on learners’ experiences in completing a 

video narration task. The data were obtained through one-on-one interviews and stimulated 

recalls. In the main study, the participants completed the same video narration task and a series 

of questionnaires measuring the following constructs, i.e., L2 motivation, task motivation, trait 

anxiety, foreign language anxiety, and task anxiety. Their working memory was assessed 

through the Non-word Span test and the Listening Span test. Randomly selected participants 

(n = 35) undertook a stimulated recall of their motivational or anxiety fluctuations during task 

completion. The study applied a mix of quantitative and qualitative research method to address 

the following research questions:  

RQ1. What is the nature of task motivation? 

a. What are the underlying facets? 

b. What is its relationship with L2 motivation?  

c. What are the patterns and triggers of its fluctuation?  

RQ2. What is the nature of task anxiety? 

a. What are the underlying facets? 

b. What is its relationship with foreign language anxiety and trait anxiety? 

c. What are the patterns and triggers of its fluctuation?  

RQ3. How do the individual difference variables (i.e., motivation, anxiety, working memory, 

and L2 proficiency) predict learners’ oral task performance? 
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Despite a common sense that differences exist between people and could be quite profound 

under certain circumstances, earlier TBLT studies have predominantly focused on the 

investigation of task design and implementation variables, assuming that the differences 

between learners are negligible. In this sense, it is anticipated that the findings of this study 

will fill the void and contribute to a fuller understanding of individual difference in a task 

context. Second, to my knowledge, there has not been a validated instrument that is readily 

applicable to a large population to assess motivation and anxiety at task level. This possibly 

explains why researchers resorted to similar (but not necessarily the most appropriate) 

instruments. This study differs from them in that it draws on a data-driven approach to design 

the instruments. The data collected in this way, therefore, may offer relatively accurate 

representation of the variables. Third, a search of literature revealed few studies that have 

investigated motivation, anxiety, and working memory – three of the most prominently figured 

individual difference variables (Ellis, 2012) – in a single study. It is hoped that this research 

will advance the understanding of the role of individual difference on task performance.  

1.3 Organisation of the study 
This thesis consists of seven chapters. Following this introduction, Chapter Two reviews the 

major theories and empirical findings of motivation, anxiety, and working memory within the 

scope of second language acquisition. In particular, it reviews in detail the above individual 

difference variables investigated in a task context. Gaps in previous research are subsequently 

identified. Research questions are posed for examination.  

Chapter Three depicts the preliminary study that aims to design the instruments – two 

questionnaires that are used for data collection in the main study. The information on the 

participants, the task, the procedure of data collection, and the analysis of data are described. 

This chapter also includes the process of questionnaire development. At the end of the chapter, 

a task motivation questionnaire and a task anxiety questionnaire are presented.  

The methodological approach adopted in the main study is presented in Chapter Four. It 

includes the participants, the instruments for data collection, the procedures for data collection, 

and the analysis of data. This study primarily draws on a quantitative research method, however, 

both quantitative and qualitative approaches are adopted to examine the key constructs 

investigated in this study – task motivation and task anxiety.  

Chapter Five presents the findings from the analysis of the data with reference to each of the 

research questions posed in Chapter Two. Chapter Six includes an interpretation of the results, 
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drawing on relevant findings from previous studies. Chapter Seven summarises the key 

findings and indicates the pedagogical implications of the current study. The limitations of the 

study and the implications for future research are also identified.  
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2. Literature Review 
This chapter first briefly reviews the seminal concepts regarding Task-Based Language 

Teaching (TBLT) and Task-Supported Language Teaching (TSLT) – the broad context within 

which the current study is situated. Then the three individual difference variables investigated 

in this study, i.e., motivation, anxiety, and working memory, are reviewed in detail.  

2.1 Studying individual difference in a TBLT/TSLT context  
As a strong form of Communicative Language Teaching (CLT), that is, one where meaning is 

primary and form is handled implicitly, TBLT places substantial emphasis on meaningful 

language use. TSLT is a weak form of TBLT that includes elements of explicit instruction, and 

is more akin to a weak CLT model (Ellis, 2018). In either TBLT or TSLT, however, tasks are 

central and “create contexts in which the learner’s natural language learning capacity can be 

nurtured” (Ellis, 2009, p.222). The opportunities for interaction during task completion can 

foster useful meaning negotiation which is conducive for language learning (Long, 1989).  

In addition to meaning primacy, tasks can be designed to elicit specific linguistic features 

(Loshcky & Bley-Vroman, 1993). Certain design or implementation of tasks can be 

manipulated so as to divert learners’ attention to form (Ellis, 2012; Robinson, 2011; Skehan, 

2003) and possibly affect learners’ task performance. For example, it has been shown that clear 

task structure and topic familiarity tended to positively influence learners’ fluency and 

accuracy (Bui, 2014; Foster & Skehan, 1996; Skehan & Foster, 1997); pre-task planning (Bui, 

2014; Ortega, 1999; Wang, 2014) and online planning (Ahmadian & Tavakoli, 2010; Yuan & 

Ellis, 2004) had a tendency to favour complexity and accuracy respectively. Despite being an 

innovative teaching approach, tasks have often been implemented in large-scale pedagogical 

practices to suit specific language learning needs (e.g., Van den Brandon, 2006). Tasks are also 

compatible with explicit instructions, opening up possibilities for learners to enhance their 

explicit knowledge of target structures and production accuracy while concentrating on 

meaning (Li, Ellis, & Zhu, 2016; Shintani, 2018). All this demonstrates that tasks have shown 

great versatility and can be tailored to cater to a variety of research and pedagogical purposes. 

This has made TBLT/TSLT a promising teaching approach and hence the approach has 

received increasing attention from SLA researchers and teaching practitioners.  

In the research field, two frameworks for systematically studying tasks have drawn the most 

attention, i.e., Skehan’s (1996) framework and Robinson’s (2001, 2007) Triadic Componential 

Framework. Both frameworks are concerned with how different task characteristics or 
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implementation conditions influence learners’ task performance. Skehan (1996) proposed three 

dimensions of task characteristics that could help gauge the difficulty of a task, including Code 

Complexity (syntactic and lexical difficulty), Cognitive Complexity (online computation and 

availability of schematic knowledge), and Communicative Stress (time pressure, task modality, 

the number of interlocutors, and etc.). This framework was recently reorganised into two 

dimensions (Skehan, 2014a), i.e., ‘Task’ concerning task types, task characteristics, and task 

difficulty (referring to the inherent difficulty of a task rather than learners’ perception of 

difficulty) and ‘Task conditions and Implementation Phases’ targeted at manipulations of a 

task at pre-, during-, or post-task stages. The fundamental principle underlying Skehan’s 

frameworks is the Trade-off Hypothesis. That is, learners tend to prioritise meaning (fluency) 

and sacrifice form (accuracy and complexity) when dealing with a demanding task due to 

limited attention. Between accuracy and complexity, trade-off also exists and learners tend to 

prioritise one over the other (Skehan, 2009). However, through “effective use of task choice 

and task conditions” (Skehan, 2014a, p.3), the attentional limitation can be mitigated. In turn, 

this may lead to improved performance in both aspects. The Cognition Hypothesis (Robinson, 

2001, 2007, 2011a), however, holds a contrasting underlying cognitive theory. The major claim 

is that the inherent cognitive demand of a task (Task complexity) directs learners’ attention to 

specific L2 codes. Increasing the cognitive demand can predictably cause enhanced accuracy 

and complexity. Task conditions can exacerbate or mitigate the processing demands of a task. 

Task difficulty, which accounts for difference in perceived difficulty of a task between learners, 

also mediates the cognitive processing demands, and individual differences become more 

apparent in more complex tasks.  

Empirical studies have been conducted to assess both the above frameworks, and have 

generated quite inconsistent results (Robinson, 2011b; Skehan, 2014b). However, it needs to 

be pointed out that it is not the intention of this study to validate either of the hypotheses. Rather, 

the focus of interest is on individual difference that might account for the variations observed 

in previous studies. Skehan (2003) precisely pointed out a gap in TBLT research, arguing that 

“what is lacking is systematic research which probes just how learner difference may impact 

on tasks” because “not all learners respond to tasks in the same way” (p.7). However, the 

attention that individual differences in task contexts has received is limited. Studies 

investigating the effects of individual difference on task performance were primarily conducted 

to validate the Cognition Hypothesis (Kim & Tracy-Ventura, 2011; Kormos & Trebit, 2011; 

Révész 2011; Robinson, 2007), and our knowledge of the reconceptualization of individual 
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difference at a task context is still lacking. In conclusion, there exists an imbalance between 

the importance of individual differences and the amount of attention that has been placed onto 

them, which drives this thesis.   

In the following sections, the three individual difference variables, i.e., motivation, anxiety, 

and working memory, are reviewed at both broad (trait and L2) and task-specific contexts.  

2.2 Motivation 
Broadly speaking, motivation influences why people decide to do something, how long they 

are willing to sustain the activity, and how strongly they are going to pursue it (Dörnyei & 

Skehan, 2003). In the field of second language acquisition, the investigation of motivation 

comes down to the exploration and comprehension of the motives which propel L2 learners to 

devote their time and energy to learning a foreign language in a sustainable manner. Despite a 

plethora of theoretical paradigms in the history of L2 motivation study, I focus on three 

mainstream frameworks in the following section: Gardner’s integrative/instrumental 

dichotomy, the intrinsic/extrinsic distinction, and Dörnyei’s L2 Motivational Self System. L2 

motivation can also be investigated in a situated approach – a task-based framework (Dörnyei, 

2002). In this section, I also review the studies that have investigated task motivation from 

different perspectives – task motivation as a static composite of general motivation and state 

motivation, multiple actional contexts of task motivation, the task-processing system, and task 

motivation in a complex dynamic system.  

2.2.1 The evolution of L2 motivation research 

2.2.1.1 Gardner’s integrative/instrumental dichotomy 

The socio-educational model of second language acquisition (Gardner, 1985; Gardner & 

MacIntyre, 1993) has been the cornerstone of earlier L2 motivation studies for decades. This 

comprehensive model depicted the relationship between six individual difference variables (i.e., 

intelligence, language aptitude, strategies, language attitudes, motivation, and language 

anxiety), language acquisition contexts (i.e., formal and informal), and learning outcome (i.e., 

linguistic and non-linguistic). In this model, motivation was defined by three sub-components 

– desire to achieve a goal, effort extended in this direction, and satisfaction with the task.  

The embryo of the model was born at the crux of a social issue in Canada – the relationship 

between the Anglophone and Francophone communities (Dörnyei, 1994). It was found that 

people who held a positive attitude toward the L2 community would like to interact more with 

them and were more likely to integrate into that society. That is to say, the integrative 
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orientation is a motor of motivated behavior in learning the language of the other community. 

Opposite to the integrative orientation, another instigator relating to the potential pragmatic 

benefit obtained from L2 proficiency, e.g., getting a pay rise, was discovered. It was named the 

‘instrumental orientation’ for learning a second language. The integrative/instrumental 

dichotomy has become popular since then and has been widely examined among L2 learners 

from different cultural groups. It is also the antecedent of later motivational theoretical 

formulations that are to a large extent derivations of the integrative/instrumental orientation 

division.  

2.2.1.2 The intrinsic/extrinsic distinction  

With less focus on the integration into the L2 community, an alternative to explore L2 

motivation is from the self-determination perspective (Deci & Ryan, 1985). On the continuum 

of self-determination, intrinsic motivation represents the inherent pleasure and satisfaction in 

doing an activity; extrinsic motivation is regarded as doing an activity to achieve some 

instrumental purpose, rather than feeling genuinely positive about the activity per se. Between 

intrinsic and extrinsic motivation, external regulation (i.e., doing an activity because of external 

forces), introjected regulation (i.e., performing an activity due to pressure that has been 

incorporated into oneself), and identified regulation (i.e., doing an activity for personally 

identified reasons) represent three types of extrinsic motivation with escalating internalisation 

of the external pressure into one’s self-concept. The intrinsic/extrinsic distinction has later been 

empirically validated (Vallerand et al., 1992, 1993).  

2.2.1.3 Dörnyei’s L2 Motivational Self System 

The L2 Motivational Self System was conceived from the intention to come up with a broader 

interpretation of Gardner’s notion of ‘integrativeness’ (Gardner, 1985). With an emphasis on 

identification with or assimilation into the L2 community, ‘integrativeness’ seemed to become 

non-applicable in learning environments where no multicultural ethnic groups exist (Dörnyei, 

2005a). Recent studies have started to reveal that, rather than assimilating into American or 

British societies, L2 learners in some countries displayed an identification with an imagined 

global community (e.g., the ‘international posture’ of Japanese L2 learners mentioned in 

Yashima [2009]2). In these contexts, the concept of ‘integrativeness’ can be seen as the ‘L2 

                                                 
2 Yashima (2009) proposed a model that confirmed the relationship between international posture and its two 
sub-components – attitudinal/behavioural propensity and knowledge orientation. Attitudinal/behavioural 
propensity includes ‘a tendency to approach and interact with foreigners (openness to foreignness), interest in 
going abroad to work or participating in international activities’; ‘knowledge orientation’ represents ‘interest in 
foreign affairs and international news, and having opinions on international matters’ (p. 156).   
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specific facet of one’s ideal self’ in the global community (Dörnyei, 2005a). ‘Ought-to L2 self’ 

bears much resemblance to ‘instrumentality’; it portrays the attributes L2 learners believe they 

need to possess to meet others’ expectations or to avoid negative outcomes (Dörnyei, 2005a). 

This change catalysed a shift of perspective in understanding L2 motivation from a socio-

educational perspective to a self-oriented perspective. Together with ‘L2 learning experience’, 

‘ideal L2 self’ and ‘ought-to L2 self’ formed the tripartite of a new L2 motivational paradigm 

– the L2 Motivational Self System (Dörnyei, 2005a, 2009). 

2.2.2 The evolution of task motivation research 

2.2.2.1 Task motivation as a composite of general and state motivation 

Kyösti Julkunen is probably the first researcher to touch upon task motivation within the scope 

of second language acquisition. Before that, researchers focused on the macro aspects of 

motivation relating to L2 learners’ overall orientation to learning a language, as stated above. 

Julkunen (1989) claimed that task motivation consists of general motivational orientation and 

state motivation. The former refers to general and relatively stable motives for language 

learning, e.g., the integrative/instrumental orientation, the intrinsic/extrinsic motivation, or the 

L2 Motivational Self System; the latter, on the other hand, refers to how learners perceive a 

particular task. Compared with L2 motivation, task motivation was considered as the micro 

aspect of motivation which concerns L2 learners’ motivational state in a task context.  

2.2.2.2 Multiple actional contexts of task motivation 

Dörnyei (2002) argued that task motivation is more complicated than a simple composite of 

general and state motivation; rather, it is nested in a framework of multiple actional contexts 

such as the school, the course, and so on. These actional contexts are interrelated, and any 

change in one aspect might incur concomitant changes in others. As Dörnyei (2005a) argued, 

“engaging in a certain task activates a number of different levels of related motivational mind 

sets or contingencies associated with the various actional contexts, resulting in complex 

interferences” (p. 81).  

Dörnyei and Kormos reported three studies (Dörnyei, 2002; Dörnyei & Kormos, 2000; Kormos 

& Dörnyei, 2004) examining the multiple contexts of task motivation. The participants of the 

three studies were Hungarian high school students, and they completed an oral argumentative 

task. The researchers measured participants’ disposition toward the L2 speakers 

(integrativeness), attitudes toward the English course, and attitudes toward the task through a 

self-report questionnaire. Task motivation (termed as ‘task attitudes’ in these studies) was 



12 
 

measured via two items – ‘I have found the language tasks used in the project useful’ and ‘I 

liked the tasks used in the project’; attitudes toward the English course were gauged through 

three items – ‘I like the English classes’, ‘I wish we had more English classes at school’, and 

‘The things we learn in the English classes will be useful in the future’. The three studies 

elucidated task motivation from different angles. 

Dörnyei and Kormos (2000) found that the two situation-specific motivational variables – 

attitudes toward the course and attitudes toward the task – outweighed other general 

motivational orientations in predicting the number of words and the number of turns 

participants produced. That means, participants’ attitudes to the task were closely associated 

with their engagement with the task. It was also found that, among the participants with low 

task attitudes, those who were positive about the course had engaged more actively in the task. 

It indicated that task motivation should not be explored in isolation, but in interaction with 

other actional contexts.   

Dörnyei (2002) reported that participants’ task motivation was influenced by their peers’ 

motivation. That is, if a participant was paired up with someone who was enthusiastic about 

doing the task, his/her own task motivation could be boosted. This was especially true among 

the participants with low task motivation. Therefore, it was argued that task motivation is “co-

constructed by the task participants” (p. 153).  

Kormos and Dörnyei (2004) investigated the correlation between task motivation and 

participants’ linguistic output operationalised as the complexity, accuracy, and lexical richness 

of their speeches. The results showed that the participants’ attitudes toward the task exerted 

little influence on the complexity and accuracy of their oral production, and the only significant 

correlation was between the participants’ attitudes toward the task and lexical richness.  

The above three studies have the following implications. First, they underline the necessity to 

distinguish situation-specific motivation from general L2 motivation, as the former is more 

influential in affecting the amount of learners’ oral output – referred to as ‘task-related 

behaviour’ by the researchers. Second, learners’ task-related behaviour is associated with 

multiple actional contexts such as their fellow task participants, the course, and their overall 

attitudes toward learning the second language. Third, the studies demonstrate that there is 

reciprocity between these actional contexts. For example, learners with low task motivation 

but high course motivation were more active participants in the task than those who were 

negative about the task as well as the course. In other words, low task motivation can be 
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compensated for by higher course motivation. Fourth, task motivation is a strong predictor of 

task-related behaviour but it plays a limited role in accounting for the quality of task 

performance. 

2.2.2.3 Task-processing system 

Different from previous study that explored task motivation from a static perspective,  Dörnyei 

(2003a) proposed the task-processing system in which task motivation is dynamic and 

undergoes constant fluctuations as a task proceeds. He divided the completion of a task into 

three interrelated phases that form a cyclical process: task execution, appraisal, and action 

control. While doing a task (task execution), L2 learners conduct ongoing appraisal of the 

environmental stimuli and their progress toward the expected outcome (appraisal) 

simultaneously, and then take actions to protect or enhance their learning behaviour (action 

control). In other words, task motivation is subject to moment-by-moment variations as L2 

learners evaluate their real time task performance and meanwhile implement action control 

strategies.  

Dörnyei and Tseng (2009) attempted to validate the task processing system in terms of 

vocabulary learning by means of structural equation modelling. Their participants were 259 

Mandarin-speaking learners of English. Task execution was measured by vocabulary 

achievement tests and a strategic learning questionnaire (e.g., ‘I tried to find new vocabulary 

learning methods’). Appraisal and action control were measured through a series of self-

reported instruments (e.g., ‘When learning vocabulary, I believe I can achieve my goals more 

quickly than expected’ and ‘I like the vocabulary learning tactics that I am using’).  The 

hypothesised model was confirmed with appropriate goodness of fit indices. The model 

suggested that task execution predicted appraisal which led to action control, which in turn led 

to further task execution. To test whether proficiency was a mediating variable, they divided 

the participants into low, intermediate, and high achievers based on their vocabulary test scores. 

A model among the high achievers and a model among the beginners were built respectively. 

The model specifications were no different; rather the two models differed significantly in the 

path from task execution to appraisal. The causal effect of task execution on appraisal in the 

high achievers’ model was six times stronger than that in the beginners’ model. The results 

suggested that novice learners were less efficient in evaluating their ongoing task performance 

compared with the high achievers. In other words, learners’ proficiency could have an 

intervening effect on their appraisal of the task execution environment and their progress 

towards task completion.  
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2.2.2.4 Task motivation in complex dynamic system 

In recent years, researchers have started to investigate task motivation within the framework of 

Complexity Theory (Kauffman, 1995). According to this theory, a group of elements residing 

in a complex dynamic system mutually and continuously interact with each other, leading to 

unpredictable changes in the ecology of the system (Larsen-Freeman, 2015). Motivation bears 

resemblance to a complex dynamic system. As Dörnyei and Skehan (2003) put it, “motivation 

does not remain constant, but is associated with a dynamically changing and evolving mental 

process, characterised by constant (re)appraisal and balancing of the various internal and 

external influences that the individual is exposed to” (p.617). So does task motivation because 

various socio-affective and task-related variables interact in a nonlinear manner, causing 

dynamic fluctuations in the system (Poupore, 2013). The constantly changing motivational 

fluctuations as a task unfolds were referred to as ‘approach/avoidance tendencies’ by 

MacIntyre and Serroul (2015). The core issue of the investigation of task motivation in a 

complex dynamic system is twofold: the forces beneath the surface that propel the changes and 

the approaches to track the changes. A few studies have made efforts in this respect.   

Poupore (2013) investigated the variations in 38 Korean university students’ motivational level 

by implementing pre/post-task motivation questionnaires. They completed 15 tasks in an 

English conversation course within a TESOL certificate program. The intensity of task 

motivation was obtained by subtracting pre-task motivation from post-task motivation. The 

pre-task motivation questionnaire included various motivational sub-variables (e.g., task 

attraction, intended effort), cognitive variables (e.g., success expectation, perceived relevance, 

perceived difficulty of the task) and socio-affective variables (e.g., the emotional state); the 

post-task motivation questionnaire was constituted by matched items tapping task enjoyment, 

reported effort, result assessment, perceived relevance, perceived difficulty of the task, and 

emotional state. Two tasks that displayed a downward trend in learners’ motivation were 

analysed in detail. Participants were interviewed regarding their perceptions of the tasks, 

emotional state, task difficulty, and so on. The findings echoed with the questionnaires in that 

the motivational variables (e.g., a decrease in intended effort), social-affective variables (e.g., 

low perceived group work dynamic) and task variables (e.g., seriousness of the topic) tended 

to work together towards the motivational change. In other words, the fluctuation in task 

motivation was not reliant on a single variable; rather, it was caused by the interactions among 

various associated variables. However, this study only analysed tasks that participants found 

demotivating. Therefore, the triggers of motivational increase remained little known.  
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MacIntyre and Serroul’s (2015) study investigated 12 Canadian university students’ task 

motivation also from a dynamic perspective. Instead of using pre-task and post-task motivation 

questionnaires, they measured motivational fluctuations during task completion using the 

idiodynamic approach (MacIntyre, 2012). The idiodynamic approach utilises computer 

software that allows an individual participant to rate the ups and downs of his or her 

approach/avoidance tendency toward a task on a per-second timescale. A graph is 

automatically generated by the software and the participant is asked to explain the changing 

points on the graph in the subsequent interview. By means of the idiodynamic approach, this 

study revealed that rises in motivation were mainly associated with easy and straightforward 

task requirements, while decreasing motivation was mostly related to difficulty in retrieving 

knowledge or vocabulary required by the task. This study sheds light on the triggers causing 

L2 learners’ motivational increase and decrease during task completion. However, due to a 

small number of participants and the inherent restraints of obtaining data through one approach, 

only a limited number of triggers was identified. My study, therefore, aims to paint a more 

comprehensive picture of variables that account for the motivational level of L2 learners during 

their task completion through a triangulation of questionnaires and stimulated recalls.  

In addition to the methodological innovation, MacIntyre and Serroul (2015) also pioneered the 

relationship between L2 motivation and task motivation. Through interviews they found no 

evidence of participants thinking about idealised future self images (‘ideal L2 self’) or 

integrating into the L2 community (‘integrativeness’) while completing the task. However, they 

made a disclaimer that this finding should not be taken as evidence that the ideal L2 self or 

integrative motive did not affect task motivation. The interviews highlighted comments related 

to the ought-to L2 self and the L2 learning experience. As they explained, this was probably 

because the participants were primarily motivated by external expectations and previous 

learning experience, so they inevitably referred to these two generalised L2 motivation 

constructs when commenting on their attitudes toward the task. The current study, however, 

aims to map the relationship between task motivation and L2 motivation through statistical 

analysis – structural equation modelling.  

2.2.3 Summary 

In view of all that has been mentioned so far, it can be seen that the investigation of task 

motivation has been rare in comparison with L2 motivation. Our understanding of one’s 

motivation to learn a foreign language has been advanced from integrative/instrumental 

motivation to a tripartite of the ideal L2 self, the ought to L2 self, and the language learning 



16 
 

experience, followed by a large number of empirical studies that have aimed to validate them 

in diverse English learning contexts and to explore their association with English 

proficiency/learning outcomes. It is speculated that the stagnation of the exploration of task 

motivation could be most likely due to a lack of knowledge of the conceptualisation and the 

underlying facets of the task motivation construct. Another hindrance in the investigation of 

task motivation is that its relationship with the well-established construct – L2 motivation – 

remains relatively unknown. Therefore, the present study aims to fill these gaps.   

2.3 Anxiety 
Anxiety is an aversive affective state occurring in threatening circumstances (Eysenck, 

Derakshan, Santos, & Calvo, 2007) and is usually associated with adverse effects on cognitive 

performance, especially when the task being performed is attentionally demanding and requires 

high mental load (Derakshan & Eysenck, 2009). This section begins with a review of the two 

dominating theories of anxiety in cognitive psychology – processing efficiency theory and 

attention control theory. Next I move on to the notions of the three types of anxiety that have 

been mostly studied in second language acquisition – trait anxiety, state anxiety and situation 

anxiety. In particular, studies investigating foreign language anxiety and task anxiety, the two 

types of situation anxiety, are reviewed in detail.    

2.3.1 Anxiety from a cognitive perspective  

Two prevalent theories of anxiety in cognitive psychology – processing efficiency theory 

(Eysenck, 1979; Eysenck & Calvo, 1992; Eysenck et al., 2007) and attentional control theory 

(Eysenck et al., 2007) – explain the relationship between anxiety and cognition.  

Processing efficiency theory argues that anxiety impairs the relationship between the quality 

of performance and the amount of effort devoted to achieve the performance. To further 

elucidate this theory, the quality of the performance is not necessarily impaired by task-

irrelevant thoughts such as anxiety. It is likely that anxious thoughts might enhance people’s 

motivation to take efforts so that adverse effects could be minimised by anxiety-combating 

strategies. Another assumption of processing efficiency theory is that task-irrelevant 

processing primarily affects the central executive of working memory (See Section 2.3.1 for a 

detailed explanation of central executive). According to Corbetta and Shulman (2002), we have 

two attentional systems: a top-down goal-driven system reacting to our goals and expectations 

and a bottom-up stimulus-driven system responding to the salient stimuli from the environment. 

Principally anxiety disrupts the balance between the goal-driven system and the stimulus-
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driven system by enhancing the influence of the stimulus-driven system and alleviating the 

influence of the goal-driven system. In other words, anxiety affects the attentional control 

function of central executive. 

Attentional control theory extends the scope of processing efficiency theory by elaborating on 

the specific functions of central executive that would be impaired by anxiety, i.e., the inhibition 

function and the shifting function. The inhibition function of central executive concerns 

negative attentional control, that is, it combats the interference from the task-irrelevant stimuli; 

the shifting function is a type of positive attentional control in that it allows attention to shift 

flexibly between concurrent tasks, making sure that the here-and-now priority of task 

completion stays at the centre of focus. There is evidence to indicate that these two functions 

of central executive are prominently affected by anxiety (Derakshan & Eysenck, 2009).  

Taken together, processing efficiency theory and attentional control theory explain how anxiety 

affects humans’ attentional system in general situations and our possible reactions caused by 

anxious thoughts. Next, three types of anxiety that bear relationship with L2 learning will be 

discussed.  

2.3.2 The three types of anxiety 

Previous research has mainly distinguished three types of anxiety: trait anxiety, state anxiety, 

and situation anxiety. Trait anxiety refers to an individual’s proneness to anxiety in any 

situation. It is conventionally measured by self-evaluation scales such as the Trait Anxiety 

Inventory (Spielberger, 1984) or the Jackson Personality Inventory (Jackson, 1976). State 

anxiety, also called ‘mood state’ (Derakshan & Eysenck, 2009), is the apprehension one 

experiences at a particular moment as a reaction to certain environmental stimuli. Compared 

to trait anxiety, state anxiety is temporary and subject to constant changes from moment to 

moment. The measurement of state anxiety is usually achieved through the State Anxiety 

Inventory (Spielberger, 1984) or the Visual Analog Scale (MacIntyre & Gardner, 1991a). 

Situation anxiety accrues in specific contexts that are stressful or threatening to the attendees. 

A foreign language classroom, for example, is one of many such anxiety-provoking contexts. 

The above three types of anxiety are not orthogonal. Spielberger (1983) found a moderately 

strong correlation between state and trait anxiety (r = 0.60). MacIntyre and Gardner (1991b) 

also claimed that a person with high trait anxiety is highly likely to be apprehensive across 

various situations. The definition of a situation varies in different studies. Two situations are 

of particular interest in this study – foreign language classroom and task. In the following 
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sections, previous studies conducted regarding foreign language anxiety, state anxiety, and task 

anxiety will be discussed respectively. 

2.3.3 Foreign language anxiety 

As a type of situation anxiety, foreign language anxiety is closely related to the teaching and 

learning activities going on in foreign language classrooms. It stems from the discrepancy 

between foreign language learners’ social and mental maturity in their native language and 

their less developed L2 communicative abilities (Horwitz, 2001). Early research into anxiety 

from a cognitive perspective facilitates our understanding of the underlying mechanism of how 

anxiety impairs cognition. In the field of SLA, how anxiety interferes with foreign language 

learning has been the locus of research for many years, given that learning a foreign language 

is a cognitively taxing activity.  

There are mainly two streams of investigation regarding foreign language anxiety – 

input/processing/output anxiety (MacIntyre & Gardner, 1994b) and foreign language 

classroom anxiety (Horwitz, Horwitz, & Cope, 1986). Tobias (1979) argued that anxiety affects 

learning indirectly by influencing cognitive processes at different learning stages: input, 

processing, and output stage. Right after learners receive external stimulation, the anxious 

learners divide their attention between the task demands and task-irrelevant preoccupations. 

Anxiety at this point, labelled as ‘input anxiety’, is considered as the most debilitative because 

it limits the amount of input available for further processing. Anxiety also interferes with the 

processing of input information, such as short-term storage of information, retrieval of long-

term memory and transference between L1 and L2. As such, anxiety at this stage is labelled as 

‘processing anxiety’. Anxiety may also affect L2 learners right ahead of their performance. 

Anxiety at this stage pertains to the retrieval of prepared L2 production, and is named ‘output 

anxiety’. Founded on Tobias’ (1979) theory, MacIntyre and Gardner (1994b) put forward the 

Input Anxiety Scale, the Processing Anxiety Scale, and the Output Anxiety scale (IPOA) to 

measure foreign language learners’ anxiety at the input, processing, and output stage 

respectively. However, by means of confirmatory factor analysis, Onwuegbuzie, Bailey, and 

Daley (2000) found that the three scales generated reliable scores when used in a univariate 

manner, based on the answers from 258 university students from an American university. 

However, a three-factor oblique model assuming the three scales as distinct but related 

provided poor fit to the data. After removing six items, the model was confirmed with adequate 

fit indices. This result indicated that the Input/Processing/Output Anxiety scales need further 

validation among other populations.  
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Compared with the IPOA scales, there is a predominance of research investigating foreign 

language anxiety via Horwitz, Horwitz, and Cope’s (1986) Foreign Language Classroom 

Anxiety Scale across various contexts. Distinct from the theory-based IPOA scales generated 

in a top-down manner, the Foreign Language Classroom Anxiety Scale is a 33-item scale 

designed on the evidence of 30 beginning level foreign language students’ anxiety-related 

feelings and experiences in foreign language classrooms. Based on the scale, Horwitz et al. 

(1986) recognised three constructs as analogies for foreign language anxiety – communication 

apprehension, test anxiety and apprehension about others’ evaluations (Horwitz, 2016). 

Communication apprehension is manifested as a fear of communicating with people or talking 

in a group. Test anxiety stems from fear of failure in an evaluation. Students with test anxiety 

tend to consider anything other than a perfect performance as a failure. Apprehension about 

others’ evaluations occurs under evaluative circumstances. Anxious foreign language learners 

could be extremely sensitive to the evaluations coming from their teachers or peers.  

Many researchers have misunderstood communication apprehension, test anxiety and 

apprehension about others’ evaluations as the three underlying components of foreign language 

anxiety, although Horwitz et al. (1986) only drew an analogy between foreign language anxiety 

and the three “related performance anxieties” (p.127). Therefore, over the years, the underlying 

facets of foreign language anxiety measured by the Foreign Language Classroom Anxiety 

Scale have remained equivocal. To resolve the ambiguity around this matter, several studies 

conducted exploratory factor analysis on foreign language anxiety across different populations 

(Aida, 1994; Cheng, Horwitz, & Schallert, 1999; Liu & Jackson, 2008; Mak, 2011; Matsuda 

& Gobel, 2004; Park, 2014). However, both the number of components and the constituting 

items show inconsistency among those studies, which further complicated the matter. Park 

(2014) confronted this problem head on and attributed the inconsistent results to the “subjective 

judgment in factor rotation and labelling” among those studies (p. 264). In his empirical study, 

he conducted both exploratory factor analysis and confirmatory factor analysis on a large 

number of Korean university students’ responses to the Foreign Language Classroom Anxiety 

Scale, and clearly elucidated both analyses in a step-wise manner. Two factors were identified: 

one was related to apprehension or anxiety about communicating with other people in a 

second/foreign language; the other was also associated with apprehension or anxiety about 

communication with other people in a second/foreign language, but “with the element of 

confidence or lack of confidence in communicative situations” (p. 267). In response, Horwitz 

(2016) highly praised his endeavour and further claimed the context-, proficiency-, culture-
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sensitive nature of the Foreign Language Classroom Anxiety Scale, calling for future users 

following Park’s example.  

Despite the pre-eminence and popularity of the Foreign Language Classroom Anxiety Scale, it 

was developed based on the learning experiences of a small group of foreign language learners. 

Therefore, there is a pressing need to hear the voices of foreign language learners from other 

contexts. A case in point is Yan and Horwitz’s (2008) qualitative study examining causes of 

foreign language anxiety through interviews with 21 Chinese university students with varying 

levels of anxiety. Through thematic analysis of the interviews and drawing interrelationship 

among the emerging factors, a grounded theory model of foreign language anxiety featuring 

the interactions between the following factors was established, including regional differences, 

test types, gender, teacher characteristics, class arrangement, parental influence, language 

aptitude, comparison with peers, learning strategies, interest and motivation, and achievement. 

They were either triggers or consequences of foreign language anxiety. This study revealed an 

array of foreign language anxiety triggers that were unique to the population, implying that 

foreign language anxiety could “take different forms in different contextual settings” (p.176). 

The finding also uncovered the personal and sociocultural dimensions of foreign language 

anxiety that were untouched in FLCAS.  

2.3.4 State anxiety in second language acquisition 

Different from the above studies that have “frozen a moment in time for analysis” (MacIntyre, 

2017, p. 26), some research has focused on the temporal and transient aspects of anxiety. 

Research into state anxiety can be traced back to early studies conducted by MacIntyre and 

Gardner (1989, 1991a) who attempted to validate the significance of different types of anxiety 

for foreign language learning, e.g., state anxiety and trait anxiety. State anxiety was shown to 

be a different form of anxiety from foreign language anxiety. Through exploratory factor 

analysis on a wide variety of anxiety scales, both studies demonstrated that foreign language 

anxiety did not load on the same factors with trait anxiety or state anxiety, indicating that 

“foreign language anxiety can be discriminated reliably from other types of anxiety” 

(MacIntyre & Gardner, 1991a, p. 530). As regards its relationship with trait anxiety, two studies 

revealed contradictory results. State anxiety and trait anxiety loaded on the same factor in 

MacIntyre and Gardner (1989) and not in MacIntyre and Gardner (1991a). Therefore, it 

remained uncertain whether state anxiety and trait anxiety are qualitatively different. Whether 

state anxiety interfered with L2 learners’ performance was also ambiguous, because in one 

study state anxiety was significantly correlated with the performance (MacIntyre and Gardner, 
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1989) and not in the other (MacIntyre and Gardner, 1991a). Besides, it was found that state 

anxiety was more of a product of poor performance rather than a cause (MacIntyre & Gardner, 

1989). 

In addition to the conceptualisation of state anxiety, the operationalisation of state anxiety has 

been of equal interest. MacIntyre and Gardner (1989) administered Spielberger’s (1984) 20-

item State Anxiety Scale three times at different stages in the L2 vocabulary learning process. 

However, implementing a 20-item scale in the middle of a task could be severely interruptive 

to the flow of the class. Alternatively, in the other study, they used the Visual Analog Scale, a 

thermometer-like scale ranging from 1 to 10 (1 represented the lowest anxiety level and 10 

represented the highest anxiety level). Participants chose the number that best demonstrated 

their anxiety level at a certain point of time (MacIntyre & Gardner, 1991a). Although the Visual 

Analog Scale also required participants to pause and rate their anxiety level, it caused less 

interference compared to the State Anxiety Scale.  

Connecting state anxiety at many isolated moments would form the moment-to-moment 

fluctuations of anxiety over the progression of a learning unit. In other words, anxiety also 

resembles the complex dynamic system, in which the variable under investigation is in a state 

of flux. From this perspective, task anxiety can be seen as the equivalent of state anxiety 

measured continuously over the duration of a task. 

As regards the instrument to track the trajectory of anxiety fluctuations during a period of time, 

similar to motivation, the idiodynamic approach (MacIntyre, 2012) has been utilised to capture 

the wax and wane of an individual’s anxiety level. Two empirical studies made efforts in this 

respect (Gregersen et al., 2014; Gregersen et al., 2017). Unfortunately, the reasons for the 

spikes and dips of anxiety level were less prioritised in both studies. Gregersen et al. (2017) 

asked a peer of the participants and an expert practitioner to watch six participants’ video-

recorded speeches. A series of non-verbal cues, e.g., facial expression, gesture, gaze, posture 

and so on, were identified and found to be associated with the raising or lowering of anxiety 

rated by the participants. In Gregersen et al. (2014), idiodynamic software was used in 

conjunction with a device for physiological measurement. Six participants were wearing heart 

monitors while giving a speech. It was found that participants’ self-ratings of anxiety and their 

physiological symptoms – heart rates – were somewhat converged. The above studies provided 

important insights into the physiological or behavioural manifestations of state anxiety. 
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However, they seemed to ‘skirt the issue of the source of the reported anxiety’ (MacIntyre & 

Gardner, 1991b, p. 90), which had been an unsolved issue for more than two decades.  

2.3.5 The effect of anxiety in a task 

L2 learners’ anxiety during task completion has hitherto received scant attention by researchers. 

To my knowledge, no previous study has investigated the conceptualisation or the constituent 

components of task anxiety. Therefore, a systematic understanding of task anxiety is still 

lacking.  

The majority of empirical studies with reference to task anxiety were conducted to validate 

Robinson’s (2001, 2011) Cognition Hypothesis. According to the Cognition Hypothesis, “tasks 

should be sequenced for learners from simple to complex in order to promote success in 

performing complex tasks in the L2, as well as opportunities for further L2 learning and 

interlanguage development” (Robinson, 2011, p. 4). To operationalise the Cognition 

Hypothesis pedagogically, Robinson proposed a framework containing variables respecting the 

cognitive demands of a task, the interactional demands of a task, and learners’ ability or 

affective variables (e.g., working memory, anxiety, and motivation). The Cognition Hypothesis 

proposed that only the cognitive demands of tasks matter in decision-making regarding the 

instructional sequencing of tasks. However, there are possibly interactions between the 

cognitive demands of tasks and learners’ ability or affective variables. To be more specific, the 

influence of learners’ ability or affective variables “is likely to be particularly apparent in 

differentiating learner performance on complex versions” of tasks (Robinson, 2011, p. 13).  

In the empirical studies that have examined the interactions between learners’ anxiety and the 

cognitive demands of tasks, researchers did not distinguish foreign language anxiety and 

anxiety learners experienced during task completion. That is, they utilised anxiety scales that 

were conventionally used to measure generalised foreign language anxiety, such as the above 

mentioned IPOA scales, or the Language Use Anxiety scale (e.g., “I usually feel ill at ease 

when I have to speak English.”) adapted from Kormos and Dörnyei (2004), or the questionnaire 

adapted from Sheen (2008) (e.g., “I always feel that the other students speak English better 

than I do”). A commonality of these scales is that they focus on learners’ anxious feelings 

during the process of learning a foreign language without tapping into any task-related 

variables that might cause anxiety. Therefore, these studies beg the question of whether there 

exists a different form of anxiety called ‘task anxiety’ that can be differentiated from the 

general foreign language anxiety.  
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The results of these empirical studies, however, shed light on the possible interactions of 

learners’ anxiety and the cognitive demands of tasks in different learning contexts. In 

Robinson’s (2007) study, anxiety influenced 41 Japanese university students’ task performance 

in interaction with different reasoning demands of the task. Also it was found that anxiety at 

different learning stages, i.e., input, processing, and output stage, seemed to impact task 

performance in a remarkably different way. Processing and output anxiety had a debilitative 

influence on the syntactic complexity of learners’ task performance, especially when the task 

posed a higher reasoning demand. However, processing anxiety had a facilitative influence on 

learners’ accuracy when the reasoning demand of the task was low. The results indicated that 

anxiety could interfere with learners’ task performance when the task was attentionally taxing; 

but when learners were dealing with a task that was less cognitively demanding, the anxious 

learners would make extra efforts to compensate for the interference created by anxiety, which 

is in accord with the above stated processing efficiency theory. In this case, anxiety engendered 

during the information processing stage tended to motivate learners to pay more attention to 

the accurate usage of forms when the task was less cognitively taxing. This study, therefore, 

partly supported the Cognition Hypothesis in that some aspects of the learners’ task 

performance were negatively influenced by processing and output anxiety when the task was 

cognitively demanding.  

Other empirical studies, on the other hand, failed to detect any interactions between anxiety 

and task complexity. For example, among 88 Korean university students, Kim and Tracy-

Ventura (2011) found that low-anxiety learners showed better development of past tense usage 

than high-anxiety learners. However, no interactions were discovered between anxiety and the 

reasoning demands of the tasks. In other words, learners’ anxiety level did not influence their 

ability to perform tasks with different cognitive complexity. Similarly, among 43 learners who 

studied in a university in New York, Révész (2011) did not find any significant correlations 

between learners’ anxiety and their task performance in terms of syntactic complexity, 

accuracy, and lexical diversity, regardless of the complexity of the tasks.  

2.3.6 Summary 

In brief, what is not yet clear is the conceptualisation of task anxiety and its relationship with 

other types of anxiety, namely trait anxiety, state anxiety, and foreign language anxiety. At this 

stage, it is believed that investigating the effect of anxiety on task performance without 

distinguishing task anxiety from other types of anxiety could be problematic. This study, 
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therefore, aims to define task anxiety and explore the relationship between trait anxiety, foreign 

language anxiety, and task anxiety.   

2.4 Working memory 
Working memory is considered to take effect when people are dealing with tasks that require 

them to store information temporarily whilst carrying out further processing or resisting 

interference between similar information (Williams, 2012). As Ellis (2012, p. 315) has stated, 

second language acquisition researchers have been interested in working memory because they 

hold that “working memory determines the extent to which learners are able to (1) attend to 

and rehearse elements from the input they are exposed to and (2) access L2 resources from 

long-term memory to process both input and output”. Completing an English oral task requires 

both noticing the elements from the input and retrieving L2 resources from long-term memory. 

In this sense, the process of performing an oral task might be influenced by one’s working 

memory. In this section, I begin with the description of the multicomponent model of working 

memory. Then I describe different tests that have been utilised to measure L2 learners’ working 

memory capacity. Lastly I provide a review of empirical studies that have investigated the 

effect of individual difference in working memory capacity on L2 learners’ task performance.  

2.4.1 Baddeley’s multicomponent model of working memory 

As a prominent pioneer into the study of working memory, Baddeley (2012) has put that 

working memory “still comprises a relatively loose theoretical framework rather than a precise 

model that allows specific predictions” (p.7). Since Miller, Galanter, and Pribram (1960) used 

the term ‘working memory’ to describe temporary memory, the knowledge of working memory 

has been fruitfully developed on the basis of accumulating evidence over the past half century. 

The model of working memory that has received the greatest recognition is Baddeley’s 

multicomponent model of working memory. The initial multicomponent model (Baddeley & 

Hitch, 1974) comprised the central executive component, the phonological loop and the visuo-

spatial sketch pad. The central executive component is in charge of attention control; the 

phonological loop and the visuo-spatial sketch pad are responsible for temporarily maintaining 

verbal or visuo-spatial information. The subcomponents that are mostly related to language 

learning are the phonological loop and the central executive. This explains why second 

language acquisition researchers have predominantly explored these two components. The 

phonological loop stores verbal information briefly by means of vocal or subvocal rehearsal. 

Due to its limited capacity, the temporarily maintained information would be instantly re-

written with new information. Central executive deals with information processing and 
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problem-solving. Different from the above mentioned short term memory capacity (also termed 

‘the phonological short-term memory’) that only stores verbal information and is domain-

specific, central executive represents domain-general executive attention (Conway et al., 2005). 

Baddeley (1996) proposed three functions of an adequate central executive – focusing attention, 

dividing attention between environmental stimuli, and switching between tasks.  

The significant correlation between reading comprehension and the ‘working memory span’ 

found by Daneman and Carpenter (1980) prompted Baddeley to add the fourth component to 

his model. In Daneman and Carpenter (1980), the participants were required to read aloud a 

couple of sentences and recall the final words. This test not only examined the storage and 

processing function separately but also the simultaneous storing and processing of information. 

Therefore, Baddeley (2000) assumed that something in working memory should be controlled 

by the central executive and could integrate information from diverse sources. In this way, the 

central executive can retrieve, manipulate, and modify various components of temporary 

storage. The fourth component was called the ‘episodic buffer’, because “the buffer is episodic 

in the sense that it holds episodes whereby information is integrated across space and 

potentially extended across time” (Baddeley, 2000, p. 421). Also, it is believed that there is 

information exchange flowing between the episodic buffer and long-term memory. The 

working memory span test was later known as the ‘reading span test’. 

2.4.2 The working memory tests 

Working memory is conventionally measured by simple and complex span tests. Simple span 

tests measure the temporary storage of working memory. They require the test takers to repeat 

strings of digits or non-words in varied lengths (Baddeley, Gathercole, & Papagno, 1998). 

Complex span tests measure both the storage and processing functions of working memory. 

The complex span tests force information processing tasks to compete for the limited 

attentional capacity with short memory storage. As Moran (2016) put, in complex span tests 

“the secondary task removes the memoranda from immediate awareness and controlled 

attention is necessary to maintain access to it outside of awareness” (p. 832). The most 

implemented complex working memory tests are the Listening Span test (Lewandowsky, 

Oberauer, Yang, & Ecker, 2010), the Reading Span test (Daneman & Carpenter, 1980), the 

Operation Span test (Turner & Engle, 1989), the Speaking Span test (Daneman, 1991) and the 

Backward Digit Span test (Kormos & Safar, 2008). These complex span tests are believed to 

offer apt representations of an individual’s working memory capacity. However, to date, no 
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conclusion has been reached on which test generates the most accurate result. Table 1 describes 

the operationalisation of each span test. 

Table 1  
Operationalisation of simple and complex span tests 

Span tests Operationalisation 

Non-word/Digit 
Span test 

Strings of non-words or digits are presented in ascending/alternated 
lengths, test takers recall the non-words or digits in the same order. 

Reading/ 

Listening Span 
test 

Test takers read aloud/listen to a set of sentences, simultaneously 
comprehend them, and then recall a target word for each sentence (the 
last word of the sentence or an unrelated word or a letter). In other 
words, test takers need to recall the target words as well as judging 
whether the sentences are semantically or grammatically reasonable. 

Operation Span 
test 

Test takers read the mathematical operations aloud, verify whether the 
solutions are correct or not while remembering the words that are 
paired with the equations. 

Speaking Span 
test 

Sets of unrelated words were presented individually. After each set of 
words, test takers need to produce syntactically and semantically 
acceptable sentences in English using the words. 

Backward Digit 
Span test 

Strings of digits are presented in ascending/alternated lengths, test 
takers need to recall the digits in reversed order. 

 

It should be kept in mind that the test administrators need to be judicious in the administration 

procedure of the complex span tests, because these tests do not expect participants to rehearse 

during the gap between the presentations of two stimuli. Conway et al. (2005) put forward three 

recommendations for successful administration of a complex span test: 1) immediate and 

vigilant stimulus presentation. As the foregoing indicates, participants are very likely to 

rehearse the to-be-recalled words when the presentation of the next stimulus is delayed; 2) 

individual administration. This helps the administrator to keep an eye on each participant 

regarding whether they adequately attend to the processing task or not; 3) sufficient item size. 

Two to five stimuli per item were suggested for college students. Compared with the complex 

span tests, the administration of the simple span tests involves less nitty gritty. The 

administrator presents strings of digits or non-words of different lengths successively, and test-

takers need to immediately repeat the digits or non-words in the presented order.  
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2.4.3 The effect of working memory on task performance 

As stated above, working memory denotes one’s limited mental capacity to store and process 

information simultaneously. This notion of working memory naturally leads to a hypothesis 

that working memory might take effect when a cognitively taxing activity is going on. Doing 

a L2 oral task is one of the most demanding activities for foreign language learners. Individuals 

vary in their working memory capacity. Therefore, when they are assigned an oral task, they 

might vary in their capability to process multiple tasks at the same time, such as conceptualising 

a blueprint of speech, retrieving long-term memory, processing task relevant information, and 

formulating utterances. In other words, L2 learners’ oral task performance is likely to be subject 

to their variations in working memory capacity.  

A body of empirical studies has been conducted with the aim of exploring the mediating role 

of working memory in interaction with instructional treatments (e.g., recast), task complexity, 

or task conditions (e.g., planning) on L2 learners’ task performance.  

Whether working memory could facilitate the noticing of target forms during recasts is among 

the earliest queries along this line of research. For example, phonological short-term memory 

was found to be positively correlated with the correct usage of past progressive when a group 

of Hungarian secondary school students were doing a picture description task, and this result 

only applied to those students who received recasts from the researcher (Révész, 2012). As 

Révész argued, this finding confirmed that L2 learners who had advantage in short-term 

memory capacity could be better at proceduralising the emerging knowledge in recasts.  

Studies have been conducted to examine the interaction between working memory and the 

cognitive complexity of a task as an effort to validate the Cognition Hypothesis. For example, 

in Cho (2017), 39 Korean university students undertook argumentative tasks with different 

complexity. Particiants needed to choose and defend two criteria for an application of an 

exchange program in the simple task and five criteria in the complex task. Their working 

memory capacity was tested by the Reading Span test and the Operation Span test. In Kormos 

and Trebits (2011), 44 Hungarian secondary school students completed two narrative tasks 

(with/without a given storyline), and the participants’ working memory was assessed by the 

Backward Digit span test. Both studies found little or no effect of working memory on task 

performance. Only the latter uncovered that the participants with larger working memory 

capacity produced longer clauses in the task provided with a given storyline. Taken the above 
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studies together, it was speculated that working memory tended to account for the noticing of 

linguistic features during input processing, rather than the oral output.  

However, under certain task conditions, working memory could take effect and influence L2 

learners’ oral task performance. For example, online planning tended to favour participants 

with higher working memory capacity, in that they produced more fluent and accurate speech 

than those with low working memory capacity (Ahmadian, 2012; Li and Fu, 2018). However, 

a different planning condition, i.e., pre-task planning, did not always benefit the high working 

memory capacity of L2 learners. Tavares (2008) found that working memory was positively 

correlated with L2 learners’ fluency and complexity under the pre-task planning condition. Li 

and Fu (2018), on the other hand, only discovered a marginal effect for working memory under 

the pre-task planning condition. They argued that planning the task in advance has shifted the 

burden of conceptualising the message during task performance, thus the condition to trigger 

the effect of working memory did not exist.  

Two empirical studies have treated working memory capacity as an independent constraint 

(Daneman, 1991) on the L2 speaking process. In Mota (2003), 13 students from an American 

university undertook a picture narration task and a narrative task. It was found that high spans, 

assessed by the Speaking Span test, produced more fluent, accurate, and complex speeches in 

both tasks at the cost of lower weighted lexical density. Similar results were revealed in 

Weissheimer and Mota (2009). In their study, 32 students from a Brazilian university 

completed a picture narration task. Their working memory was also tested by the Speaking 

Span test. The results indicated that those with higher working memory capacity tended to 

produce more accurate and complex utterances. However, the significant correlation between 

working memory and fluency was only found among the low spans. This finding indicated that 

the high spans sacrificed the fluency of their speeches to achieve better accuracy and 

complexity. The authors also speculated that, in laboratory studies that resembled testing 

situations, participants might opt for a “conservative orientation” (Weissheimer and Mota, 

2009, p.107), that is, avoiding making mistakes instead of trying to be fluent. These two 

empirical studies implied that individual difference in central executive could interfere with 

acivities that demand controlled attention, such as active maintainance of task goals, resolving 

the conflict among actions, maintainance of task information in the face of distraction and 

interference, and suppression of task-irrelevant information (Engle & Oransky, 1999). 

However, due to a small sample size in both studies, further research is needed to validate the 

findings.  
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One interesting study touched upon the effect of the specific functions of central executive, i.e., 

updating, task-switching, and inhibitory control functions (Révész, Michel, & Lee, 2017). 

Révész et al. analysed the correlations between the specific functions of central executive and 

learners’ writing behaviour and performance. It was found that learners who had advantaged 

updating ability produced less frequent pausing between paragraphs; those who were advanced 

in task switching ability paused for a shorter length of time between sentences and used more 

less sophisticated vocabulary and logical connectives more frequently. Studies investigating 

the interactions between the specific functions of central executive and oral task performance 

are warranted so as to shed light on the cognitive abilities that are required during learners’ 

speaking process.   

2.4.4 Summary 

Phonological short-term memory and central executive have been shown to be related to L2 

learning activities. Their influences on task performance in their own right or in interaction 

with certain instructional treatment or task condition have been validated in a limited number 

of empirical studies. The present study aims to verify the role of phonological short-term 

memory and central executive in performing an oral task. Rather than calculating the 

correlations between working memory and task performance, the present study treats working 

memory as one of the predictors of task performance in regression analyses.  

2.5 Research questions 
The first objective of the study was to identify the underlying facets of the task motivation 

construct, and to examine the relationship between task motivation and L2 motivation. The 

second objective was to identify the underlying facets of the task anxiety construct, and 

investigate the association between task anxiety, foreign language anxiety, and trait anxiety. 

Lastly, the study aimed to inspect to what extent individual difference variables, i.e., motivation, 

anxiety, working memory, and L2 proficiency, accounted for L2 learners’ performance in a 

video narration task. The specific research questions (RQs) this study sought to answer are as 

follows: 

RQ1. What is the nature of task motivation? 

a. What are the underlying facets? 

b. What is its relationship with L2 motivation?  

c. What are the patterns and triggers of its fluctuation?  
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RQ2. What is the nature of task anxiety? 

a. What are the underlying facets? 

b. What is its relationship with foreign language anxiety and trait anxiety? 

c. What are the patterns and triggers of its fluctuation?  

RQ3. How do the individual difference variables (i.e., motivation, anxiety, working memory, 

and L2 proficiency) predict learners’ oral task performance? 

The following chapter presents a preliminary study, the objective of which was to design two 

instruments – the task motivation questionnaire and the task anxiety questionnaire – for the 

data collection of the main study.  
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3. Preliminary study: the design of the instruments 
This chapter describes a study conducted prior to the main study with the aim of designing a 

task motivation questionnaire and a task anxiety questionnaire. It is comprised of the rationale 

for the instruments, the participants, the task, the procedures for data collection, and the 

analysis of the collected data. In the end of the chapter, a task motivation questionnaire and a 

task anxiety questionnaire are presented.  

3.1 Rationale for the task motivation questionnaire and the task anxiety 

questionnaire  
Dörnyei (2003b) provided three guiding principles regarding ‘drawing up an item pool’ for 

questionnaires. These principles are: 1) creating as many potential items as possible; 2) 

gathering qualitative, exploratory data from informants; 3) borrowing questions from 

established questionnaires.  

I did not resort to the first principle because of the lack of a precise definition of ‘task 

motivation’. A questionnaire built on the ground of brainstorming should at least be traced back 

to the notion of the construct or the constituent components, without which the questionnaire 

could run the risk of being subjective and hence being built on shaky ground.  

As regards the third principle – borrowing items that have been frequently piloted in previous 

research, I referred to four studies for the design of the task motivation questionnaire. Dörnyei 

(2002), Dörnyei and Kormos (2000), and Kormos and Dörnyei (2004) used two Likert scale 

items to measure task motivation, i.e., ‘I liked the tasks used in the project’ and ‘I have found 

the tasks used in the project useful for L2 learning’. These two items precisely tapped the 

motivational and cognitive dimension of task motivation. However, a construct represented by 

two general items might carry less validity in subsequent statistical analysis. Rather, Dörnyei 

(2003b, p. 33)   suggested to use “a cluster of differently worded items that focus on the same 

target”, so that the “extraneous influence unique to the individual items” could be reduced (p. 

44). Another study (Poupore, 2013) introduced adapted pre/post-task motivation 

questionnaires originally designed by Boekaerts (2002). The post-task motivation 

questionnaire covered a wide range of sub-constructs related to task motivation, e.g., perceived 

difficulty, expected outcome, perceived effort, self-evaluation of task performance, task 

usefulness, and etc. The concerns are that, first, again each sub-construct was only represented 

by one item; second, the author did not mention the theoretical or empirical ground on which 

the questionnaire was built; third, no follow-up studies proved whether the questionnaire 
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measures what it claimed to measure – task motivation (construct validity) or whether the 

questionnaire measures all aspects of task motivation (content validity). As regards task anxiety, 

to my knowledge, no studies have come up with a questionnaire that was particularly designed 

for measuring second language learners’ anxiety level during task completion.  

For the above reasons, the present study followed the second principle Dörnyei (2003b) 

proposed – gathering qualitative, exploratory data from informants – and drew on a data-driven 

approach to write up the questionnaire items. The data that informed the questionnaire items 

were in-depth interviews with students from the target population and their stimulated recalls 

of motivational and anxiety fluctuations during task completion. This approach is not 

uncommon in questionnaire development. For example, the Foreign Language Classroom 

Anxiety Scale (Horwitz et al., 1986) was designed on the evidence of 30 beginners of English 

who shared their anxiety-related feelings in foreign language classrooms in small groups. The 

questionnaire covers diverse aspects of foreign language anxiety, and was then validated in 

different learning contexts over the next three decades. However, it should be noted that this 

process of questionnaire design unavoidably received substantial influence from the interview 

questions which were framed on the basis of previous empirical findings and pertinent theory. 

In other words, the task motivation questionnaire and task anxiety questionnaire were 

developed following a combination of top-down and bottom-up approach.  

3.2 Participants 
In the preliminary study, 40 second-year students from a Chinese university in northern China 

were recruited. The participants were majoring in Chinese, Teaching Chinese as a Foreign 

Language, Journalism, or Physics. By the time the study was conducted, all of the participants 

had taken the College English Test level 4 (CET 4), a national English test for tertiary level 

students in China. Their mean score on the CET 4 was 462.38 out of 7103.  

3.3 Task 
Each participant completed a video narration task in which they narrated a story in English 

after watching an episode from a cartoon named ‘Shawn the Sheep’. The episode depicts a 

story of how a herd of sheep and a dog managed to get themselves pizzas after seeing their 

farm owner eating one and being tempted by the smell. Three sheep disguised themselves as a 

                                                 
3 Chinese university students majored in non-English subjects normally take CET 4 and CET 6 during their 
tertiary education. The CET scores are generally taken as equivalent of one’s English proficiency by employees. 
Test takers of CET 4 whose scores exceed 425 are eligible to register for CET 6, the advanced level of the 
College English Test. In the preliminary study, all participants’ CET 4 scores were 425 and above.  
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person by crawling into the outfit of a scarecrow and piling up on top of each other. They 

wobbled to the bus stop and got on the bus. When they arrived at the pizza shop, they scared 

the customers who were waiting for their orders. In the end, they exchanged many boxes of 

pizza for every sheep with a frog hiding inside the scarecrow’s pocket, because the owner of 

the pizza shop adored the frog very much. This episode was selected because it required little 

background knowledge and the story was straightforward. The cartoon had background sound 

but no character was talking. It lasted around 7 minutes. Other episodes of the cartoon have 

been used in previous studies (Wang & Skehan, 2014) and have proven to be effective in 

eliciting L2 oral production. The same cartoon episode was implemented in the main study.  

3.4 Procedure 
The participants met me individually in an office on their campus. They completed the task, 

went through a semi-structured interview, and did a stimulated recall of their motivation or 

anxiety status during the task. A detailed description of the procedure is as follows.  

First I introduced myself and the study to the participant and confirmed his or her identity. 

Then the task instruction was given (See Appendix 1 for the task instruction) and the participant 

started to watch the cartoon episode. After that, each participant planned their speech under 

one of the four different planning conditions and told the story. The four different planning 

conditions included strategic planning, within-task planning, strategic plus within-task 

planning, and no planning. Participants were randomly assigned to one of the four groups, and 

each group had ten participants4 (See Appendix 1 for the description of the four planning 

conditions). There was no time restriction with regard to story-telling. Participants were video 

recorded from the moment they entered the room to the end of their speech.  

After story-telling, each participant was interviewed with reference to the perceptions of the 

task design (Question 2), familiarity with the task type (Question 9), perceived difficulty of the 

task (Question 7 and Question 8) and the comments on the setting and procedure of the task 

(Question 10 and Question 16). More importantly, questions were asked regarding the 

dynamics of their motivational or anxiety status and the triggers of any changes during the task 

completion process. The questions on the subject of task motivation included, but were not 

limited to, the following topics: usefulness of doing the task (Question 3), perceived efforts to 

do the task (Question 4), influences of the task on future English study (Question 5 and 

                                                 
4 Planning was not manipulated as a variable in the main study, because dividing the participants into four 
groups as in the preliminary study would undermine the statistical validity of analyses conducted in the main 
study, i.e., exploratory factor analysis, structural equation modelling, and multiple regression analysis.  
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Question 6), the changes of motivation during the task, and the triggers of the changes 

(Question 1); the questions regarding task anxiety included the physiological symptoms of 

anxiety (Question 12), the consequences of feeling anxious (Question 11 and Question 13), the 

changes of anxiety during the task, and the triggers of the changes (Question 11, Question 14, 

and Question 15).  

The pre-determined interview question were, to a large extent, inspired by the questionnaire 

items used in Dörnyei (2002), Dörnyei and Kormos (2000), Kormos and Dörnyei (2004), and 

Poupore (2013), the findings of Gregersen et al. (2014) that made clear the close association 

between anxiety and physiological symptoms, and MacIntyre and Serroul (2015) who explored 

L2 learners’ fluctuations of motivational or affective state during task completion. Participants 

were also encouraged to freely express their views on relative topics that were not covered by 

the interview questions. Each interview lasted approximately 30 to 40 minutes. The interviews 

were conducted in Chinese and audio-recorded (See Appendix 2 for the interview protocol).  

Immediately after the interview, participants undertook a stimulated recall of their motivation 

or anxiety fluctuations during task completion (See Appendix 3 for the stimulated recall 

protocol). The participants were alternatively assigned to doing a stimulated recall of task 

motivation or task anxiety, and eventually half of them reflected on their motivational 

fluctuation and half of them reflected on their anxiety fluctuation during task completion. For 

each stimulated recall, the video of the participant’s task performance was played as an 

elicitation of commentary on motivation-related or anxiety-related feelings and thoughts during 

task completion. Either the participant or I was entitled to pause the video at any time to 

comment on or discuss his or her feelings at that moment. The stimulated recalls were audio-

recorded. The procedure is displayed in Figure 1. 

 

Figure 1 The procedure of the preliminary study 

3.5 Ethics approval  
Ethics approval for working with human participants in the preliminary study and the main 

study was obtained from the University of Auckland Human Participants Ethics Committee 
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(UAHPEC). Copies of the approval letter, the Participant Information Sheet for the 

participants/teachers/chief executive officer, and the Consent Form for the 

participants/teachers/chief executive officer are included in Appendix 4. 

3.6 Analysis and results  
The questionnaires were developed on the basis of interviews and stimulated recalls. Thirty 

seven participants’ data were analysed. Because the recording device failed to record one 

participant’s interview and stimulated recall, and two participants completed the interview and 

the stimulated recall with strong reluctance, these three participants’ data were excluded from 

the subsequent analysis. In total, 37 interviews, 18 stimulated recalls of task motivation, and 

19 stimulated recalls of task anxiety, were analysed. The interviews and the stimulated recalls 

were transcribed verbatim and imported into Nvivo 11, software used for analysing qualitative 

data. The transcripts of motivation and anxiety were analysed separately with the purpose of 

developing two questionnaires – a task motivation questionnaire and a task anxiety 

questionnaire.  

Thematic analysis of the transcripts was conducted. First, the transcripts were marked with 

codes associated with task motivation or task anxiety. Then themes were identified inductively 

from the codes. Twenty percent of the transcripts (the transcripts of 7 participants) were 

randomly chosen and coded by another coder who has expertise in the field of linguistics. The 

second coder coded the selected transcripts following the code scheme identified by me. The 

inter-coder reliability was 98.64% for task motivation and 99.46% for task anxiety.  

3.6.1 Task motivation 

The coding category of task motivation is displayed in Table 2. In total, 26 codes were 

recognised through the analysis of the data, which were further categorised into 11 themes. 

Each theme was regarded as an underlying facet of the task motivation construct. Table 2 also 

included the frequency of each code in terms of the number of participants and the number of 

references. Another feature of Table 2 is that each code was associated with a direction of force 

that either pulled the motivation up or dragged the motivation down to a lower level. Each 

theme is explained as follows.  
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Table 2  
The coding category of the interviews and stimulated recalls regarding task motivation 
(n=18) 

Theme Pulling or 
dragging 
force  

Code Number of 
participants 

Number of 
references 

Efforts 

 

Pulling Trying the best to do the task 37 37 

Pulling Producing as many words as 
possible 

2 2 

Task 
usefulness 

 

Pulling Diagnosing weaknesses 14 18 

Pulling Training self-expression 8 10 

Dragging Doing task once made little 
difference 

8 8 

Pulling Recalling knowledge 4 6 

Pulling Testing oral English 4 4 

Future 
influence 

 

Pulling Igniting enthusiasm  16 20 

Pulling Practicing oral English 10 10 

Pulling Diagnosing weaknesses 8 11 

Dragging Not related to future study or 
career 

5 5 

Pulling Fun brought by doing the task 1 1 

Contents 

 

Pulling Fun of watching the cartoon 20 31 

Novelty  

 

Pulling New approach to learn 
English 

13 15 

Pulling New experience  11 11 

Support 

 

Dragging Lack of a key word list 11 11 

Dragging Lack of teacher’s feedback 6 8 

Dragging Lack of teacher’s 
demonstration 

1 1 

Dragging Lack of peer discussion 7 8 

Influence of 
task difficulty  

 

Dragging Language problems 6 9 

Pulling Difficulty of the task  7 8 

Dragging Difficulty of the task 6 7 
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Influence of 
performance 

Dragging Unsatisfactory performance  12 14 

Challenge Pulling Challenge 10 13 

Influence of 
anxiety 

Dragging Anxiety 4 4 

Setting/ 

procedure 

Pulling Task setting or procedure 2 2 

 

1) Theme One of task motivation: Efforts 

All of the 37 participants gave a positive answer to the question ‘did you try your best during 

the task’. Two of them answered specifically and commented that they tried to ‘speak as much 

as they could’ (Participant 8 and Participant 9). That is, they attempted to describe all the details 

they had observed in the cartoon. The other participants talked about the strategies they used 

when answering this question (e.g., paraphrasing the unknown words with their synonyms, 

avoiding describing the nitty gritty of the story). However, using strategies was not considered 

as a part of task motivation in the current study. 

2) Theme Two of task motivation: Task usefulness 

Task usefulness was concerned with the utility of the task from the participants’ perspective. 

Sixteen participants regarded the task as useful because it helped them to find out where their 

weaknesses in oral English lay. For example, Participant 3 said, “I think this task tests my 

capability to retrieve appropriate words that match the context. I realised that sometimes I used 

certain words or expressions that could be misleading to the audience.”  

Nine participants commented that this task was good training for self-expression. As 

Participant 22 commented, “I was hoping that after hearing me telling the story, the listener 

can become interested in the cartoon, go to find the episode and watch it. This task has really 

trained my self-expression ability. It has little to do with whether I told the story in Chinese or 

English.” 

The task was considered as an opportunity to recall and sort out the words, grammar, and other 

knowledge the participants have learned. While watching the cartoon, they searched for the 

words and formulated the story in mind (Participant 14, 15). The task was seen as an effective 

way to review previously learned knowledge.  
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The task was also considered as a useful tool to self-evaluate one’s oral English proficiency. 

As mentioned by Participant 6, “I wish there could be more activities like this. I could self-

evaluate my oral English proficiency every time I attended such activity. In the long-term, I 

can see my progress. It is like climbing stairs.” 

Interestingly, eight participants argued against the usefulness of the task by claiming that doing 

the task once would not make a big difference to their habitual ways of learning English. For 

example, Participant 19 said, “this (doing it once) could be meaningful for me temporarily. I 

was motivated to study English harder because I realised I did such a terrible job (in completing 

the task). But my enthusiasm will fade away in a few days.”  

3) Theme Three of task motivation: Future influence 

This theme was related to the influence the task exerted on participants’ future English learning 

or their willingness to do similar tasks in the future. Fourteen participants expressed the notion 

that doing this task ignited their enthusiasm to learn English. For example, Participant 7 said, 

“While I was telling the story, I was thinking that it would be a wonderful experience if I could 

tell the story in fluent English. So I made up my mind to practise harder.” 

Eleven participants mentioned that they would like to do a similar activity again because of the 

opportunity to practise oral English. In English classes, they rarely had the chance to speak 

English, so this kind of activity would at least provide a venue for them to practise oral English. 

For instance, Participant 23 said, “it doesn’t matter whether or not there is [an] audience, at 

least I have a chance to open my mouth and speak English.” 

Some participants would like to do similar activities again because this type of task can help 

them recognise which aspects of oral English they need to improve on.  For example, 

Participant 31 commented, “Every task is different. By doing different tasks, I can detect as 

many words I don’t know in English as possible and look them up in the dictionary after the 

task. By doing this several times, I think my oral English will be improved.”  

Five participants mentioned that they may not want to do this type of task again because they 

believed that English would be hardly used in their future jobs, or they would not study further 

in an English-speaking country. As Participant 19 said, “I don’t have a strong desire to speak 

English well, probably because it has little to do with my future job? I want to improve my 

speaking skills but I haven’t made any efforts to make it happen.” Besides, the CET tests are 

paper-and-pencil based, and do not test students’ speaking skills. One participant mentioned 
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that she wanted to do similar tasks because watching cartoons would be so much fun 

(Participant 36). Although this code only appeared once, it was included in the theme of ‘future 

influence’ due to its direct relevance to the theme.  

4) Theme Four of task motivation: Contents 

This theme was regarding the enjoyment of watching the cartoon. Respondents felt joyful when 

the cartoon was playing, and they seemed to be fascinated by the cartoon characters. During 

the stimulated recall, some participants recalled the scenes that amused them. For example, 

Participant 22 said, “This part of the story is really interesting. The three sheep have hands that 

are much bigger than human beings. So they couldn’t grab the cookies and knocked the cookie 

bag over. Although I didn’t know how to describe this part in English, I still think it’s so funny. 

I became more interested in doing the task.” 

5) Theme Five of task motivation: Novelty  

Story narration, as a new approach to learning English, was acclaimed by 13 participants. As 

Participant 23 commented, “The English oral tasks I have done are all ‘questions and answers’ 

type of tasks. Teachers ask questions and students answer. They were so boring. This task is 

much more interesting.” Participant 28 said, “It is possible to test my oral English proficiency 

through a cartoon! This is new!” Ten participants were interested in doing the task because 

telling a story in English after watching a video was a new experience for them. Their curiosity 

was aroused by the task, which evoked their motivation to do the task.  

6) Theme Six of task motivation: Support 

Twenty two participants commented that their motivation to do the task would be stronger if 

they were provided with necessary support, such as a keyword list before doing the task, 

teachers’ feedback or teachers’ demonstration of story-telling after they completed the task. 

Besides, rather than doing the task individually, some participants preferred to do the task in 

pairs or in groups. As Participant 24 commented, “I would like to discuss with other people 

before telling the story by myself, because they could mention words or expressions that I want 

to use in my story.” 

7) Theme Seven of task motivation: Influence of task difficulty  

The influence of the perceived difficulty of the task on participants’ motivation tended to be 

polarised. Some participants said that their enthusiasm was ignited when they felt challenged 
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by the task and they wanted to perform even better; while others were daunted by the task 

requirement and overwhelmed by the difficulty posed by the task. Seven participants 

pinpointed the difficulties they encountered during the task from which a decrease of 

motivation ensued, such as not knowing how to describe the scene where all customers in the 

pizza shop were scared away, and having difficulty formulating sentences expressing ‘the 

sheep and the dog peek at the host through the window’. 

8) Theme Eight of task motivation: Influence of performance 

Thirteen participants mentioned that they did not enjoy doing the task because they were not 

satisfied with their task performance. For instance, Participant 12 said, “A story should be told 

in a detailed and vivid way, but I couldn’t achieve this goal”. Participant 29 described this 

experience as a “torture” because he felt incapable of describing too many scenes of the episode.  

9) Theme Nine of task motivation: Challenge 

Ten participants felt excited to take the challenge brought by the task. As Participant 20 said, 

“There aren’t many occasions in my life that expected me to speak English. This is my first 

time to tell a complete story in English to another person. It takes courage but is exciting”. 

Participant 35 expressed her tendency to get excited every time she undertook a new venture. 

She felt “a little intimidated but excited at the same time”. 

10) Theme Ten of task motivation: Influence of anxiety 

The anxiety experienced during task completion negatively influenced four participants’ 

motivation. As Participant 6 commented, “At first I really enjoyed telling the story, but I started 

to panic as the task went on. The enjoyment turned into anxiety and fear.” 

11) Theme Eleven of task motivation: Setting and procedure 

Two participants tended to like the setting of the task (e.g., the audio and video recording) and 

the procedure of the activity. For example, Participant 7 commented, “From the audio and 

video recording, I can see the researcher has put many thoughts into designing this activity. I 

like this activity because the procedure was rigorous but the atmosphere was relaxed.” 

3.6.2 Task anxiety 

The coding categories of task anxiety are shown in Table 3. In total, 33 codes were recognised, 

and 19 themes were further drawn from the codes. A feature of Table 3 is that the first-order 

category was labelled ‘Causes/Consequences’. This means that the themes and codes were 
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either triggers that caused anxiety or the consequence brought about by anxiety during task 

completion. Eleven themes were relevant to the causes of task anxiety; eight themes were 

regarding the consequences of task anxiety. The frequency of each code in terms of the number 

of participants and the number of references are also listed in Table 3. Each theme is explained 

as follows.  

Table 3  
The coding category of the interviews and stimulated recalls regarding task anxiety (n=19) 

Theme Code Number of 
participants 

Number of 
references 

Causes    

Familiarity Not familiar with the task 12 13 

Performance Making a mistake 2 3 

Not satisfied with performance 7 8 

Confidence Worry about performance 3 3 

Not confident with oral English 3 4 

Pronunciation Pronunciation 2 3 

Content Forgetting certain plot 2 3 

Too many details to memorise 2 2 

Couldn’t understand the story 1 1 

Fluency Pause 6 7 

Tense Confused about tense 4 4 

Evaluation No evaluation (less anxiety) 2 2 

Vocabulary Couldn’t think of a word 26 48 

Struggling between different words 5 7 

Successfully recall of a word (less anxiety) 5 6 

Setting Relaxing atmosphere (less anxiety) 9 9 

Recording 6 6 

No group work 5 5 

No audience (less anxiety) 8 9 

Sentences Having difficulty in describing a segment 14 16 

Having difficulty in forming a sentence 6 6 

Consequences    
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Physiological 
reactions 

Fidgeting 18 23 

Racing heart 10 10 

Motivation Becoming more motivated 5 6 

Becoming less motivated 2 2 

Vocabulary Couldn’t think of words 9 12 

Using easy words 3 3 

Cognition Better concentration 4 4 

Blank mind 3 3 

Content Forgetting certain plot 6 12 

Grammar Could not pay attention to grammar 5 6 

Fluency Becoming less fluent 1 1 

Speaking faster 1 1 

Pronunciation Wrong pronunciation 1 1 

 

1) Theme One of task anxiety: Causes – familiarity 

Anxiety caused by the unfamiliarity of the task was mentioned by 12 participants. Facing a 

new environment, talking to a stranger, and not knowing what would happen next seemed to 

be intimidating for them. In particular, there is a stark contrast between the oral task and their 

English classes. These participants seemed not to be accustomed to the new approach.  

2) Theme Two of task anxiety: Causes – performance 

Participants’ ongoing evaluation of their task performance caused anxiety. Two participants 

immediately realised that they made a mistake in the sentence they had just said, and suddenly 

felt anxious at that moment. Seven participants felt discouraged while doing the task, because 

their task performance did not meet their expectations. For example, Participant 3 thought that 

her story would be incomprehensible to others; and Participant 35 believed that she must have 

left a very bad impression on me because of her unsatisfactory task performance.   

3) Theme Three of task anxiety: Causes – confidence 

This theme deals with participants’ concerns over the upcoming task performance, which 

signals a lack of confidence. Three participants believed that they could not complete the task 

smoothly. For example, Participant 25 commented, “I have been slacking off recently, 

especially in practising oral English. I’m worried about my performance.” Three participants 
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said that they were anxious because they were not confident about their oral English 

proficiency. For example, Participant 30 said, “If you ask me to write the story down, I would 

be fully competent. But you asked me to speak English, this is … (laughing). There is an 

expression called ‘dumb English’, I think that expression depicts my situation well.” 

4) Theme Four of task anxiety: Causes – pronunciation 

Two participants commented that they started to be anxious when they did not know the precise 

pronunciation of a word they were about to say. For example, Participant 9 said, “I know how 

to spell ‘menu’, but I didn’t know how it’s pronounced. I was very anxious at that time.” 

Participant 28 also commented, “I was struggling of my pronunciation in general. My English 

teacher told me to open my mouth widely while speaking English. But I was embarrassed to 

do so.” 

5) Theme Five of task anxiety: Causes – content 

This theme was relevant to the content of the cartoon episode. Participants were anxious when 

they forgot what happened next in the story or when they suddenly realised that they forgot to 

describe a part of the story that seemed to be indispensable for story comprehension. Two 

participants said that they were anxious because the story included too many details, and they 

were trying hard to memorise them while watching the cartoon. One participant commented 

that she could not fully understand the story, such as why the sheep crawled into the 

scarecrow’s outfit, which made her feel anxious.   

6) Theme Six of task anxiety: Causes – fluency 

Six participants were anxious when they were having difficulty in producing the speech 

fluently. For example, Participant 4 said, “Every time I paused to think about the sentence I 

was going to say next, I was a little anxious.” Sometimes, participants had a long pause while 

they were conceptualising what to say next or failed to formulate a sentence on the spot, then 

they became anxious. One participant recalled that she tended to pause more frequently when 

saying sentences containing more than one verbs, and she was more anxious under this 

circumstance.  

7) Theme Seven of task anxiety: Causes – tense 
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Four participants mentioned anxiety caused by confusion over tense usage. They were not sure 

which tense should be used to tell the story, so they tended to hesitate around the verbs, which 

further contributed to anxious feelings. 

8) Theme Eight of task anxiety: Causes – evaluation 

Two participants mentioned that they were not very anxious because their performance was 

not evaluated by an admission committee of a graduate school, or that the task was not a real 

test. As Participant 7 commented, “If this task was an English oral test for graduate school 

admission, I must be very anxious, but it wasn’t. So if I did a good job, I may leave a good 

impression on you. If I didn’t, it doesn’t matter, because my performance was a genuine 

reflection of my oral English proficiency.” 

9) Theme Nine of task anxiety: Causes – vocabulary 

The trigger of anxiety mentioned the most by participants (26 participants) was the difficulty 

in thinking of a word to describe something appearing in the cartoon. Some participants failed 

to recall a word they had learned before on the spot; some of them had never learned the words 

that were essential for telling the story; and others could not think of the most appropriate 

expression but used a less appropriate synonym instead. All three situations seemed to induce 

anxiety.  

Five participants mentioned that their anxiety was relating to the confusion between two words. 

They were not assured of the word they opted for, thus tended to hesitate before saying it out. 

For example, Participant 33 commented that she had been hesitating for a few seconds before 

saying ‘dress’ or ‘dress in’, and felt a little anxious at that moment.  

Five participants felt relieved when they suddenly recalled the word they were searching for or 

came up with a synonym of the word.  

10) Theme Ten of task anxiety: Causes – setting 

Nine participants commented that the atmosphere was relaxing, which soothed their tension. 

In particular, they mentioned that my friendly posture alleviated their anxious feelings. Eight 

participants attributed low level of anxiety to a lack of audience. Each participant did the task 

only in my presence, and they did not need to speak in front many people, which attenuated 

their anxious feelings. Six participants expressed a concern about the audio and video recording. 

For example, Participant 22 suggested that camera could be hidden somewhere so that she 
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would not notice it. Participant 14 was concerned that the mistakes she made would be video-

recorded. Five participants commented that they would feel more relaxed if they were not doing 

the task alone, but in a group with their peers.  

11) Theme Eleven of task anxiety: Causes – sentences 

Fourteen participants related their anxiety to a specific scene they found challenging to describe 

in English. The scenes they mentioned tended to include plenty of details, such as ‘how the 

three sheep put on the scarecrow’s clothes’, ‘the three sheep knocked over the candies offered 

by the grandma on the bus’, and ‘how the three sheep traded a frog with the pizzas’. Six 

participants mentioned that the difficulty in forming sentences triggered their anxious feelings. 

As Participant 29 said, “I could visualise the pictures in my mind, but I didn’t know how to 

convert those images to English sentences.” 

12) Theme Twelve of task anxiety: Consequences – physiological reactions 

Among the diverse physiological reactions associated with anxiety mentioned by the 

participants, fidgeting and racing heart beat were referred to the most (18 participants 

mentioned fidgeting and 10 participants mentioned racing heart beat). Those who could not 

help fidgeting when they were anxious tended to unconsciously scratch their head, pluck their 

pants, play with the pen, bite the lips, etc.   

13) Theme Thirteen of task anxiety: Consequences – motivation 

Seven participants mentioned that their motivation to continue to do the task was positively or 

negatively influenced by anxiety. Five of them expressed that they became more motivated to 

do the task well when they felt anxious. They were either more determined to embrace the 

challenge when feeling anxious or became more eager to reach the target they set before doing 

the task. Anxiety also helped them become more focused on telling the story. On the other hand, 

two participants mentioned a decrease in motivation as a consequence of anxiety. For example, 

Participant 30 commented, “I didn’t know the word ‘pizza shop’, and thought about it for a 

while. I was very anxious when I found that I didn’t know such a simple word, then I lost my 

interest to do the task.” 

14) Theme Fourteen of task anxiety: Consequences – vocabulary 

Being anxious interfered with 12 participants’ mental capacity to retrieve the words from 

memory. Nine of them mentioned that they were so nervous that they suddenly forgot the words 
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they actually knew. For example, Participant 24 gave an example that she even forgot how to 

say ‘sell’ in English, but she could easily recall it during the interview. Three participants 

commented that when they felt anxious, only the simple words came to their mind and they 

could not retrieve the less frequent words from their memory.  

15) Theme Fifteen of task anxiety: Consequences – cognition 

Seven participants commented that anxiety seemed to influence their cognitive thinking. Four 

of them mentioned the facilitative role of anxiety in fostering concentration which is beneficial 

for better performance. In contrast, three of them said that their mind went completely blank 

all of a sudden due to anxiety.  

16) Theme Sixteen of task anxiety: Consequences – content 

Six participants mentioned that they forgot certain scenes in the cartoon because they were 

anxious. Due to anxiety, five of them forgot to describe a scene they had prepared during the 

preparation time; one participant was confused by the sequence of the scenes.  

17) Theme Seventeen of task anxiety: Consequences – grammar 

Five participants said that they were unable to pay attention to grammar once they felt anxious. 

As Participant 9 commented, “(When I felt anxious) the order of words in a sentence was all 

messed up, I spoke English without paying any attention to grammar, just like I was speaking 

Chinese.” 

18) Theme Eighteen of task anxiety: Consequences – fluency 

Anxiety seemed to influence fluency in different ways. Participant 9 said that she became less 

fluent when she was anxious, on the other hand, Participant 1 tended to speak much faster than 

she normally did once she felt anxious.  

19) Theme Nineteen of task anxiety: Consequences – pronunciation 

One participant said that she mispronounced a word because she was anxious at that time 

(Participant 9).  

3.6.3 The task motivation questionnaire and the task anxiety questionnaire 

The task motivation questionnaire and task anxiety questionnaire were designed primarily on 

the basis of the coding categories mentioned above. Each code was extended into a complete 

sentence, representing a statement of opinion.  



47 
 

It should be noted that the code ‘familiarity’ in task anxiety was embodied by two items (i.e., 

‘I felt nervous because I was not familiar with this activity’ and ‘I felt nervous because I didn’t 

do story narration before’), and so were the codes ‘influence of task difficulty – language 

problems’ in task motivation (i.e., ‘I felt less motivated to do the task because I had trouble 

with vocabulary’ and ‘I felt less motivated to do the task when I had difficulty telling some 

part of the story clearly’) and ‘vocabulary’ in task anxiety (i.e., ‘I felt nervous because I don’t 

know enough words’ and ‘I felt nervous when I couldn’t think of a word to describe 

something’). This is because the two items represented slightly different aspects of each code.  

Despite being not directly commented by the participants, six more items concerning the 

general preference to do the task, the overall evaluation of task usefulness, and task difficulty 

were added to the task motivation questionnaire, because all of the participants mentioned the 

above topics while talking about their enjoyment or displeasure associated with task 

completion. The three items regarding the general preference to do the task are ‘I enjoyed the 

activity’, ‘This activity is interesting’ and ‘I don’t like doing this task’; the item that was on the 

subject of the overall evaluation of task usefulness is ‘This task is useful’; and two items that 

were relevant to task difficulty were ‘This task is difficult’ and ‘This task is easy’.  

Five more items were added to the task anxiety questionnaire. One item was regarding ‘setting’ 

(i.e., ‘I was nervous because I have to perform on the spot’). This item was added because, in 

the main study, only one minute of preparation was allowed, so participants needed to respond 

on the spot. One item was relative to the consequence of anxiety on producing sentences (i.e., 

‘When I felt nervous, I used simple sentences instead’). This item serves as a corresponding 

item with ‘When I felt nervous, I used easy words instead’. Three items regarding the overall 

evaluation of one’s anxiety state during the task (i.e., ‘Nervousness had little influence on me’, 

‘I was nervous when I did the task’, and ‘I was not nervous when I did the task’) were added 

because all participants mentioned their overall anxiety level during the interviews.  

The wording of the items was adjusted through several rounds of discussion with an 

experienced researcher in applied linguistics, and proofread by an English native speaker who 

was an MA student in applied linguistics. Each statement is rated on a six-point Likert scale 

ranging from ‘strongly disagree’ to ‘strongly agree’ (‘strongly disagree’ = 1, ‘disagree’ = 2, 

‘slightly disagree’ = 3, ‘slightly agree’ = 4, ‘agree’ = 5, ‘strongly agree’ = 6), and the 

participants are asked to rate to what extent they agree or disagree with each statement. 

Appendix 5 presents the final task motivation and task anxiety questionnaires. In the main 
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study, participants completed the two questionnaires after completing the task to self-evaluate 

their motivation and anxiety status during task completion.  
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4. The main study: methodology   
This chapter presents the research methodology for the main study. It includes the participants, 

the instruments used for data collection, the procedures for the main study, and data analysis. 

The main study was conducted with the aim of: 1) identifying the underlying facets of the task 

motivation construct and the task anxiety construct; 2) identifying the patterns and triggers of 

task motivation/task anxiety fluctuations; 3) unravelling the relationship between L2 

motivation and task motivation, and the association between task anxiety, foreign language 

anxiety, and trait anxiety; and 4) analysing the effects of individual difference variables (i.e., 

motivation, anxiety, working memory, L2 proficiency) on L2 learners’ task performance. Data 

were collected through questionnaires, working memory tests, and stimulated recalls. The 

results of the questionnaires, tests, and stimulated recalls were subject to further analyses to 

address the research questions presented in Chapter One and Chapter Two.  

4.1 Participants  

In total, 100 participants were recruited from the same university as the preliminary study. Four 

participants missed one or more parts of the study. Therefore, their data were excluded from 

the analysis. The participants were second-year university students specialising in different 

subjects, including education, business, engineering, and arts. Their average age was 20.79 

years and they had received an average of 11.71 years of formal English education. When the 

study was conducted, they were having 1.18 hours of English class per week. The English 

classes they took included translation, English for Specific Purposes, and others. All of them 

had taken the College English Test Level 4 (CET 4), and their average score on this test was 

465.91 out of 7105. The participants reported that they spent an average of 8.32 hours weekly 

studying English outside of class, primarily for CET 6. None had overseas learning experience 

in English speaking countries.   

4.2 Instruments  

In the main study, a series of questionnaires and tests were implemented to measure participants’ 

motivation, anxiety, and working memory, including the task motivation questionnaire and the 

task motivation questionnaire that had been designed as a consequence of the preliminary study, 

                                                 
5The formula of calculating CET scores is  𝑋𝑋−𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚

𝑆𝑆𝑆𝑆
× 70 + 500. According to the “Scores Interpretation” 

provided by the CET committee (2017), a CET 4 score of 465 suggests that this test taker scored higher than 
25%-34% of the test takers who participated in the same test. The range of CET 4 scores in the main study were 
between and 425 and 536.    
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as well as the L2 motivation questionnaire that measures participants’ motivation to learn 

English in general (Appendix 6), the Trait Anxiety Inventory that judges participants’ trait 

anxiety (Appendix 7), and the Foreign Language Classroom Anxiety Scale that assesses 

participants’ anxiety toward learning English (Appendix 8). Two working memory tests were 

carried out, i.e., the Non-word Span test that evaluates participants’ phonological short-term 

memory (Appendix 9) and the Listening Span test that gauges participants’ central executive 

(Appendix 10). The stimulated recall rating scale was used during the stimulated recalls (See 

Section 4.2.6 for the detailed description of the scale).   

4.2.1 The L2 motivation questionnaire 

Participants’ general motivation to learn English was measured by a questionnaire adapted 

from the questionnaires used in Taguchi, Magid, and Papi (2009) and You and Dörnyei (2014), 

because both studies measured the general motivational level of Chinese learners of English 

through questionnaires. The adapted questionnaire taps seven facets of the L2 motivation 

construct, i.e., ‘ideal L2 self’, ‘promotional instrumentality’, ‘ought-to L2 self’, ‘preventional 

instrumentality’, ‘attitudes to L2 community and culture’, ‘language learning experience’, and 

‘intended effort’. A summary of the facets and their underlying sample items are displayed in 

Table 4 (See Appendix 6 for the L2 motivation questionnaire).  

Table 4  
Summary of the L2 motivation questionnaire 

Facets No. of items Sample item 

Ideal L2 self 

 

5 I can imagine myself speaking English with 
foreign friends at parties. 

Promotional 
instrumentality 

6 Studying English can be important to me because 
I think I will need it for further studies. 

Ought-to L2 self 

 

6 My parents/family believe that I must study 
English to be an educated person. 

Preventional 
instrumentality 

6 I study English because I don’t want to fail the 
English course. 

Attitudes to L2 
community and culture 

5 I like the people from English speaking countries. 

Language learning 
experience 

5 I like the atmosphere of my English classes. 

Intended effort 4 I think I am doing my best to learn English.  
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‘Ideal L2 Self’ denotes the desirable self-images a L2 learner has in English communicative 

scenarios. ‘Ought to L2 Self’ refers to the “attributes one believes one ought to possess to meet 

expectations and avoid negative outcomes” (Dörnyei, 2009, p. 29). ‘L2 learning experience’ 

represents learners’ experiences relating to the immediate learning environment such as the 

class, the teacher, and so on. ‘Promotional instrumentality’ refers to the “regulation of personal 

goals to become successful” (Taguchi et al., 2009, p. 74), and ‘preventional instrumentality’ 

denotes L2 learners’ “regulation of duties and obligations” (Taguchi et al., 2009, p. 75). 

‘Attitudes toward the L2 community and culture’ concerns L2 learners’ attitudes toward 

English speaking countries and their cultures. ‘Intended effort’ represents learners’ efforts to 

learn English. The items included in the L2 motivation questionnaire were rated on a six-point 

Likert scale, ranging from ‘strongly disagree’ to ‘strongly agree’ (‘strongly disagree’ = 1, 

‘disagree’ = 2, ‘slightly disagree’ = 3, ‘slightly agree’ = 4, ‘agree’ = 5, ‘strongly agree’ = 6). 

Participants completed the translated Chinese version of the questionnaire. 

4.2.2 The task motivation/task anxiety questionnaire 

The task motivation questionnaire and task anxiety questionnaire were designed based on the 

results of the preliminary study conducted prior to the main study. The task motivation 

questionnaire includes 33 items and taps into a range of motivational driving and pulling forces 

in relation to completing/continuing with the task (e.g., “I didn’t like the task because there 

was a lack of a keywords list”). The task anxiety questionnaire contains 41 items. It includes 

both the triggers of anxiety and the influence of anxiety on participants’ task performance, 

cognitive processing, motivational status, and physiological reactions during task completion 

(e.g., “I felt nervous because the story has too many details.”). Both questionnaires are rated 

on a six-point Likert scale, ranging from ‘strongly disagree’ to ‘strongly agree’ (‘strongly 

disagree’ = 1, ‘disagree’ = 2, ‘slightly disagree’ = 3, ‘slightly agree’ = 4, ‘agree’ = 5, ‘strongly 

agree’ = 6). Participants completed the Chinese version of the questionnaires (See Appendix 5 

for the task motivation questionnaire and the task anxiety questionnaire). 

4.2.3 The Trait Anxiety Inventory 

Trait anxiety was measured by the Trait Anxiety Inventory designed by Spielberger (1984) 

(See Appendix 7). It includes 20 items examining the “relatively stable individual differences 

in anxiety proneness” as a personality trait (Spielberger & Reheiser, 2009, p. 276) (e.g. ‘I feel 

calm.’) . For each item, participants rated how often their anxiety-related feelings and thoughts 

occur in general situations on a four-point Likert scale – almost never (1), sometimes (2), often 
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(3), and almost always (4). Participants completed the translated Chinese version of the 

questionnaire. 

4.2.4 The Foreign Language Classroom Anxiety Scale 

Participants’ foreign language anxiety was examined by the Foreign Language Classroom 

Anxiety Scale developed by Horwitz et al. (1986) (See Appendix 8). It includes 33 items 

tapping into L2 learners’ anxiety-related “self-perceptions, feelings and behaviours associated 

with classroom language learning” (Horwitz et al., 1986, p. 128) (e.g. ‘I never feel quite sure 

of myself when I am speaking in my foreign language class.’). FLCAS is measured on a six-

point Likert scale ranging from ‘strongly disagree’ to ‘strongly agree’ (‘strongly disagree’ = 1, 

‘disagree’ = 2, ‘slightly disagree’ = 3, ‘slightly agree’ = 4, ‘agree’ = 5, ‘strongly agree’ = 6). 

Participants completed the translated Chinese version of the questionnaire. 

4.2.5 The working memory tests 

Two tests were carried out to assess participants’ working memory capacity: the Non-word 

Span test and the Listening Span test. Participants completed the tests on their own computers 

together in a lab. Both tests were developed through DMDX, software that keeps track of the 

reaction time when users respond (press a key on the keyboard) to an auditory stimuli.  

4.2.5.1 The Non-word Span test 

The Non-word Span test was used to measure participants’ phonological short-term memory. 

Participants repeated a string of one-syllable Chinese non-words immediately after hearing 

them, and their vocal responses were recorded by the built-in recorder of Windows system. 

The test consists of 24 strings of non-words, which are divided into 8 sets at span sizes 2, 3, 4, 

5, 6, 7, 8 and 9 (the span size equals to the number of non-words in a string). Participants had 

three trials at each span size. The sets containing short and long strings were alternated. All the 

non-words were audio-recorded at a rate of one syllable per second.6 The non-word stimuli 

were validated among Chinese English learners by Lee (2008) and Zhao (2015) (See Appendix 

9 for the stimuli of the Non-word Span test). 

4.2.5.2 The Listening Span test 

The Listening Span test was used to assess participants’ central executive (See Section 2.4.1 

for the detailed description of central executive). The Listening Span test contains 72 sentences 

which are arranged into 16 items. Each item contains 3, 4, 5, or 6 sentences. Half of the 

                                                 
6 The audio stimuli was recorded by Lan Wei, a PhD student from the University of Auckland. 
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sentences make sense grammatically or pragmatically, and the other half do not. The items are 

randomised in order. The test requires participants to judge the plausibility of each sentence as 

fast as they could after hearing them by pressing one of the two ‘Shift’ keys on the keyboard 

(the right ‘Shift’ key represents ‘the sentence makes sense’; the left ‘Shift’ key represents ‘the 

sentence does not make sense’). In this way, the reaction time to each sentence would be 

recorded by DMDX. Also participants needed to recall the final word of each sentence after 

hearing the whole set of sentences, prompted by the instruction on the screen. Participants were 

expected to recall the words in the presented order. The Listening Span test was administered 

in participants’ L1 Chinese to avoid the confounding effect of their L2 proficiency. The 

stimulus sentences were originally designed by Lewandowsky et al. (2010) whose participants 

were Taiwanese and adapted by Zhao (2015) whose participants were from mainland China 

(See Appendix 10 for the stimuli of the Listening Span test).  

4.2.6 The stimulated recall rating scale 

The stimulated recall rating scale allows a participant to self-evaluate his or her 

motivational/affective status during a specified period. It serves as an accessory instrument of 

the verbal stimulated recall. The scale enables the participant to attach a numeric rating to each 

comment. As can be seen in Figure 2, the vertical axis is a scale ranging from 0 to 9, 

representing the incremental motivation/anxiety intensity. Zero represents ‘no 

motivation/anxiety’; nine represents the highest level of motivation/anxiety. The horizontal 

axis is marked with the consecutive stages of a task—‘entering the lab’, ‘hearing the task 

instruction’, ‘watching the cartoon’, ‘planning for one minute’, and ‘telling the story’. The 

length of each stage on the horizontal axis proportionately corresponds to the estimated 

duration of each stage. During the stimulated recall, a participant could pause the video at any 

moment and comment on his or her motivation or anxiety-related feelings and thoughts, and 

rate his or her motivation or anxiety intensity at that time by drawing a dot on the scale.  
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Figure 2 The stimulated recall rating scale 

4.3 Procedure  

The main study was conducted in a multimedia lab equipped with 50 computers. Each 

computer had a headset attached to it. Participants were randomly divided into two groups due 

to the limited capacity of the lab. Each group attended a morning session and an afternoon 

session. During the morning session, the participants completed the background information 

survey (See Appendix 11), the L2 motivation questionnaire, the Foreign Language Classroom 

Anxiety Scale (FLCAS), and the Trait Anxiety Inventory. Then they did the Non-word Span 

test and the Listening Span test. In the afternoon, they performed the video narration task. The 

participants watched the cartoon on their own monitors. After watching the cartoon, they were 

given one minute to get ready for the storytelling. Immediately after the video narration task, 

they completed the task motivation questionnaire and the task anxiety questionnaire. During 

the afternoon session 40 randomly selected participants were video recorded using a web 

camera installed on their computers. Being video recorded was permitted by the randomly 

selected participants when they signed up for the study. They were told that they would be 

video-recorded at certain stage of the study. However, they were not informed in advance 

which stage of the study they would be video-recorded. The cameras were turned on before the 

participants entered the lab.  
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On the following day, 35 participants undertook a stimulated recall of their motivational or 

anxiety fluctuations during the task by watching their own video recording. Five participants 

accidentally turned the camera off during the task so they could not attend the stimulated recall 

session. The 35 participants did the stimulated recall in the presence of me or one of the two 

teachers who worked for the university where the study was conducted7. Eighteen of them 

recalled their motivational fluctuations, and 17 of them recalled their anxiety fluctuations 

during task completion. Before the stimulated recall, the participants were instructed to engage 

actively in this activity, and were informed that they were entitled to pause the video at any 

time and comment on their motivation or anxiety-related feelings and thoughts at that moment. 

The stimulated recall rating scale was also explained in detail.  

The stimulated recall started when participants clearly understood the instructions. During the 

first few seconds of the video, participants would see themselves sit in front of the computer. 

At that moment, the researcher paused the video and asked two questions: ‘How did you feel 

at this moment?’ and ‘Please draw a dot representing your motivation/anxiety intensity at this 

moment’. The first question served as an elicitation of participants’ reflections on their feelings 

and thoughts during the task. Through the second question, participants could practise how to 

use the stimulated recall rating scale, and the rating set at the beginning acted as the benchmark 

for subsequent ratings. During the stimulated recall, participants paused the video and gave a 

comment regarding their motivation or anxiety at that moment. The researcher would remind 

them to rate their motivation or anxiety level on the stimulated recall rating scale if they forgot 

to do so. If they did not pause the video during a certain stage of the task (i.e., ‘entering the 

lab’, ‘hearing the instruction’, ‘watching the cartoon’, ‘planning for one minute’, and ‘telling 

the story’), the researcher would pause the video and ask them to give a comment and a rating 

for that stage. If the rating was different from the previous stage, the researcher would ask them 

to provide a reason for the change by asking ‘why did your motivation/anxiety level 

increase/decrease?’ The stimulated recalls were audio recorded (See Appendix 12 for the 

stimulated recall protocol). The procedure is displayed in Figure 3. 

                                                 
7 The teachers had rich experience in foreign language teaching. They received training of how to conduct 
stimulated recall before the study.  
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Figure 3 The procedure of the main study 

4.4 Analysis 
This section presents the recording of the questionnaires, the coding of task performance, the 

scoring approaches of the working memory tests, and the quantitative and qualitative analyses 

carried out to answer the research questions presented in Chapter One and Chapter Two. All 

statistical analyses were carried out using R, Version 3.4.1. 

4.4.1 Recording the questionnaires 

Participants’ responses to the questionnaires, i.e., the L2 motivation questionnaire, the task 

motivation questionnaire, the Trait Anxiety Inventory, the Foreign Language Classroom 

Anxiety Scale, and the task anxiety questionnaire, were recorded following the Likert scale 

(i.e., ‘strongly disagree’ = 1, ‘disagree’ = 2, ‘slightly disagree’ = 3, ‘slightly agree’ = 4, ‘agree’ 

= 5, ‘strongly agree’ = 6, ‘almost never’ = 1 , ‘sometimes’ = 2, ‘often’ = 3, ‘almost always’ = 

4). The negatively worded items were reversely scored, because low ratings represent high 

scores of these items. For example, if a participant chose ‘strongly disagree’ (1) for the item ‘I 

don’t like doing this oral task’, the item was reversely scored as 6, indicating his/her strong 

fondness for the task.  

4.4.2 Data screening for exploratory factor analysis 

To identify the underlying facets of motivation and anxiety, and to examine whether different 

types of motivation or anxiety are conceptually distinguishable, the participants’ responses to 

the questionnaires were subjected to a series of exploratory factor analyses.  

Prior to each factor analysis, the data were screened for missing values, outliers, and 

homogeneity of variance8. Missing values were deleted listwise9, which was of little concern 

because the number of missing values was less than 5% of the observations (Kline, 2011, p. 

55). An observation was considered an outlier if its Mahalanobis distance10 exceeded the cut-

                                                 
8 Homogeneity of variances means that the variances of the observations are equal (Larson-Hall, 2010, p. 86) 
9 Listwise deletion means that the entire observation is deleted if one or more variables for the observation are 
missing (Larson-Hall, 2010, p. 89).  
10 Mahalanobis distance refers to the distance between two points in multivariate space (Mahalanobis, 1936). 
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off score of the 99.9th percentile of the chi-squared distribution with degrees of freedom 

equivalent to the number of items (Kline, 2011, p. 54). Outliers were also removed from the 

data. Levene’s test was used to examine the homogeneity of variance. A significant p-value (p 

< 0.05) would indicate that the variance are not homogeneous.  

Each dataset was also examined for its factorability. A Kaiser-Meyer-Olkin measure of 

sampling adequacy (KMO) above 0.50 (Field, 2009, p. 679) and a significant result from the 

Bartlett test of sphericity (p < 0.05) would indicate that the data are appropriate for exploratory 

factor analysis.  

4.4.3 Exploratory factor analysis of task motivation and L2 motivation 

Exploratory factor analysis of task motivation and L2 motivation was conducted respectively. 

The task motivation data met the above mentioned criterion of sampling adequacy (KMO = 

0.82), Bartlett test of sphericity (2 (528) = 1653.48, p < 0.05), and homogeneity of variance 

(Levene’s test 2 (32) =1.18, p = 0.23). Although the L2 motivation data violated the equal 

variance assumption (Levene’s test 2 (36) = 2.91, p < 0.05), the results of Kaiser-Meyer-Olkin 

measure of sampling adequacy (KMO = 0.78) and Bartlett test of sphericity (2 (666) =2153.59, 

p < 0.05) suggested appropriate factorability of the L2 motivation data.  

Principal axis factoring was chosen for factor extraction because both Mardia’s Test and 

Henze-Zirkler’s Test11 indicated a violation of multivariate normality12 of the data. To decide 

on the number of factors to retain, the results of the scree test and the parallel analysis were 

considered. The oblique rotation method was used, which allowed factors to be correlated with 

each other. When selecting items to represent each factor, Tabachnick and Fidell’s criteria 

(2014, p. 702) was followed, that is, an item was kept when its loading is greater than 0.32.  

To explore whether task motivation is distinguishable from L2 motivation, the items 

constituting the factors of task motivation and L2 motivation were pooled together, and then 

an exploratory factor analysis on the composite data was conducted (KMO = 0.69, 2 (1326) 

=3195.73, p < 0.05 for Bartlett test of sphericity, 2 (51) = 3.85, p < 0.05 for Levene’s test). 

The purpose was to find out whether the factors of task motivation and L2 motivation were still 

separate in the composite data.   

                                                 
11 Mardia’s test and Henze Zirkler’s test examine the multivariate normality of a dataset. An insignificant p-
value (p > 0.05) indicates multivariate normality.  
12 Multivariate normality is a generalisation of univariate normality to higher dimensions. 
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4.4.4 Exploratory factor analysis of task anxiety, foreign language anxiety, and trait 

anxiety 

The responses of the task anxiety questionnaire, the Foreign Language Anxiety Classroom 

Scale, and the Trait Anxiety Inventory were subjected to exploratory factor analysis 

respectively to identify the underlying facets of the above three constructs. All three datasets 

had adequate sampling adequacy measured by KMO and sufficient correlations between 

variables tested by Bartlett test of sphericity13, but had heterogeneous variance measured by 

Levene’s test14.  

Due to a violation of multivariate normality and the interrelated nature of the factors, principal 

axis factoring with oblique rotation was performed for each dataset. The number of factors was 

decided upon the results of the parallel analysis and the scree test. In terms of the selection of 

items for each factor, a rigorous criterion was exclusively applied to foreign language anxiety. 

That is, items with factor loadings less than 0.50 were not considered as contributing to that 

factor. The rigorous approach was chosen to facilitate comparison with the previous studies 

that tacitly used 0.50 as the cut-off point in the exploratory factor analysis of foreign language 

anxiety measured by the Foreign Language Classroom Anxiety Scale (Aida, 1994; Cheng et 

al., 1999; Matsuda & Gobel, 2004; Park, 2014). For trait anxiety and task anxiety, Tabachnick 

and Fidell’s criteria (2014) were applied (an item was excluded if its loading was less than 

0.32). Similarly, to investigate whether or not task anxiety, foreign language anxiety, and trait 

anxiety are conceptually distinguishable, the items constituting the factors were pooled 

together and exploratory factor analysis was conducted on the composite data. In other words, 

whether the factors of task anxiety, foreign language anxiety, and trait anxiety still loaded on 

different factors in the composite data was examined.  

4.4.5 Motivation models and anxiety models 

The models were built by means of structural equation modelling. Before building the models, 

the following assumptions were checked: missing values, outliers, and multivariate normality. 

The missing values were deleted listwise. The outliers were removed from the data. The 

Mardia’s test showed that the motivation data violated multivariate normality. Therefore, a 

robust maximum likelihood estimator was used to correct the non-normality induced bias in 

                                                 
13 For task anxiety, KMO = 0.85, Bartlett test of sphericity 2 (1326) = 2477.36, p < 0.05; for foreign language 
anxiety, KMO = 0.82, Bartlett test of sphericity 2 (528) = 1592.08, p < 0.05; for trait anxiety, KMO = 0.82, 
Bartlett test of sphericity 2 (190) = 752.02, p < 0.05.  
14 For task anxiety, Levene’s test 2 (32) = 2.16, p < 0.05; for foreign language anxiety, Levene’s test 2 (32) = 
2.16, p < 0.05; for trait anxiety, Levene’s test 2 (19) = 8.29, p < 0.05. 
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the standard errors, producing a Satorra-Bentler 2  and the associated model fit indices (Finney 

& DiStefano, 2013). The assumption of multivariate normality was met for the anxiety data.  

A task motivation model and a L2 motivation model was established respectively. Attempts 

were also made to build a comprehensive model including the task motivation and L2 

motivation factors. As regards the anxiety models, a task anxiety model was built. A foreign 

language anxiety model and a comprehensive model encompassing the task anxiety, foreign 

language anxiety, and trait anxiety were also attempted.  

4.4.6 Scoring of working memory tests  

The Non-word Span test was scored in three ways. Approach One measured the non-word span; 

while Approach Two and Approach Three focused on the correctly recalled number of non-

words. In Approach One, the non-word span was measured by the largest number of non-words 

one was able to repeat correctly in a string. To further elucidate, the non-word span was equal 

to the largest number of non-words per string if all three strings of non-words in that set were 

accurately repeated; if all three strings of non-words in a set and one out of three strings of non-

words in the next longer set were accurately repeated, the non-word span was equal to the 

number of non-words per string in this set plus 0.3; if all three strings of non-words in a set and 

two out of three strings of non-words in the next longer set were correctly repeated, one’s non-

word span was equal to the number of non-words per string in this set plus 0.6. Approaches 

Two and Three aggregated the number of non-words one could correctly repeat in the test. 

Each correctly-repeated non-word was given one point. The difference between Approach Two 

and Approach Three is that Approach Two did not consider the sequence of the recalled non-

words. Approach Three considered both the correct repetition of a non-word and its position in 

a string. If a participant repeated a non-word correctly but in a wrong position, he or she was 

given 0.5 for that non-word. Compared with Approach One, the traditional method of scoring 

working memory tests, Approach Two and Approach Three represent a more continuous way 

of scoring, which would better capture the subtle differences between individuals and thus 

increase power (Waters & Caplan, 2003).  

Participants’ listening span was gauged by a composite of three criteria: reaction time to the 

stimuli, plausibility judgement, and the recalled final words. The reaction time to the 72 stimuli 

was averaged for each participant. Each correctly judged sentence was assigned one point, and 

the sum of all the correctly judged sentences was the plausibility judgement score. The third 

criterion, correctly recalled final words, was measured in two ways. One approach of scoring 
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required participants to recall the words correctly and in correct sequences; each correctly 

recalled word was given one point and the scores of all the correctly recalled words were 

summed. The other way of scoring assigned 0.5 points to a word if it was recalled correctly but 

not in a correct position and the sum of all the correctly recalled words was the score of the 

recalled final words. A participant’s listening span was calculated as the sum of the z-scores of 

the three criteria. 

4.4.7 Coding of task performance 

The recordings of 83 participants’ speeches were transcribed. Thirteen participants’ speeches 

were excluded due to incomplete story narration and having watched the cartoon episode before. 

Prior to coding, all transcribed speeches were divided into AS-units. An AS-unit is “a speaker’s 

utterance consisting of an independent clause, or sub-clausal unit, together with any 

subordinate clause(s) associated with either” (Foster, Tonkyn, & Wigglesworth, 2000, p. 365).  

The AS-units were coded in terms of syntactic complexity, accuracy, fluency, lexical variety 

and lexical sophistication. Syntactic complexity was measured in terms of the mean length of 

AS-unit, the mean length of clause, and subordination. Accuracy was measured in terms of the 

number of errors per minute and the percentage of error-free AS-units. Fluency was measured 

in terms of the speech rate with and without dysfluencies, the pause length, and the number of 

dysfluency markers. Regarding lexical variety, D was calculated by the D_Tools v2.0 (Meara 

& Miralpeix, 2016), and lexical sophistication was measured by multiple word frequency 

indices – the number of words that are categorised as the most frequent 500 words in the New 

General Service List (GSL) (Brezina & Gablasova, 2015) (New GSL 500), the most frequent 

1000 words (New GSL 1000), the most frequent 2500 words (New GSL 2500), and the off-list 

words (New GSL offlist) (See Appendix 14 for a sample coding of task performance). Table 5 

displays a summary of the coding indices and their calculations. 
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Table 5 
Indices of task performance and their calculations 

Category  Index  Calculation 

Syntactic 
complexity  

Mean length of AS-unit the number of words/ the number of AS-
units 

Mean length of clause the number of words/the number of clauses 

Subordination  the number of clauses/the number of AS-
units  

Accuracy  Number of errors per 
minute 

(the number of errors/speech length in 
seconds)*60 

Percentage of error-free 
AS-units 

the number of error-free AS-units/the 
number of AS-units  

Fluency Speech rate with 
dysfluencies (A) 

the number of syllables/speech length in 
seconds 

Speech rate without 
dysfluencies (B) 

the number of syllables without 
dysfluencies/speech length in seconds 

Pause length  the sum of pause lengths 

Number of dysfluency 
markers 

the sum of the number of dysfluency 
markers 

Lexical variety  D D_Tools v2.0 

Lexical 
sophistication 

New GSL 500; New GSL 
1000; New GSL 2500; 
New GSL off-list words 

New GSL online analysing tool at 
http://corpora.lancs.ac.uk/vocab/analyse.php 

 

20% of the data (17 speeches) were coded by two Ph.D. candidates majoring in linguistics or 

applied linguistics. The interrater reliability was 93.4% for complexity measures, 92.5% for 

accuracy measures, and 98.2% for fluency measures.  

To obtain a parsimonious summary of the indices, a principal component analysis was 

conducted among the 14 indices. Similarly to the exploratory factor analyses, the data were 

screened for missing values and outliers. The missing values were deleted listwise, and the 

outliers were removed from the subsequent analysis. Also, homogeneity of variance and 

factorability of the variables (KMO and Bartlett test of sphericity) were examined before the 

principal component analysis15.  

                                                 
15 Levene’s test 2 (13) =102.42, p < 0.05, indicating heterogeneity of the data; KMO = 0.59 and Bartlett test of 
sphericity 2 (91) =1096.05, p < 0.05, suggesting adequate factorability of the data. 
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4.4.8 The predictive power of the individual difference variables on task performance 

To investigate the association between the individual difference variables – motivation, anxiety, 

working memory, and L2 proficiency – and participants’ task performance, a series of multiple 

regression analyses were conducted, because regression “allows you to look at a number of 

explanatory variables and decide which ones have independent power to explain what’s going 

on with the variable you have measured” (Larson-Hall, 2010, p. 176). The explanatory 

variables were the generated factors of motivation and anxiety, the Non-word Span test scores, 

the Listening Span test scores, and English proficiency operationalised by participants’ CET 4 

scores16; and the response variables were the indices constituting the components of task 

performance.  

Before each regression analysis was performed, the following assumptions were examined: 

outliers, normality of the residuals, homogeneity of variance, linearity, and multicollinearity. 

Outliers were identified by examining Cook’s distance, Mahalanobis distance, and Leverage 

score of each observation. Cut-off scores of Cook’s distance,17 Mahalanobis distance, and 

Leverage score18 were calculated. If an observation exceeded the cut-off score of two or all 

three criteria, it was considered as an outlier. Normality of the residuals was diagnosed through 

Q-Q plots. Homogeneity of variance was examined through a scatterplot between the 

studentised residuals and the predicted value of the standardised residuals. Linearity was 

checked through the scatterplots between the independent variables and the dependent variable. 

Multicollinearity was examined through correlation matrices between independent variables.  

Guided by the principle of Occam’s razor, when fitting each regression model with the 

explanatory variables, backward selection was performed. That is, a regression model 

containing all of the explanatory variables was attempted first. Then one insignificant predictor 

(p > 0.05) that had the largest p value was removed from the model each time, and the response 

variable regressed on the remaining explanatory variables. A model was considered as 

acceptable when all of the remaining explanatory variables were significant predictors (p < 

0.05) of the response variable.  

                                                 
16 CET 4 scores were also entered into the regression equations as one of the explanatory variables, representing 
participants’ English proficiency.  
17 Cut-off score of Cook’s distance = 4/ (the number of observations-the number of predictors-1). 
18 Cut-off score of Leverage score = (2*the number of predictors+2)/the number of observations. 
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4.4.9 Stimulated recall of task motivation and task anxiety 

The trends of the participants’ motivational and anxiety fluctuations during the task were 

analysed quantitatively and qualitatively. Quantitatively, the participants’ ratings of motivation 

or anxiety were calculated in terms of the overall mean during task completion and the mean 

of the ratings at each stage of task completion, i.e., ‘entering the lab’, ‘hearing the task 

instruction’, ‘watching the cartoon’, ‘planning for one minute’, and ‘telling the story’. 

Variability in each participant’s ratings (the standard deviation of a participant’s ratings) was 

also calculated. Qualitatively, the patterns of the motivational and anxiety changes were 

recognised, and each pattern was described using three examples of the stimulated recall rating 

scale. The triggers causing the changes were also identified.  

The triggers of the motivation and anxiety fluctuations during the task were analysed as follows. 

First of all, the stimulated recalls of task motivation and task anxiety were transcribed verbatim. 

Then, the transcripts for each participant were divided into five sections in keeping with the 

five stages of the task completion process. Next, the transcripts were coded in terms of the 

following themes: ‘increase of motivation’, ‘decrease of motivation’, ‘increase of anxiety’, and 

‘decrease of anxiety’. In this way, four subcategories of comments emerged for each stage. The 

comments falling under each subcategory were further coded in terms of various triggers that 

caused the changes. 

 

 

 

 

 

 

 

 

 



64 
 

5. The main study: results  
Chapter Five presents the findings of the main study with reference to the research questions 

presented in Chapter One and Chapter Two, including the underling facets of the task 

motivation/task anxiety construct, the patterns and triggers of task motivation/task anxiety 

fluctuations, the relationship between task motivation and L2 motivation, the association 

between task anxiety, foreign language anxiety, and trait anxiety, and the effects of individual 

difference variables (i.e., motivation, anxiety, working memory, and L2 proficiency) on 

participants’ task performance in terms of complexity, accuracy, and fluency. 

5.1 What is the nature of task motivation?19 
RQ 1 explores the relationship between task motivation and L2 motivation. First of all, the 

underlying facets of the task motivation construct were examined by exploratory factor analysis. 

Then, to investigate the fluctuation of motivation during the task completion process, the 

stimulated recalls of motivation were analysed. Third, the underlying facets of the L2 

motivation construct were examined through exploratory factor analysis. Then whether task 

motivation and L2 motivation are distinguishable was analysed by exploratory factor analysis 

of the composite data. Finally, a task motivation model and a L2 motivation model were 

respectively established.  

5.1.1 What are the underlying facets? 

The exploratory factor analysis of the participants’ responses to the questionnaire of task 

motivation suggested a three-factor solution, as can be seen in Figure 4.  

 

Figure 4 The scree plot of the task motivation data 

                                                 
19 An earlier version of the results in this section was included in Wang and Li (2019). 
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Factor One was labelled ‘positive attitudes toward the task’ because the eight items in this 

factor tapped into various aspects of the task the participants were content with and the benefits 

they believed they could obtain from the task, such as novelty of the task type, fun of watching 

the cartoon, usefulness of the task, and etc. It accounted for 17% of the variance. Factor Two, 

accounting for 16% of the variance, included seven items representing participants’ negative 

attitudes toward the task. Specifically, this factor concerned the aspects of the task participants 

were not content with, such as the difficulty of the task, the lack of peer support, and so on. 

The third factor, ‘task as a diagnostic tool’, reflected participants’ tendency to treat this task as 

an assessment of their oral English proficiency and diagnose the weaknesses of their oral 

English. It accounted for 12% of the variance. The three factors accounted for 45% of the total 

variance. Table 6 displays the factor loadings for the three factors. 

Table 6  
Factor loadings of task motivation 

Items Factors 

1 2 3 

1. Positive attitudes toward the task    

I enjoyed doing this task because story narration was a new 
approach to learning English. 0.75 0.16 0.04 

I tried my best during the task. 0.65 -0.28 -0.21 

I enjoyed this task because the story was interesting. 0.62 -0.10 -0.03 

I want to do this type of activity again because it is fun. 0.58 0.22 0.25 

I tried to speak as much as I could. 0.51 -0.14 -0.02 

I enjoyed doing this task because I have not done this kind of 
activity before. 0.48 0.26 0.23 

This activity was interesting. 0.48 0.27 0.23 

The task was useful because it helped me improve my speaking 
skills. 0.47 0.00 0.33 

2. Negative attitudes toward the task    

I didn’t like the task because it was difficult.  -0.10 0.79 -0.11 

I didn’t like doing this oral task.  0.11 0.63 0.11 

I didn’t like the task because there was a lack of peer support. -0.15 0.62 0.04 

I felt less motivated to do the task when I had trouble with 
vocabulary. 0.14 0.58 -0.03 
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I didn’t like the task because there was a lack of a keyword list. 0.26 0.55 -0.09 

I didn’t like the task because there was a lack of teacher’s 
feedback. 0.14 0.49 -0.13 

I didn’t like the task because the teacher didn’t show me how to 
do it. 0.08 0.39 0.24 

3. Task as a diagnostic tool    

I will do more oral practice in the future because this task has 
helped me recognise my weaknesses. 0.01 -0.09 0.78 

This task has ignited my enthusiasm to practice oral English. 0.03 0.07 0.74 

This task was useful because it helped me recognise my 
weaknesses.  0.10 -0.07 0.61 

This task was easy.  -0.13 -0.22 0.45 

Eigen value 5.84 2.60 1.70 

Variance  17% 16% 12% 

 

5.1.2 What are the patterns and triggers of its fluctuation? 

5.1.2.1 The average ratings of task motivation at different stages 

A total of 18 participants undertook a stimulated recall of their motivational fluctuation during 

task completion. In total, there were 69 comments of the motivational changes, including 32 

comments relating to motivational increase and 37 comments associated with motivational 

decrease. The number of comments regarding the upward and downward change of task 

motivation was roughly equal. The largest number of comments regarding motivational 

increase occurred during ‘watching the cartoon’ stage; the majority of the comments of 

motivational decrease were relevant to ‘telling the story’ stage (See Table 7).  

Table 7  
The number of comments regarding the increase/decrease of motivation at each stage 

Stage Motivational increase Motivational decrease  

Hearing the task instruction 8 2 

Watching the cartoon 15 5 

1-minute planning 1 10 

Telling the story  8 20 

Total 32 37 

Note. ‘Entering the lab’ was not included in Table 7, because it was the starting point of the ratings and no 
change of motivational level could occur at this stage.  
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The participants’ ratings of task motivation fluctuated during the task completion process. 

When entering the lab, the participants rated their motivational level to do the upcoming task 

as 6.33 out of 9 on average, and this rating steadily increased to 6.76 while they were listening 

to the task instruction, reaching the peak when the cartoon was playing (7.28). Then the rating 

started to go downward when the participants were preparing for the speech (6.75) and reached 

a low when they were actually telling the story (6.18). However, the average rating did not 

fluctuate substantially through these stages, with a range between 6.18 and 7.28. Overall the 

18 participants had an average rating of 6.66 out of 9 in terms of their motivational intensity 

while doing the task (See Table 8). 

Table 8  
Mean and standard deviation of the motivational ratings at each stage 

Stage Mean Standard deviation 

Entering the lab 6.33 1.71 

Hearing the instruction 6.76 1.64 

Watching the cartoon 7.28 1.23 

Planning for one minute 6.75 1.19 

Telling the story  6.18 1.32 

Total 6.66 1.44 

 

5.1.2.2 Two patterns of task motivation 

The patterns of task motivation were recognised on the ground of the standard deviations of 

each participant’s ratings. Table 9 displays the variability in each participant’s ratings. 

According to Table 9, some participants’ motivation remained relatively constant and did not 

change dramatically throughout the task completion process; others appeared to experience 

more marked ups and downs in their motivational intensity. Borrowing MacIntyre and 

Serroul’s (2015) terminology, the former was labelled ‘the flat pattern’, and the latter was 

named ‘the rollercoaster pattern’.  

 

 

 



68 
 

Table 9  
Variability in each participant’ task motivation ratings 

Participant Standard deviations of ratings 
82 0.37 
3 0.48 
70 0.49 
86 0.49 
63 0.65 
78 0.66 
34 0.67 
41 0.71 
80 0.89 
58 1.10 
60 1.14 
27 1.20 
69 1.29 
81 1.33 
76 1.35 
73 1.61 
4 1.65 
66 2.25 

Note. The standard deviations were organised in ascending order.  

Figure 5, Figure 6, and Figure 7 are three samples of the stimulated recall rating scale in 

which the ratings showed less variability (‘the flat pattern’). 

 

Figure 5 Participant 70’s motivational ratings (‘the flat pattern’) 
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Figure 6 Participant 82’s motivational ratings (‘the flat pattern’) 

 

 

Figure 7 Participant 86’s motivational ratings (‘the flat pattern’) 

All three participants commented that they were interested in doing the task when they just 

entered the lab, although Participant 70 and Participant 86 mentioned that they were somewhat 

anxious at that time because of a concern about their oral English proficiency or the 

unfamiliarity of the task. While listening to the task instruction, their motivational level 

remained unchanged. When the cartoon started to play, Participant 70’s motivational level went 

up slightly because she found the cartoon very enjoyable. She also became less anxious at that 

time since she realised that no one would listen to her speech. However, Participant 82 and 
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Participant 86 experienced a slight motivational decrease while the cartoon was playing. 

Participant 82 commented that she did not watch many cartoons in her childhood, so she was 

worried that she would not understand the story. She was also concerned that she could not 

distinguish the cartoon characters. But her motivation bounced back to the original level toward 

the end of the cartoon episode because she understood the story so she felt relieved. Participant 

86 was bothered by the thought that she could not complete the task very well. She was also 

worried about forgetting the beginning of the story or having vocabulary problems during the 

subsequent story-telling. During the one-minute planning, all three participants commented 

that they felt the task was difficult because they needed to perform on the spot. However, their 

motivation seemed not to be influenced, except that Participant 70’s motivational rating 

dropped slightly. Similarly, the three participants’ motivational level did not change during the 

story-telling, despite the fact that they encountered problems with respect to vocabulary, 

grammar, recalling the story, etc.  

Figure 8, Figure 9, and Figure 10 are three samples of the stimulated recall rating scale in which 

the ratings varied considerably (‘the rollercoaster pattern’).  

 

Figure 8 Participant 4’s motivational ratings (‘the rollercoaster pattern’) 
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Figure 9 Participant 66’s motivational ratings (‘the rollercoaster pattern’) 

 

 

Figure 10 Participant 73’s motivational ratings (‘the rollercoaster pattern’) 

The three participants started at different motivational levels. Participant 66, who had the 

lowest motivational level among the three when entering the lab, commented that she was 

going to take a very important test very soon, so her mind was occupied by the test and she was 

not even thinking about the task when she entered the lab. While the task instructions were 

given, the motivational level went up mildly for Participant 4 and Participant 66. Participant 4 

said that she liked the cartoon ‘Shawn the Sheep’ and the story was supposed to be not too 
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difficult to understand. Participant 66 commented that she had been curious about the task 

when she signed up, and she felt relieved when she finally knew what it was about. All three 

participants’ motivational level increased while they were watching the cartoon. In particular, 

Participant 66’s motivational rating went up from 5 to 9, the highest level of motivation on the 

scale. Their comments were quite similar with each other. For example, they all considered the 

cartoon very enjoyable. They did not think about how to tell the story but were fully immersed 

in watching the cartoon. However, their ratings dropped when they started to prepare for the 

story-telling. They mentioned that although they enjoyed the story, they did not know enough 

vocabulary to tell the story. Participant 73 gave examples of the words she could not recall 

during the one-minute preparation: ‘pizza shop’, ‘frog’, and ‘scarecrow’. The three participants’ 

motivation kept falling as the task went on. During the actual story-telling, their motivation 

decreased every time they encountered difficulty in terms of forming sentences, recalling words, 

etc. Noteworthy is that the linguistic difficulties seemed to have an accumulative negative 

impact on participants’ motivation to do the task until something favourable happened to 

improve the situation. For example, both Participant 4 and Participant 66 mentioned that their 

motivation bounced back somewhat when they could describe certain scene without struggles. 

An interesting finding is that Participant 4 and Participant 73 experienced a large motivational 

increase when they finished telling the story. This motivational rise was mainly associated with 

their reflections on this experience. Participant 4 said, “I knew I did not perform very well, but 

I wanted to do this type of task again”. Participant 73 commented that she knew where her 

weaknesses in oral English lay and which aspects of oral English she could work on to improve 

her oral English.   

Besides, it can be seen from Figure 5 to Figure 10 that in either ‘the flat pattern’ or ‘the 

rollercoaster pattern’ there was not a considerable difference between the ratings of the start 

points and the end points.   

5.1.2.3 The triggers of motivational change 

Participants attributed their motivational changes during the task to a variety of reasons, and 

the triggers were associated with different stages of task completion. In the following, the 

triggers of motivational increase and motivational decrease of each stage are discussed 

respectively.  
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5.1.2.3.1 The triggers of motivational increase at different task stages 

During the ‘hearing the task instruction’ stage, the participants who became more interested in 

doing the task thought that telling a story in English after watching a cartoon episode was a 

new experience and their curiosity was aroused after they were introduced to the task. For 

example, Participant 80 commented that “(my motivation increased because) I haven’t done 

this type of activity before, and it was new to me”. The challenge brought by the task also 

motivated some participants. For instance, Participant 27 commented, “this task was more 

exciting than I expected. It sounded really challenging”. One comment was related to the 

expected difficulty of the task after hearing the task instruction. This participant had watched 

other episodes of the cartoon Shawn the Sheep before, and had an impression that the 

vocabulary required to tell a similar story would be easy. Therefore, she became more 

motivated to do the upcoming task.  

As mentioned earlier, the largest number of comments regarding motivational increase was 

related to ‘watching the cartoon’ stage. The participants’ motivational level went up at this 

stage mainly because they really enjoyed the cartoon episode. As Participant 60 said, 

motivation was enhanced because “the cartoon was very attractive and so much fun”. Another 

finding is that some participants related an increase in their motivation to the specific scenes 

they found enjoyable.   

The funniest part was that all the sheep were burping. It was the most enjoyable moment. 

(Participant 60) 

When the three sheep crawled out of the human being’s outfit, it was so hilarious. (Participant 

66) 

I found this cartoon very interesting when I thought that the sheep are so smart. (Participant 

78) 

I like the part when they were on the bus, it was fun. (Participant 80) 

It was fun to watch the part that they dressed up as a person to go to the bus stop. (Participant 

78) 

Another trigger accounting for motivational increase at the ‘watching the cartoon’ stage was 

the comprehensibility of the story. Some participants’ motivation increased at the moment 

when they found it easy to follow the story. For example, Participant 41 commented, “I started 

to enjoy this cartoon more when I could understand what was going on”. 
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During the one-minute planning, only one comment regarding motivational increase was 

reported. Participant 81 said she became more motivated because she had prepared very well 

and was ready to give the speech, taking advantage of the one-minute planning time.  

During the ‘telling the story’ stage, motivational increase was mainly performance-related. 

When participants were satisfied with their ongoing performance, i.e., producing sentences 

successfully and speaking fluently, their willingness to continue telling the story became 

stronger.  

I suddenly thought of a sentence “what a wonderful day”. I thought it was very appropriate, 

so got a little excited. (Participant 34) 

(I was more motivated to complete the task because) I became a little more fluent now. 

(Participant 27) 

In addition, the diagnostic effect of the task could lead to motivational increase. Participant 41 

said that she was running into vocabulary problems while telling the story, but she realised that 

this task was not a test but an opportunity to diagnose her problems in oral English. Then she 

became more engaged in doing the task. Table 10 lists the above mentioned triggers of 

motivational increase at each stage.  

Table 10  
The triggers of motivational increase across different stages of task completion 

Stage Triggers Example comment 

Hearing the task instruction New experience  (I became more motivated 
because) I haven’t done 
this type of activity before, 
it was new to me. 

Challenge This task was more 
exciting than I imagined. It 
sounded really 
challenging. 

Expected easiness of the 
vocabulary requirement   

I like this cartoon Shawn 
the Sheep. I think the 
required vocabulary 
wouldn’t be difficult. 

Watching the cartoon Fun of the episode (My motivation increased 
because) the cartoon was 
very attractive and so 
much fun. 
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Fun of watching one scene I like the part when they 
were on the bus, it was 
fun. 

Comprehensibility of the 
story 

I liked this cartoon more 
when I could understand 
what was going on. 

Planning for one-minute Readiness I prepared myself with 
some words and sentences 
to say later. 

Telling the story Performance satisfaction I became a little more 
fluent now. 

Diagnostic role of the task I was a little panicking 
when I couldn’t think of a 
proper word, but then I 
realised that this activity is 
not a test, and I could find 
my problems through it. 

5.1.2.3.2 The triggers of motivational decrease at different task stages 

As for the triggers of motivational decrease, different triggers were observed at different stages 

of task completion. At the ‘hearing the task instruction’ stage, all comments with respect to 

motivational decrease were related to the expected difficulty of the task. For these participants, 

hearing the task instruction was a daunting experience because, after hearing what they were 

required to do, they assumed there would be problems that they could not resolve.  

(After hearing the task instruction) I felt this task was difficult. (Participant 63) 

I didn’t watch cartoons that much, so I thought I may not understand the story later. 

(Participant 82) 

At the ‘watching the cartoon’ stage, most of the comments about motivational decrease were 

related to concerns over the speech that was yet to be given. These participants could not focus 

on watching the cartoon, rather they were preoccupied with concerns about insufficient 

vocabulary, difficulties in memorising the storyline, or their oral English proficiency in general.  

I found many objects appearing in the cartoon that I didn’t know in English. (Participant 81) 

I found this story difficult to tell. I was worried that I couldn’t tell a good story or didn’t 

remember what happened first or what happened next or didn’t know the English words. 

(Participant 86) 
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I was so nervous and didn’t pay much attention to the cartoon because I was worried that I 

couldn’t tell the story in English later. (Participant 81) 

Being unable to understand the story while watching the cartoon also led to a decrease in 

motivation, and this tended to happen when the cartoon just started playing. For example, 

Participant 41 said, “I was a little confused at the beginning of the cartoon because I didn’t 

understand what was happening.” 

During the one-minute planning, motivational decrease happened when participants could not 

recall the English words that they needed to tell the story. The words mentioned in the 

comments were all unavoidable key words which were important for comprehension of the 

story.   

I couldn’t think of some key words such as ‘farm’ and ‘delivery’. (Participant 34) 

I found some words that I didn’t know in English, such as ‘pizza shop’, ‘frog’, and ‘scarecrow’. 

(Participant 73) 

One comment was regarding the frustration caused by a failure to think of a proper start of the 

story during planning (Participant 3). Some participants became demotivated during planning, 

not due to specific difficulties, but rather they became frustrated and overwhelmed by the 

negative thoughts that kept spinning in their head.   

I was worried that I couldn’t tell the story in English. (Participant 41) 

I felt I was unable to tell a story that I wanted to tell. (Participant 66) 

I didn’t know what to say. (Participant 76) 

During the story-telling stage, the triggers of motivational decrease were the specific and 

concrete linguistic problems participants encountered, such as failure to retrieve the key words, 

repetitions of the same sentence structures, being unable to produce a complete sentence, 

having difficulty coming up with transitioning phrases, and so on.  

I didn’t know the English words for ‘frog’ and ‘button’. (Participant 3) 

I was repeating ‘when he’ and didn’t know what to say next (Participant 73) 

I didn’t know how to say ‘the sheep went to the pizza store by bus and told the owner what they 

need’. (Participant 58)  

I found I used ‘they want to …’ too many times. (Participant 4) 
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My oral English was terrible. I couldn’t remember the words, such as ‘waiter’, and I was so 

bad at the transitions. (Participant 78) 

Some participants felt less motivated when they found it impossible to describe a scene in the 

story. These scenes tended to be complicated and involve plenty of specific details. For 

example, Participant 34 said that she did not know how to describe the appearance of the three 

sheep in disguise of a fake person, and Participant 3 commented that she was unable to describe 

what happened on the bus because that scene was complicated.  

Suddenly forgetting what happened next in the cartoon during the speech could cause 

motivational decrease too. Participant 4 mentioned that when she forgot a scene, her mind went 

blank and she wanted to quit the task and leave the lab at that moment.  

Another trigger of motivational decrease was related to the seating arrangement. Participants 

sat close to each other in the lab. Some of them felt uncomfortable when they heard others were 

still talking but they themselves had already finished. Others began to feel anxious when they 

were still talking but the surroundings started to quiet down. Table 11 summarises the triggers 

of motivational decrease.  

Table 11 
The triggers of motivational decrease across different stages of task completion 

Stage Triggers Example comments 

Hearing the task instruction Expected task difficulty (After hearing the task 
instruction) I felt this task 
was difficult. 

Watching the cartoon Concerns over the speech I found many objects 
appearing in the cartoon 
that I didn’t know in 
English. 

Not following the story I was a little confused at the 
beginning of the cartoon 
because I couldn’t 
understand what was 
happening. 

Planning for one minute Failing to recall key words I couldn’t think of some 
words such as ‘farm’ and 
‘delivery’. 

Failing to think of a start I was thinking about how to 
start the story. 
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Concerns over the speech I was worried that I couldn’t 
tell the story in English. 

Telling the story Having language-related 
problems 

I didn’t how to say ‘the 
sheep went to the pizza store 
by bus and told the owner 
what they need’. 

Failing to describe a scene I didn’t know how to tell this 
part of the story. 

Forgetting the plot I forgot what happened next 
and got stuck. 

Seats arrangement I didn’t have the courage to 
continue speaking because 
others had already finished. 

 

In summary, task motivation was underlain by three factors – ‘positive attitudes toward the 

task’, ‘negative attitudes toward the task’, and ‘task as a diagnostic tool’. From a dynamic 

perspective, participants’ task motivation remained at a high level on average and did not 

fluctuate substantially. Two patterns of task motivation fluctuation were identified – ‘the flat 

pattern’ in which participants’ motivational level remained relatively constant and ‘the 

rollercoaster pattern’ in which ups and downs of motivation were observed. As for the triggers 

of motivational change, participants attributed their motivational increase mostly to the 

enjoyment of watching the cartoon episode, while their motivational decrease was largely 

accounted for by the language-related difficulties they encountered during task completion.  

5.1.3 What is its relationship with L2 motivation? 

5.1.3.1 The underlying facets of L2 motivation 

In the exploratory factor analysis of L2 motivation, the parallel analysis suggested a six-factor 

solution, and the scree plot implied five factors (Figure 11). The six-factor-solution was chosen 

because it explained more variance and covered a wider range of elements that are associated 

with motivation to learn a foreign language.  
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Figure 11 The scree plot of the L2 motivation data 

Table 12 shows the factor loadings of the six factors of L2 motivation. Factor One, ‘ideal L2 

self’, related to participants’ imagination of future scenarios where they communicate with 

native speakers of English (14% of the variance). Factor Two, ‘positive attitudes toward 

English learning experience’, concerned participants’ positive feelings regarding their English 

learning experience and the effort they invest in learning the language (12% of the variance). 

Factor Three, ‘importance of English in winning others’ respect’, contained items that show 

one’s desire to get approval from important others through a good grasp of English (11% of 

the variance). The fourth factor was called ‘parental and curricular coercion’ because the items 

indicated that one has to learn English to please his or her parents or to avoid getting poor 

grades (7% of the variance). The fifth factor, ‘importance of English for future career’, 

subsumed items associated with the impact that learning English has on one’s future job, study, 

and life (6% of the variance). Factor Six, ‘attitudes toward L2 culture’, included how one thinks 

of the native speakers of English and their culture, as well as travelling in that country (6% of 

the variance). The six factors explained 56% of the total variance.   

 

 

 

 

 

 

 



80 
 

Table 12  
Factor loadings of L2 motivation 

Item Factors 

1 2 3 4 5 6 

1. Ideal L2 self        

I can imagine myself having a 
discussion with foreign friends in 
English in the future. 

0.94 -0.05 0.06 0.02 -0.01 0.03 

I can imagine myself giving an English 
speech successfully to the public in the 
future. 

0.91 0.14 -0.08 0.06 -0.05 -0.07 

I can imagine that in the future in a cafe 
with light music, a foreign friend and I 
will be chatting in English casually 
over a cup of coffee. 

0.90 -0.05 0.04 -0.08 0.07 0.08 

I can imagine myself speaking English 
with foreign friends at parties in the 
future. 

0.72 0.00 0.04 0.05 -0.10 -0.08 

I can imagine a situation where I am 
doing business with foreigners by 
speaking English. 

0.69 0.11 -0.12 0.16 0.11 0.19 

Studying English is important to me 
because I am planning to study abroad. 0.45 0.03 0.07 -0.10 0.06 0.07 

2. Positive attitudes toward 
English learning experience 

      

I like the atmosphere of my English 
classes. -0.17 0.72 -0.12 0.20 -0.08 0.16 

I am prepared to expend a lot of effort 
in learning English. 0.14 0.67 -0.03 -0.03 0.16 0.07 

I look forward to English classes. 0.16 0.67 0.12 -0.06 -0.04 -0.08 

I feel time passes faster while studying 
English. 0.11 0.60 0.04 0.08 -0.07 0.00 

I find learning English very 
interesting. 0.05 0.57 0.22 -0.24 -0.01 0.08 

I really like the actual process of 
learning English. 0.16 0.56 0.16 -0.20 0.00 0.09 

I think I am doing my best to learn 
English. -0.07 0.54 0.02 0.09 0.18 0.05 
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I would like to concentrate on 
studying English more than any other 
subject. 

0.21 0.53 0.11 -0.27 0.06 -0.03 

I would like to spend lots of time 
studying English. 0.09 0.51 -0.01 0.11 0.38 -0.03 

3. Importance of English in 
winning others’ respect 

      

Studying English is important to me 
because other people will respect me 
more if I have a knowledge of English.  

0.01 -0.06 0.82 0.06 0.10 0.07 

Studying English is important to me in 
order to gain the approval of my peers.  0.03 -0.06 0.81 -0.07 0.08 0.07 

Studying English is important to me in 
order to gain the approval of my 
teachers.  

0.03 0.20 0.77 0.05 -0.13 -0.02 

Studying English is important to me in 
order to gain the approval of my 
family.  

0.01 0.02 0.72 0.03 0.14 0.00 

Studying English is important to me 
because people I respect think that I 
should do it.  

-0.12 0.20 0.47 0.33 -0.21 -0.03 

4. Parental and curricular 
coercion  

      

I have to study English because 
otherwise my parents will be 
disappointed with me.  

0.05 0.04 -0.03 0.78 -0.05 0.07 

My parents/family believe that I must 
study English to be an educated 
person. 

0.19 -0.13 0.23 0.70 0.02 -0.06 

I have to learn English because 
without passing the English course I 
cannot graduate. 

-0.03 0.03 -0.07 0.50 0.35 -0.11 

I have to study English because I don’t 
want to fail my English class.  -0.17 -0.11 0.03 0.47 0.25 -0.27 

5. Importance of English for 
future career 

      

Studying English can be important to 
me because I will need it for further 
studies.  

0.16 0.09 0.07 -0.07 0.63 0.08 

Studying English is important to me 
because I wouldn’t find a decent job if 
my English is not good.  

-0.09 -0.05 0.08 0.27 0.53 0.09 
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Studying English is necessary for me 
because I don’t want to get a poor 
score or a fail mark in English 
proficiency tests (CET, IETLTS, 
TOEFL…). 

-0.10 0.30 0.28 0.01 0.53 -0.07 

Studying English is important to me 
because an educated person is 
supposed to be able to speak English.  

-0.11 -0.07 0.32 0.06 0.46 0.12 

Studying English is important to me 
because my life will change if I 
acquire good command of English. 

0.19 -0.06 0.04 0.06 0.43 0.10 

6. Attitudes toward L2 culture        

I like to know more about people from 
English speaking countries.  0.00 -0.04 -0.08 -0.10 0.07 0.80 

I like the people from English 
speaking countries.  0.05 0.06 0.19 0.13 -0.07 0.75 

I think learning English is important in 
order to learn more about the culture 
and art of its speakers.  

0.14 0.25 0.04 -0.04 0.12 0.41 

I like to travel to English speaking 
countries.  0.15 0.11 0.17 -0.18 0.03 0.34 

Eigen value 9.00 4.02 2.68 2.01 1.82 1.43 

Variance  0.14 0.12 0.11 0.07 0.06 0.06 

 

5.1.3.2 The underlying facets of the composite data of motivation 

After the respective exploratory factor analysis of task motivation and L2 motivation, the items 

constituting the factors were pooled together and exploratory factor analysis of the composite 

data was conducted to determine whether the factors of task motivation (i.e., ‘positive attitudes 

toward the task’, ‘negative attitudes toward the task’, and ‘task as a diagnostic tool’) and L2 

motivation (i.e., ‘ideal L2 self’, ‘positive attitudes toward English learning experience’, 

‘importance of English in winning others’ respect’, ‘parental and curricular coercion’, 

‘importance of English for future career’, and ‘attitudes toward L2 culture’) are still 

distinguishable, thus to determine whether the two types of motivation are conceptually 

different. Both the parallel analysis and the scree test showed a six-factor solution (Figure 12).  
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Figure 12 The scree plot of the composite data of task motivation and L2 motivation 

Table 13 displays the factor loadings of the six factors. Factor One was labelled ‘attitudes     

toward the task’. This factor was mostly made up of the items from the two task motivation 

factors – ‘positive attitudes toward the task’ and ‘negative attitudes toward the task’. It 

explained 15% of the total variance. Factors Two, Three, Four, and Five concerned L2 

motivation, and the items remained unchanged compared with the L2 motivation factors20. 

They are ‘ideal L2 self’ (12% of the variance), ‘positive attitudes toward English learning 

experience’ (11% of the variance), ‘importance of English in winning others’ respect’ (9% of 

the variance), and ‘parental and curricular coercion’ (6% of the variance).  The sixth factor, 

‘efforts toward the task’, a task motivation factor, comprised two items indicating participants’ 

effort to tell a detailed story and their utmost endeavour to complete the task (4% of the 

variance). The six factors explained 57% of the total variance. This result demonstrated that 

the L2 motivation and task motivation factors were still distinguishable when the data were 

combined.  

 

 

 

 

 

                                                 
20 The only item that disappeared from ‘positive attitudes toward English learning experience’ in the composite 
data of task motivation and L2 motivation was Effort1, i.e., “I think I am doing my best to learn English”.  



84 
 

Table 13  
Factor loadings of task motivation and L2 motivation 

Item Factors 

1 2 3 4 5 6 

1. Attitudes toward the task       

I want to do this type of activity 
again because it is fun. 0.85 -0.10 0.12 -0.03 0.03 -0.02 

This activity was interesting. 0.80 0.02 -0.05 0.00 -0.03 0.00 

I enjoyed doing this task because I 
have not done this kind of activity 
before.  

0.77 0.04 0.01 0.05 0.10 0.04 

I enjoyed doing this task because 
story narration was a new approach 
to learn English. 

0.76 0.06 -0.11 0.14 -0.05 0.21 

The task was useful because it 
helped me improve my speaking 
skills. 

0.69 0.04 0.05 -0.04 0.11 0.09 

I didn’t like doing this oral task. 0.61 0.06 -0.02 -0.14 -0.28 -0.05 

I didn’t like the task because the 
teacher didn’t show me how to do it. 0.59 0.07 0.02 -0.11 -0.08 -0.09 

I didn’t like the task because there 
was a lack of a keywords list. 0.58 0.17 -0.17 0.08 -0.31 0.02 

This task has ignited my enthusiasm 
to practice oral English.  0.58 -0.03 0.35 -0.03 0.13 -0.09 

I enjoyed this task because the story 
was interesting.  0.57 -0.27 0.01 -0.01 0.08 0.18 

2. Ideal L2 self        

 I can imagine myself having a 
discussion with foreign friends in 
English in the future. 

0.00 0.95 -0.04 0.03 0.01 -0.04 

I can imagine that in the future in a 
cafe with light music, a foreign 
friend and I will be chatting in 
English casually over a cup of 
coffee.  

-0.03 0.90 0.02 0.05 -0.07 0.02 

I can imagine myself giving an 
English speech successfully to the 
public in the future in the future. 

0.01 0.90 0.10 -0.10 0.03 -0.04 
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I can imagine a situation where I am 
doing business with foreigners by 
speaking English. 

0.11 0.73 0.08 -0.02 0.14 0.07 

I can imagine myself speaking 
English with foreign friends at 
parties in the future. 

0.00 0.68 -0.02 -0.03 0.05 0.01 

Studying English is important to me 
because I am planning to study 
abroad. 

-0.16 0.42 0.17 0.04 -0.02 0.00 

3. Positive attitudes toward 
English learning experience       

I am prepared to expend a lot of 
effort in learning English.  0.06 0.13 0.67 0.04 0.02 0.14 

I like the atmosphere of my English 
classes. 0.21 -0.11 0.66 -0.10 0.20 -0.08 

I find learning English very 
interesting.  0.00 0.03 0.65 0.22 -0.18 -0.02 

I really like the actual process of 
learning English. -0.04 0.14 0.65 0.17 -0.14 0.01 

I look forward to English classes. 0.12 0.11 0.64 0.08 -0.02 -0.04 

I would like to concentrate on 
studying English more than any 
other subject.  

-0.12 0.17 0.61 0.09 -0.22 0.07 

I feel time passes faster while 
studying English. -0.11 0.15 0.54 -0.01 0.07 0.15 

I would like to spend lots of time 
studying English.  -0.06 0.09 0.52 0.06 -0.05 0.17 

4. Importance of English in 
winning others’ respect       

Studying English is important to me 
in order to gain the approval of my 
peers. 

0.04 -0.01 -0.02 0.85 -0.06 -0.06 

Studying English is important to me 
because other people will respect me 
more if I have a knowledge of 
English. 

-0.01 -0.01 -0.04 0.84 0.04 0.06 

Studying English is important to me 
in order to gain the approval of my 
family.  

0.01 -0.05 0.08 0.77 0.06 0.00 
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Studying English is important to me 
in order to gain the approval of my 
teachers.  

-0.06 -0.02 0.24 0.69 0.09 -0.09 

I like the people from English 
speaking countries. 0.28 0.20 0.14 0.33 0.03 0.02 

5. Parental and curricular 
coercion       

I have to study English because 
otherwise my parents will be 
disappointed with me.  

0.00 0.10 -0.01 0.02 0.77 -0.08 

My parents/family believe that I 
must study English to be an 
educated person. 

0.01 0.21 -0.23 0.26 0.60 0.10 

I have to learn English because 
without passing the English course I 
cannot graduate. 

0.01 -0.06 0.07 0.01 0.52 0.07 

I have to study English because I 
don’t want to fail the English course. -0.08 0.21 -0.17 0.05 0.51 0.16 

6. Efforts toward the task       

I tried my best during the task.   0.01 -0.04  0.06 -0.05  0.01  0.89 

I tried to speak as much as I could.  0.27 0.04 0.03 0.03 -0.03 0.51 

Eigen values 7.70 5.45 3.31 2.58 1.78 1.36 

Variance 0.15 0.12 0.11 0.09 0.06 0.04 

 

In summary, the factors of task motivation and L2 motivation were still separable in the 

composite data. The underlying factors of task motivation included ‘attitudes toward the task’ 

and ‘efforts toward the task’; and the underlying factors of L2 motivation comprised ‘ideal L2 

self’, ‘positive attitudes toward English learning experience’, ‘importance of English in 

winning others’ respect’, and ‘parental and curricular coercion’. In other words, task motivation 

and L2 motivation are two distinct constructs.  

5.1.3.3 The motivation models 

Structural equation modelling was utilised to build the structural relationships between the 

latent factors of motivation and the underlying items of the factors. No theories or previous 

empirical studies have underpinned the causal relationship between task motivation and the L2 

motivation. Hence the structural equation modelling conducted under this circumstance was 

exploratory in nature.  
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5.1.3.3.1 The task motivation model 

Before the structural equation modelling, Cronbach alpha coefficients for the two task 

motivation factors – ‘attitudes toward the task’ and ‘efforts toward the task’ – were computed. 

The reliability result was 0.90 for ‘attitudes toward the task’ and 0.70 for ‘efforts toward the 

task’. Both alphas were equal to or above 0.70, indicating that the two factors were reliably 

measured by the items.  

As regards the task motivation model, it was hypothesised that the two factors would form a 

second-order factor called ‘task motivation’ because they shared a large amount of covariance. 

In the hypothesised model, the factor ‘attitudes toward the task’ served as a latent variable 

underlying 10 items, i.e., ‘Content’, ‘Future4’, ‘Support1’, ‘Support3’, ‘General3’, 

‘Usefulpractice2’, ‘Future3’, ‘Novelty2’, ‘General2’, and ‘Novelty1’ (See Appendix 5 for the 

corresponding items). Likewise, the factor ‘efforts toward the task’ was also a latent variable 

underlying two items, i.e., ‘Taskeffort1’ and ‘Taskeffort2’. A second-order latent variable, 

‘task motivation’, underlay the two first-order latent variables – ‘attitudes toward the task’ and 

‘efforts toward the task’. The covariance between ‘Support1’ and ‘Support3’, and ‘Support1’ 

and ‘General3’ were added to the model because they could improve the model fit and were 

meaningful on the basis of empirical evidences (Byrne, 2005). 

The fit indices used to evaluate the model included the model chi-square test statistic, Root 

Mean Square Error of Approximation (RMSEA), Comparative Fit Index (CFI), Standardised 

Root Mean Square Residual (SRMR), and Tucker Lewis Index (TLI), as suggested by 

Schreiber, Stage, King, Nora, and Barlow (2006). Because the chi-square test statistic is 

sensitive to many factors such as multivariate non-normality or large sample size, a statistically 

significant chi-square value was not taken as an indicator to reject the model in this study. As 

regards the other fit indices, despite the existence of various cut-off criteria, such as the popular 

Hu and Bentler’s (1999) criteria, they are not supposed to be the clue based on which 

dichotomous decision to reject or retain the model is made (Kline, 2011, p. 195). Therefore, in 

this study, the fit indices were regarded as “continuous measures of model-data correspondence” 

(Kline, 2011, p. 195). As Beaujean (2014, pp. 159, 162) put, the more absolute fit indices (e.g., 

CFI and TLI) are closer to 1 and the more parsimony-adjusted indices (e.g., RMSEA and 

SRMR) are closer to 0,  the better the data fit the hypothesised model.  

The second-order task motivation model (Figure 13) was identified with satisfactory fit indices: 

2(51) = 72.021, p = 0.028, CFI = 0.948, TLI = 0.933, SRMR = 0.059, RMSEA = 0.066, 
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RMSEA 90% Confidence Interval ranged from 0.026 to 0.098. The standardised estimates of 

the parameters are shown in Table 14. All of the parameters in the model reached significant 

level (p < 0.05). The model of task motivation implied that L2 learners’ task motivation was 

accounted for by both their positive and negative attitudes toward the task and their perceived 

effort to complete the task.  

 

Figure 13 The schematic representation of the task motivation model 

Table 14 
Standardised estimates of the parameters of the task motivation model 

Latent variable Item Standardised 
coefficient 

p value Standard 
error 

Attitudes toward the task Future4 0.880 0.000 0.123 

 General2 0.821 0.000 0.115 

 Novelty1 0.816 0.000 0.106 

 Novelty2 0.772 0.000 0.106 

 Usefulpractice2 0.731 0.000 0.099 

 Content 0.638 0.000 0.084 

 Future3 0.599 0.000 0.095 

 General3 0.561 0.000 0.106 

 Support1 0.521 0.000 0.101 

 Support3 0.506 0.000 0.099 

Efforts toward the task Taskeffort1 0.845 0.000 0.074 
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 Taskeffort2 0.648 0.000 0.074 

Task motivation Efforts toward the 
task 

0.760 0.000 0.245 

 Attitudes toward 
the task 

0.674 0.032 0.425 

     

Covariance Standardised coefficient p value Standard error 

Support1 and Support3 0.326 0.002 0.071 

Support1 and General3 0.256 0.019 0.079 

 

5.1.3.3.2 The L2 motivation model 

Cronbach alpha reliability was examined for L2 motivation factors. The Cronbach alpha for 

‘ideal L2 self’, ‘positive attitudes toward English learning experience’, ‘importance of English 

in winning others’ respect’, and ‘parental and curricular coercion’ was 0.9, 0.87, 0.85, and 0.73 

respectively. All alphas were above 0.7, which implied that the four factors were reliably 

measured by their constituent items. However, ‘Promote6’ and ‘Culture3’ were excluded from 

the following structural equation modelling. Statistically, for ‘ideal L2 self’, the Cronbach 

alpha would increase to 0.92 if the item ‘Promote6’ was dropped. In a similar vein, for 

‘importance of English in winning others’ respect’, the Cronbach alpha would increase to 0.88 

if the item ‘Culture3’ was dropped. Practically, ‘Promote6’ was marginally related to ‘ideal L2 

self’; similarly ‘Culture3’ seemed not to belong to ‘importance of English in winning others’ 

respect’. 

As for the L2 motivation model, it was initially hypothesised that there was a second-order 

latent variable, ‘L2 motivation’, underlying the four L2 motivation factors. However, the data 

did not support this model. It was then hypothesised that ‘positive attitudes toward English 

learning experience’ was predicted by ‘ideal L2 self’, ‘importance of English in winning others’ 

respect’, and ‘parental and curricular coercion’. This model was identified, however, the 

covariance between ‘ideal L2 self’, ‘importance of English in winning others’ respect’ and 

‘parental and curricular coercion’ were not significant (p > 0.05), so these covariance were thus 

set as zero. Two more parameters were also added to the model specification, as suggested by 

R (i.e., ‘Exp1’ and ‘Exp2’ and ‘Prevent2’ and ‘Prevent4’) (See Appendix 6 for the 

corresponding items). The model configuration was shown in Figure 14. After the modification, 

the fit indices of the model were satisfactory: 2(184) = 221.574, p = 0.031, CFI = 0.957, TLI 
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= 0.951, SRMR = 0.102, RMSEA = 0.048, RMSEA 90% Confidence Interval ranged from 

0.016 to 0.070. Table 15 displays the standardised estimates of the parameters. All of the 

parameters in the model were significant (p < 0.05). The L2 motivation model indicated that 

this group of participants’ motivation to learn English was directly influenced by their 

experiences in, and the interactions with, the immediate environment of English learning, and 

indirectly impacted by their ideal L2 self, the desire to win others’ respect through learning 

English, and parents’ wishes and schools’ requirements.  

 

Figure 14 The schematic representation of the L2 motivation model 

Table 15  
Standardised estimates of the parameters of the L2 motivation model 

Latent variable Item Standardised 
coefficient 

p 
value 

Standard 
error 

Ideal L2 self Ideal1 0.689 0.000 0.120 

Ideal2 0.873 0.000 0.093 

Ideal3 0.756 0.000 0.109 

Ideal4 0.950 0.000 0.083 

Ideal5 0.926 0.000 0.091 
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Positive attitudes  

toward English  

learning experience 

Exp1 0.450 0.000 0.088 

Exp2 0.698 0.000 0.076 

Exp3 0.566 0.000 0.083 

Exp4 0.788 0.000 0.082 

Exp5 0.809 0.000 0.079 

Effort2 0.704 0.000 0.068 

Effort3 0.765 0.000 0.094 

Effort4 0.601 0.000 0.080 

Importance of English  

in winning others’ respect 

Ought2 0.786 0.000 0.113 

Ought3 0.802 0.000 0.109 

Ought4 0.838 0.000 0.101 

Promote3 0.800 0.000 0.101 

Parental and curricular  

coercion 

Prevention2 0.413 0.000 0.138 

Prevention4 0.446 0.000 0.128 

Prevention5 0.732 0.000 0.163 

Ought1 0.826 0.000 1.152 

Latent variable Regression  Standardised 
coefficient 

p 
value 

Standard 
error 

Ideal L2 self (x) Positive 
attitudes 
toward 
English 
learning 
experience 
(y) 

0.428 0.000 0.167 

Importance of English in  

winning others’ respect (x) 

0.423 0.000 0.170 

Parental and curricular  

coercion (x) 

-0.338 0.003 0.156 

Covariance Standardised 
coefficient 

p 
value 

Standard 
error 

Prevent2 and Prevent4 0.339 0.007 0.190 

Exp1 and Exp2 0.339 0.005 0.098 

 

To summarise, the second-order task motivation model demonstrated that there existed a 

second-order latent variable, ‘task motivation’, accounting for the relationship between the two 

task motivation factors – ‘attitudes toward the task’ and ‘efforts toward the task’. In the L2 

motivation model, ‘positive attitudes toward English learning experience’ was predicted by the 
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other three factors, ‘ideal L2 self’, ‘importance of English in winning others’ respect’ and 

‘parental and curricular coercion’. These two models will be discussed in detail in Section 6.5. 

5.2 What is the nature of task anxiety? 
RQ 2 explores the relationship between task anxiety, trait anxiety, and foreign language anxiety. 

First of all, by means of exploratory factor analysis, the underlying facets of the task anxiety 

construct were extracted. Then, the fluctuation of task anxiety was investigated through the 

stimulated recalls. Third, the underlying facets of the trait anxiety construct and the foreign 

language anxiety construct were determined through exploratory factor analysis respectively. 

Then, the exploratory factor analysis of the composite data of task anxiety, trait anxiety, and 

foreign language anxiety revealed whether task anxiety can be distinguished from trait anxiety 

and foreign language anxiety. Finally, three models explicating the relationship between task 

anxiety, trait anxiety, and foreign language anxiety were built drawing on structural equation 

modelling.  

5.2.1 What are the underlying facets?  

Prior to the exploratory factor analysis of task anxiety, the parallel analysis suggested a four-

factor solution, but the scree test implied that the number of factors was three (Figure 15).  

 

Figure 15 The scree plot of the task anxiety data 

Both solutions were attempted. The four-factor solution and the three-factor solution of task 

anxiety generated similar results in terms of the amount of variance explained by the factors. 

Therefore, the solution that is “the most easily interpretable” and “psychologically meaningful” 
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(Byrne, 2005) would be chosen. In this way, the three-factor solution edged out the four-factor 

solution.  

Factor One, ‘language-related anxiety’, contained 24 items and accounted for 34% of the 

variance. The majority of them manifested participants’ struggles related to various aspects of 

English when completing the task, including vocabulary, sentence, tense, pronunciation, 

grammar, and so on. Besides, Factor One also included four items describing participants’ lack 

of confidence in performing the oral task and concerns of their task performance (34% of the 

variance). Factor Two was labelled ‘anxiety reliefs’. It consisted of five items depicting the 

features of the task design that calmed the participants’ nerves, such as no audience listening 

to their speech, a relaxing atmosphere, easy storyline of the cartoon episode and no serious 

consequence of unsatisfactory task performance. It explained 8% of the variance. Factor Three, 

‘setting-related anxiety’, accounted for 7% of the variance. It included two items about the 

setting of the task that could trigger anxiety, e.g., video and audio recording, and individual 

speaking mode, two items about the physiological symptoms caused by anxiety, e.g., racing 

heart and accelerated speaking pace, and one item regarding the demotivating effect of anxiety. 

Table 16 shows the factor loadings of the three underlying factors of task anxiety.  

Table 16  
Factor loadings of task anxiety 

Items Factors 

1 2 3 

1. Language-related anxiety    

When I felt nervous, I used easy words instead. 0.85 -0.06 -0.18 

When I felt nervous, I used simple sentences instead. 0.82 -0.04 -0.26 

I felt nervous when I paused. 0.79 0.00 0.19 

I felt nervous when I had difficulty forming sentences. 0.79 -0.03 0.10 

When I felt nervous, I became less fluent. 0.78 -0.04 0.06 

I felt nervous when I didn’t know the language to 
describe a segment of the video. 0.76 0.08 0.04 

I felt nervous when I couldn’t think of a word to 
describe something. 0.74 0.05 -0.01 

I felt nervous when I thought I made mistakes. 0.71 -0.02 0.20 

I felt nervous because I was not confident about my 
oral English. 0.70 0.15 -0.17 
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I felt nervous when I felt confused about tense. 0.70 -0.17 0.18 

I felt nervous when I had problems pronouncing 
words. 0.70 0.02 0.29 

When I felt nervous, I couldn’t pay attention to 
grammar. 0.70 -0.05 -0.16 

I felt nervous because I had to perform on the spot. 0.68 0.17 0.04 

When I felt nervous, I couldn’t think of the words. 0.66 0.07 -0.04 

I felt nervous when I was struggling between different 
words. 0.61 -0.07 0.33 

I felt nervous when I forgot certain plot. 0.60 -0.15 0.31 

I felt nervous because I didn’t do story narration 
before. 0.60 0.30 0.01 

I felt nervous because I don’t know enough words. 0.59 0.12 -0.12 

I felt nervous because I felt my performance was poor. 0.58 0.35 -0.12 

I became relaxed when a word came to me when I 
needed it. 0.57 0.16 0.17 

When I felt nervous, I couldn’t think properly. 0.54 0.06 0.24 

When I worried that I couldn’t perform well, I felt 
nervous. 0.52 0.20 0.10 

I felt nervous because the story has too many details. 0.51 0.01 0.08 

When I felt nervous, I got confused with the 
pronunciation. 0.51 -0.01 -0.13 

2. Anxiety reliefs    

I didn’t feel nervous because there wasn’t a crowd of 
people listening to me. -0.11 0.73 0.06 

I didn’t feel nervous because the storyline was easy to 
follow. 0.02 0.69 -0.16 

I didn’t feel nervous because the atmosphere was 
relaxing. -0.08 0.59 0.28 

I was nervous when I did the task. 0.39 0.56 0.12 

I didn’t feel nervous because no serious outcome 
would occur even if I didn’t do well. 0.24 0.47 0.13 

3. Setting-related anxiety    

I felt nervous because of the audio and video 
recording. 0.15 0.08 0.70 
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I was nervous because I had to do it alone instead of in 
a group. -0.01 0.12 0.56 

During the task, I could feel that my heart was racing. 0.28 0.18 0.46 

When I felt nervous, I was less willing to do the task. 0.07 0.06 0.44 

When I felt nervous, my speech rate became faster 
than usual. -0.10 0.16 0.34 

Eigen value 13.52 2.78 2.05 

Variance 0.34 0.08 0.07 

 

5.2.2 What are the patterns and triggers of its fluctuation? 

5.2.2.1 The average ratings of task anxiety at different stages 

In all, 17 participants undertook stimulated recalls of their anxiety fluctuation during the task 

completion process. There were 96 comments regarding a change of anxiety level, including 

70 comments of anxiety increase and 26 comments of anxiety decrease. A huge discrepancy 

can be seen between the number of triggers regarding anxiety increase and decrease – the 

former was almost three times as many as the latter. Also, the number of comments with 

reference to anxiety increase was accelerating as the task went on (See Table 17). 

Table 17  
The number of comments regarding the increase/decrease of anxiety at each stage 

Stage Anxiety increase Anxiety decrease  

Hearing the task instruction 8 1 

Watching the cartoon 13 12 

1-minute planning 17 0 

Telling the story  32 13 

Total 70 26 

Note. ‘Entering the lab’ was not included in Table 17, because it was the starting point of the ratings and no 
change of anxiety intensity could occur at this stage.  

An upward trend was observed in terms of the average rating of task anxiety throughout the 

task completion, which was in keeping with the number of comments of anxiety increase. As 

can be seen from Table 18, the average rating of task anxiety soared from 2.18 when 

participants entered the lab to 5.86 while telling the story. To elaborate, participants’ average 

anxiety level was quite low when they entered the lab (2.18 out of 9), and increased to around 

3.47 when they listened to the task instruction and watched the cartoon. Then the rating 

rocketed to 5.50 during the one-minute planning. When the task proceeded to the story 
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narration stage, the rating had a slight increase by 0.36. Overall, the 17 participants rated 4.09 

out of 9 in terms of their task anxiety intensity on average.  

Table 18  
Mean and standard deviation of the anxiety ratings at each stage 

Stage Mean Standard deviation 

Enter the lab 2.18 1.69 

Hearing the task instruction 3.47 1.94 

Watching the cartoon 3.46 1.89 

1-minute planning 5.50 1.70 

Telling the story  5.86 1.25 

Total 4.09 2.21 

 

5.2.2.2 Two patterns of task anxiety 

As regards participants’ fluctuations in anxiety during the task completion process, a general 

trend of anxiety increase can be observed. In other words, in most cases, participants’ anxiety 

level during task completion was higher than the starting point. A closer look at the stimulated 

recall rating scales revealed two patterns of anxiety fluctuation. For one pattern, participants’ 

anxiety showed a steady increase; for the other pattern, the anxiety level temporarily decreased 

when participants were watching the cartoon and rocketed back to a higher level when the one-

minute preparation started. The former was labelled ‘the climbing pattern’; the latter was 

named ‘the falling-climbing pattern’. Noteworthy is a decrease of anxiety that was observed 

when the task was about to be completed among all participants.  

Figure 16, Figure 17, and Figure 18 are three examples of the stimulated recall rating scale in 

which the participants experienced a steady increase in their anxiety level (‘the climbing 

pattern’). 
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Figure 16 Participant 20’s anxiety ratings (‘the climbing pattern’) 

 

Figure 17 Participant 45’s anxiety ratings (‘the climbing pattern’) 
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Figure 18 Participant 61’s anxiety ratings (‘the climbing pattern’) 

The above three participants commented that they were not that anxious when entering the lab. 

When the task instruction was given, they experienced a rise in anxiety. Participant 20 said that 

she was not very confident of her oral English. While she was listening to the task instruction, 

she started to feel anxious about the upcoming task. Participant 45 started to feel anxious when 

he heard that only one minute would be given to prepare for the speech. Participant 61 

commented that after hearing the task instruction, she felt that the procedure would be very 

complicated. She worried that she would press the wrong button on the screen.21  

While watching the cartoon, Participant 61’s anxiety level did not change. Participant 20 and 

Participant 45 became more anxious. Participant 20 mentioned that she attempted to formulate 

the English sentences in her mind while she was watching the cartoon, but was impeded by 

many unknown vocabulary. Also she was confused about the tenses. She also commented that 

she was seemingly watching the cartoon, but was thinking about what to say later. Participant 

45 said that he was struggling between telling the story in detail and giving an outline of the 

story while watching the cartoon, which caused more anxiety in him.  

The one-minute preparation aggravated the situation among the three participants. Participant 

20 was worrying about the upcoming speech. Participant 45 said that he did not feel confident 

                                                 
21 Participants were required not to press any buttons on the computer screen, because the computers for the 
study had been set up for the study.  
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at that time. Participant 61 mentioned that she was anxious because she needed to speak English 

using her own words very soon, but she only had experiences in telling stories in Chinese before.  

During the story-telling stage, all three participants’ anxiety went up despite slight fluctuations. 

Specifically, Participant 20 rated the highest level of anxiety on the scale (9) multiple times. 

She first became extremely anxious when she suddenly forgot what she wanted to say after 

uttering the first three words. Then she could not help saying ‘sheeps’ multiple times, although 

she was aware that it was an incorrect plural form of ‘sheep’. Her anxiety level increased again 

because a slip of the tongue made her say ‘at the moment’ when she wanted to say ‘after that’. 

It reached the peak for the third time because she forgot what happened after the sheep ordered 

pizzas. For the fourth time, she rated her anxiety level the highest when she said ‘maked’ which 

was grammatically inaccurate. Her anxiety somewhat decreased toward the end of her story-

telling. In general, Participant 20’s anxiety remained at a high level despite a few fluctuations. 

She felt more anxious when she encountered difficulties in expressions, and her anxiety was 

relieved when she successfully produced a complete sentence. 

The other two participants also experienced fluctuations during story-telling. Participant 45 

first became more anxious when he was struggling with whether or not to describe what 

happened on the bus, which encompasses many details. His anxiety kept going up because he 

did not know the word ‘button’, and his anxiety level continued increasing when he was not 

sure about the tense. At the moment he completed the task, his anxiety level dropped 

remarkably. Participant 61 said that she became more anxious after she produced the first 

sentence. Then her anxiety increased when she could not recall the word ‘scarecrow’. When 

she realised that she made a grammatical mistake, her anxiety level went up again and reached 

the peak when she found others were still telling the story but she had already completed the 

task. When people around her became quiet, her anxiety level dropped.   

Figure 19, Figure 20, and Figure 21 are three examples of the stimulated recall rating scale in 

which the participants experienced a dip in terms of their anxiety level while they were 

watching the cartoon (‘the falling-climbing pattern’). 
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Figure 19 Participant 18’s anxiety ratings (‘the falling-climbing pattern’) 

 

Figure 20 Participant 47’s anxiety ratings (‘the falling-climbing pattern’) 
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Figure 21 Participant 50’s anxiety ratings (‘the falling-climbing pattern’) 

Similarly to the three examples of ‘the climbing pattern’, the three participants were quite 

relaxed when they entered the lab. Then, they experienced a rise in anxiety when the task 

instruction was given. While watching the cartoon, all of their anxiety dropped remarkably 

because they were fully immersed in the cartoon. However, Participant 47 was anxious right 

before the cartoon was playing and when the cartoon was about to end. This is because, right 

before the cartoon started, she was worrying about giving a speech. However, she then forgot 

it and started to enjoy the episode. When the cartoon was about to finish, she started to worry 

about the speech again. During the one-minute preparation, the three participants’ anxiety 

increased. Participant 18 mentioned that he felt more anxious because he could not recall the 

words he wanted to use for the following story-telling. Participant 47 commented that one 

minute passed too quickly and she was not well prepared. Participant 50 said that she decided 

to write down some notes, however, time was up before she only managed to write down one 

sentence.  

The three participants experienced ups and downs in their anxiety level while they were telling 

the story. Participant 18 said that his anxiety went up when he wanted to describe what 

happened on the bus. He could not recall the verbs and adjectives that were essential for the 

plot, so he felt very embarrassed. Then, his anxiety increased again when he wanted to describe 

what the sheep used to exchange for the pizzas, because he did not know the English words for 

the objects. When he finished the task, his anxiety decreased although he was not satisfied with 

his performance.  
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Participant 47’s anxiety decreased at first, because she could remember clearly what happened 

at the beginning of the story. Then her anxiety went up because she did not know how to 

express ‘they decided to dress themselves up as a scarecrow’ in English. Her anxiety reached 

the peak when she forgot a key word for the story – ‘scarecrow’. However, she later realised 

that even if she did not perform well, no one would be evaluating her performance. Therefore, 

she felt less anxious. While she was still telling the story, people sitting around her started to 

become quiet, her anxiety increased again, because she hesitated to continue telling the story 

at that moment. Her anxiety level dropped right before she finished her story-telling.  

Participant 50 experienced an increase in her anxiety level when she was struggling about the 

words and the pronunciation of some words. Her anxiety went up again because of a long pause. 

At that time, she could not decide between two words, and finally picked one but was not sure 

about her decision. After that she was more anxious due to other language difficulties, such as 

the uncertainty of the articles, i.e., ‘a’ and ‘the’, the pronunciation of the word ‘frog’, and the 

English word for ‘host’. Right before she finished telling the story, her anxiety went down 

slightly. Despite that, she was not satisfied with her performance.  

Table 19 shows the standard deviations of each participant’ ratings of task anxiety. Together 

with Table 9 (p. 68), it can be seen that compared with the ratings of motivation, anxiety seemed 

to be subject to more marked fluctuations than motivation under a task context. The boxplots 

of the standard deviations of the task motivation ratings and the task anxiety ratings displayed 

in Figure 22 confirmed the above result.  

Table 19  
Variability in each participant’ task anxiety ratings 

Participant Standard deviations  
of ratings 

Participant Standard deviations  
of ratings 

56 0.94 19 1.75 
89 1.05 20 1.93 
46 1.20 74 1.99 
59 1.23 45 1.99 
49 1.34 50 2.21 
48 1.47 61 2.35 
18 1.55 21 2.43 
26 1.55 47 2.61 
2 1.67   

Note. The standard deviations were organised in ascending order.  
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Figure 22 Boxplots of the standard deviations of the ratings of motivation and anxiety 

5.2.2.3 The triggers of anxiety change 

Participants attributed their changes of anxiety during the task to a wide range of factors, and 

different triggers were associated with different stages of the task. In the following, the triggers 

of the increase and decrease of anxiety at each stage are discussed respectively.  

5.2.2.3.1 The triggers of anxiety increase at different task stages 

Participants’ anxiety increased during the ‘hearing the task instruction’ stage for various 

reasons. Participant 19, Participant 20, and Participant 48 took the task instruction as a signal 

that the task was going to start. Participant 26 and Participant 59 said they became anxious 

because they felt unconfident about their oral English proficiency while listening to the task 

instruction. Participant 45 concerned about the short planning time, and she thought it must be 

pressing to plan a speech in one minute. Participant 59 was afraid that he would be unable to 

understand the cartoon. Participant 89 was surprised after knowing that the cartoon would have 

no subtitles.  

While watching the cartoon, what the anxious participants had in common was that they were 

thinking about the words, the tense, or the sentences they would use later, but ran into 

difficulties. 

I was thinking about the words to use while watching the cartoon, but when I couldn’t think of 

the pronunciation I started to panic. (Participant 46) 

I started to organise the language while watching the cartoon. I found that I didn’t know the 

English words for so many objects, and I wasn’t sure of the tense. (Participant 20) 
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When I saw three sheep disguised as a person, I didn’t know the English word of ‘disguise’. 

(Participant 19) 

I was anxious when I couldn’t say certain sentences, for example, I didn’t know how to say 

‘three sheep gave the owner three objects’. (Participant 21) 

Some participants commented that they became more anxious toward the end of the cartoon.  

Participant 48 and Participant 49 felt this way simply because the real task was approaching 

and they needed to give a speech immediately; Participant 47 said for her the time to figure out 

how to start the speech was when the cartoon was about to end; Participant 59 commented that 

when the cartoon was almost over she felt the need to memorise the details of the important 

scenes of the story. 

Another reason for anxiety increase at the ‘watching the cartoon’ stage was the pressure from 

doing dual tasks of memorising the scenes as the cartoon was playing and formulating the 

contents of the speech.  

Also Participant 45 was struggling while watching the cartoon because he kept thinking about 

whether he should describe all details of the story or briefly describe it. This caused an increase 

of his anxiety level.  

During the one-minute planning, the most frequently mentioned triggers of anxiety increase 

were the vocabulary problems.  

I couldn't recall the words, such as ‘pizza delivery’ and ‘scarecrow’. (Participant 49) 

There were so many words that I didn’t know in English, such as ‘button’ and ‘owner’. 

(Participant 89) 

I was thinking about the key words of the important scenes. I’ve learned them before, but I 

forgot them. (Participant 18) 

Other comments were related to the pressing preparation time. For these participants, one 

minute was too short to prepare for this task.   

One minute was too short. I wasn’t ready when the time was up. (Participant 2, 19, 26, 48, 47) 

I decided to write something on a piece of paper, but time was up before I could finish writing 

one sentence. (Participant 50) 
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Some comments referred to concerns over the upcoming task performance. Participant 45 said 

that she was not confident at all about doing the task; Participant 20 expressed her fears of 

being unable to give a good speech in English. There was also one comment respecting the 

uncertainty of whether or not to tell the story in detail (Participant 56).  

During story-telling, the triggers of anxiety increase mentioned the most were language-related 

difficulties, such as failure to retrieve the words, mispronunciations of the words, the 

difficulties in forming sentences, long pauses, tense misuse, confused plural form of a noun, 

and grammatical mistakes.  

I couldn’t pronounce ‘buttons’. (Participant 45) 

I didn’t know which tense I should use for the last scene. (Participant 45) 

I couldn’t think of the words, and I didn’t know how to express ‘they wanted to dress up as a 

scarecrow’. (Participant 47) 

I was unable to recall the words, and I also felt that my pronunciation was not correct, but I 

didn’t want to pause for too long. (Participant 50) 

I suddenly found that I made a grammar mistake. (Participant 61) 

I kept thinking about the plural form of ‘sheep’. I knew it’s not ‘sheeps’, but I just couldn’t help 

it. I thought this is a silly mistake. (Participant 20) 

I didn’t know the English word for ‘package’. I could skip the comb, but I couldn’t skip this 

one. So I was more nervous. And I paused for a long time. (Participant 19) 

I couldn’t recall the English words for ‘menu’ and ‘take out’. I thought about it for a long time. 

(Participant 2) 

Some participants experienced difficulties in describing certain scenes of the cartoon episode. 

When this happened, their anxious feelings grew stronger.  

I didn’t know how to describe the process that they dressed up as a fake person. (Participant 

49) 

I wasn’t sure whether I needed to tell a part of the story. That was, they were hit by the grandma 

on the bus. (Participant 45) 

Besides the difficulties related to language, participants mentioned other triggers of anxiety 

increase. For example, Participant 61 associated the increase in anxiety with the start of speech. 
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She said that, “the start is always the most difficult phase. This rule applies to every field.” The 

arrangement of the seats also caused anxiety. For instance, Participant 21 and Participant 47 

said that they became self-conscious when people around them finished telling the story and 

they were the only ones who were still talking. Table 20 summarises the triggers of anxiety 

increase through different stages of task completion.  

Table 20  
The triggers of anxiety increase across different stages of task completion 

Stages Triggers Example of comments 

Hearing the task 
instruction 

Task instruction serving as a signal to 
start the task 

I started to feel anxious, 
because the task was going to 
start. 

Becoming less confident I became a little nervous 
because my oral English is not 
good. 

Concern of the pressing planning time I thought it must be difficult to 
plan the story in one minute. 

Concern of being unable to understand 
the cartoon 

I was afraid that I couldn’t 
understand the cartoon. 

No subtitles I didn’t expect that there was 
no subtitle in this video. I was 
overwhelmed when I knew 
this. 

Watching the 
cartoon 

Having linguistic problems while 
preparing for the speech mentally 

I was anxious when I couldn’t 
say certain sentences. For 
example, I didn’t know how to 
say ‘three sheep gave the 
owner three objects’. 

When the cartoon episode was about 
to end: the speech would start soon 

I became more nervous when 
the cartoon was about to end, 
because I needed to start to 
tell the story in no time. 

When the cartoon episode was about 
to end: the concern of how to start the 
speech 

When the cartoon was playing 
toward the end, I was thinking 
about how could I started the 
story. 

When the cartoon episode was about 
to end: feeling the need to memorise 
scenes 

When the cartoon was about 
to end, I was a little more 
nervous, because I was trying 
to memorise things, such as 
frogs. 
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Doing dual tasks simultaneously: 
memorising the story and thinking of 
the speech contents 

I had to memorise the 
storyline, and at the same 
time, think about how to tell 
the story in English. 

Struggling about sketching the story or 
telling the story in detail  

I was not sure whether I 
should describe the story in 
detail or briefly. 

Planning for one 
minute 

Having vocabulary problems while 
preparing for the speech 

I couldn't’ recall the words, 
such as ‘pizza delivery’ and 
‘scarecrow’. 

Pressing planning time One minute was too short. I 
wasn’t ready when the time 
was up. 

Becoming less confident in giving a 
speech in English 

I dread this stage. I was so 
worried that I couldn’t 
perform well. 

Struggling about sketching the story or 
telling the story in detail 

I wasn’t sure whether to tell 
the story in detail or briefly 
describe what happened. 

Telling the story Having language-related problems I forgot how to say 
‘scarecrow’ in English. 

Failing to describe a scene I didn’t know how to describe 
the process that they dressed 
up as a fake person. 

Having difficulty starting the speech The start is always difficult. 
This rule applies to 
everything. 

Seats arrangement  When I finished, the others did 
not. 

 

5.2.2.3.2 The triggers of anxiety decrease at different task stages 

Compared to the number of comments concerning the increase of anxiety, there were 

substantially fewer comments regarding anxiety decrease.  

During the ‘hearing the task instruction’ stage, only Participant 56 made a comment regarding 

anxiety decrease. She attributed it to her emerging interest in the task. She said, “after knowing 

what to do next, I thought that this task would be interesting, so there was no need to be anxious.”  

The participants became less anxious while watching the cartoon primarily because they 

enjoyed watching the cartoon and did not think about anything else.  
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I was relaxed while watching the cartoon. (Participant 50, 59) 

I was immersed in the cartoon, and wasn’t worrying about anything else. (Participant 18) 

Some participants related the relief from anxiety to certain scenes that were hilarious and made 

them laugh.  

I laughed when the owner kissed the frog and exchanged it with the pizzas. (Participant 50) 

I laughed when I saw their way of walking. It was so hilarious. (Participant 56) 

Participant 26 thought about how to organise the speech while watching the cartoon. She 

became less anxious because she felt that the task would not be difficult.  

No records of anxiety decrease were found during the one-minute planning. While participants 

were telling the story, the triggers of anxiety decrease could primarily be categorised into two 

themes: a sense of achievement coming from the satisfaction with ongoing performance and 

the application of metacognitive strategies. Some participants were satisfied with the words, 

phrases, or sentences they said. For example, Participant 89 commented, “I used ‘a series of’ 

instead of ‘many’. I was so proud of myself”. Participant 2 said, “At first I couldn’t recall the 

English word for ‘trash’. But it suddenly came to my mind”. It was also found that participants’ 

sense of achievement was relating to different phases of story-telling. For example, Participant 

26 and Participant 48 felt more confident and less anxious once they started telling the story; 

Participant 26 became less anxious when her speech proceed to the part that was well-organised 

in her mind; Participant 18 became much more relaxed when she had almost completed the 

task.  

Some participants used metacognitive strategies to alleviate anxiety while telling the story. 

Participant 20 said that she became less anxious half way through the task because she tried to 

manage her emotions although her mind was still blank. By doing this, her brain started to work 

again. Participant 21 forced herself to concentrate on story-telling to avoid the disturbing 

thoughts. Participant 21 also deliberately avoided the words she could not recall and used 

synonyms. She felt relieved by doing so. Participant 47 used a self-comforting strategy. That 

is, she became less anxious by convincing herself that no one would listen to her speech and 

she was only talking to herself. Table 21 summarises the triggers across different stages of task 

completion described above.  
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Table 21 
The triggers of anxiety decrease across different stages of task completion 

Stage Triggers Example comment 

Hearing the task instruction Having interest to do the 
task 

After knowing what to do 
next, I thought that this task 
was interesting, and there 
was no need to be anxious. 

Watching the cartoon Being immersed in watching 
the cartoon 

I was immersed in the 
cartoon, and wasn’t 
worrying about anything 
else. 

Scenes that brought about 
laughter 

I laughed when the owner 
kissed the frog and 
exchanged it with the pizzas. 

Expected difficulty I thought about how to 
organise the story. It was 
not difficult. 

Telling the story Satisfaction of the ongoing 
performance: language 

I said ‘it looked yummy’. At 
least I produced a complete 
sentence. 

Satisfaction of the ongoing 
performance: being able to 
start the speech 

I became less anxious once I 
started. 

Satisfaction of the ongoing 
performance: having a well-
organised blueprint 

This part of the story was 
well-organised in my mind. 

Meta-cognitive strategies: 
emotion management 

My mind was still blank, but 
I could calm down and my 
brain started to work. 

Meta-cognitive strategies: 
concentration 

I started to focus on telling 
the story, so became less 
anxious. 

Meta-cognitive strategies: 
avoidance 

The sheep gave the owner 
three objects which I didn’t 
know the English words for, 
so I only said one of them. I 
thought I was so clever. 

Meta-cognitive strategies: 
self-comfort 

I suddenly realised it didn’t 
matter whether I did a good 
job or not, because no one 
was listening. 
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In summary, task anxiety was underlain by three factors – ‘language-related anxiety’, ‘anxiety 

reliefs’, and ‘setting-related anxiety’. From a dynamic perspective, participants’ task anxiety 

experienced a more marked fluctuations than task motivation. Two patterns of task anxiety 

fluctuation were identified – ‘the climbing pattern’ in which participants’ anxiety steadily 

increased and ‘the falling-climbing pattern’ in which participants’ anxiety temporarily 

decreased while the cartoon was playing and bounced back after that. As for the triggers of 

anxiety changes, the number of comments relating to anxiety increase far exceeded that 

associated with anxiety decrease. Participants attributed their anxiety increase mostly to 

language-related problems they encountered at different stages of task completion.  

5.2.3 What is its relationship with trait anxiety and foreign language anxiety? 

5.2.3.1 The underlying facets of foreign language anxiety 

Both the parallel analysis and the scree plot of the foreign language anxiety data suggested a 

three-factor solution (See Figure 23).  

 

Figure 23 The scree plot of the foreign language anxiety data 

The first factor was labelled ‘speaking anxiety in English classes’. It mostly consisted of items 

regarding L2 learners’ lack of confidence or low self-esteem to speak in English classes (item 

1, 13, 18, 24), the physiological symptoms related to speaking in an English class (item 3, 20), 

and anxiety stemming from insufficient preparation before speaking (item 9, 33). Factor One 

explained 27% of the total variance. Factor Two, ‘anxiety about English classes’, comprised 

four items which concerned L2 learners’ fear about English, the subject (item 16, 25, 26). It 

accounted for 15% of the total variance. Factor Three, ‘emotions relating to English classes’, 

included item5, item 11, and item 17. All of them depicted L2 learners’ emotions and 

preferences of going to English classes. Factor three explained 10% of the total variance (See 
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Appendix 8 for the items of the Foreign Language Classroom Anxiety Scale). Table 22 shows 

the factor loadings of the three latent factors of foreign language anxiety. 

Table 22  
Factor loadings of foreign language anxiety 

Items Factors 

1 2 3 

1. Speaking anxiety in English classes    

I get nervous when the language teacher asks questions 
which I haven’t prepared in advance. (item 33) 0.89 -0.11 -0.03 

I start to panic when I have to speak without preparation in 
language class. (item 9) 0.80 0.08 -0.15 

I can feel my heart pounding when I’m going to be called on 
in language class. (item 20) 0.73 0.11 0.00 

It embarrasses me to volunteer answers in my language 
class. (item 13) 0.60 -0.16 0.10 

In language class, I can get so nervous I forget things I 
know. (item 12) 0.56 0.12 -0.01 

I never feel quite sure of myself when I am speaking in my 
foreign language class. (item 1) 0.55 0.25 0.09 

I would not be nervous speaking the foreign language with 
native speakers. (item 14) 0.54 -0.10 0.05 

I tremble when I know that I’m going to be called on in 
language class. (item 3) 0.52 0.40 0.05 

I feel very self-conscious about speaking the foreign 
language in front of other students. (item 24) 0.51 0.08 0.19 

I feel confident when I speak in foreign language class. (item 
18) 

0.50 -0.09 0.43 

2. Anxiety about English classes    

Language class moves so quickly I worry about getting left 
behind. (item 25) -0.12 0.82 0.00 

I feel more tense and nervous in my language class than in 
my other classes. (item 26) -0.04 0.78 0.08 

Even if I am well prepared for language class, I feel anxious 
about it. (item 16) 0.27 0.61 -0.03 

I get nervous and confused when I am speaking in my 
language class. (item 27) 0.37 0.57 0.11 

3. Emotions relating to English classes    
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I don’t understand why some people get so upset over 
foreign language classes. (item 11) -0.12 0.13 0.71 

It wouldn’t bother me at all to take more foreign language 
classes. (item 5) 

-0.05 -0.08 0.68 

I often feel like not going to my language class. (item 17) 0.15 0.10 0.57 

Eigen value 6.64 1.99 1.68 

Variance 0.27 0.15 0.10 

 

5.2.3.2 The underlying facets of trait anxiety 

The parallel analysis of the trait anxiety data suggested a three factor solution, while the scree 

plot indicated the number of factors to be two (See Figure 24). Both solutions were attempted, 

and the three factor solution was chosen because it explained more variance.  

 

Figure 24 The scree plot of the trait anxiety data 

Factor One, ‘positive self-perception’, included five items that represent the positive 

evaluations of one’s emotional state (Item 1, 6, 7, 10, 16). It explained 24% of the variance. 

Factor Two, ‘negative self-perception’, was made up of five items concerning the negative 

thoughts one has about oneself (Item 5, 9, 11, 15, 17). It accounted for 21% of the total variance. 

Factor Three was dropped because only one item (Item 18, i.e., “I take disappointments so 

keenly that I can’t put them out of my mind”) loaded on this factor (See Appendix 7 for the 

items of the Trait Anxiety Inventory). Table 23 displays the factor loadings of the two factors 

underlying trait anxiety.  
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Table 23  
Factor loadings of trait anxiety 

Items Factors 

1  2 

1. Positive self-perception   

I am happy. 0.79 0.00 

I feel pleasant. 0.74 -0.16 

I feel rested. 0.70 0.09 

I am “calm, cool, and collected”. 0.67 0.28 

I am content. 0.45 -0.06 

2. Negative self-perception   

I have disturbing thoughts. 0.03 0.72 

Some unimportant thought runs through my mind and bothers me. 0.03 0.68 

I worry too much over something that really doesn’t matter. -0.10 0.65 

I feel like a failure. 0.23 0.49 

I feel inadequate. 0.29 0.34 

Eigen value 4.60 1.40 

Variance 0.24 0.21 

 

5.2.3.3 The underlying facets of the composite data of anxiety 

After the respective exploratory factor analysis of task anxiety, foreign language anxiety, and 

trait anxiety, the items loaded on the factors of the three scales were pooled together and formed 

a composite dataset. Then exploratory factor analysis of the composite data was conducted to 

investigate whether the factors of the three types of anxiety would be separable. Both the 

parallel analysis and the scree test suggested a five-factor solution (See Figure 25).  
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Figure 25 The scree plot of the composite data of task anxiety, foreign language anxiety, and 

trait anxiety 

Factor One, accounting for 18% of the variance, was named after the first factor of task anxiety 

– ‘language-related anxiety’, because the 19 items constituting Factor One all came from that 

factor. The items forming Factor One covered various aspects of language-related difficulties 

that provoked L2 learners’ anxiety during the task. Factor Two, ‘speaking anxiety in English 

classes and anxiety about English classes”, was a combination of Factor One and Two of 

foreign language anxiety, as the factor name implied. It depicted L2 learners’ anxiety 

associated with speaking activities in English classes and their anxiety toward English, the 

subject. It explained 15% of the total variance. Factor Three was labelled as ‘trait anxiety’ 

because it merged Factor One ‘positive self-perception’ and Factor Two ‘negative self-

perception’ of trait anxiety. Factor Four, ‘anxiety reliefs’, was named after Factor Two of task 

anxiety, because the four items constituting this factor came from the factor labelled ‘anxiety 

reliefs’ in task anxiety, listing elements of the task design and features that alleviated 

participants’ anxiety during the task. Factor Five, ‘emotions relating to English classes’, 

consisted of two items. They were sourced from Factor Three of foreign language anxiety, 

representing participants’ emotions and attitudes about attending their English classes. Factor 

Three, Four, and Five explained 8%, 6%, and 4% of the variance respectively. Table 24 shows 

the factor loadings of the five factors. 
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Table 24  
Factor loadings of task anxiety, foreign language anxiety and trait anxiety 

Items Factors 

1 2 3 4 5 

1. Language-related anxiety      

I felt nervous when I didn’t know the language 
to describe a segment of the video. 

0.90 -0.19 0.06 -0.03 0.09 

When I felt nervous, I used simple sentences 
instead. 

0.74 0.05 -0.07 -0.23 0.20 

When I felt nervous, I became less fluent. 0.69 0.16 0.04 0.07 -0.11 

I felt nervous when I had problems 
pronouncing words. 

0.68 0.07 0.09 0.18 -0.15 

I felt nervous when I paused. 0.66 0.11 0.15 0.17 -0.19 

I felt nervous because I felt my performance 
was poor. 

0.65 0.09 -0.13 0.10 0.34 

I felt nervous when I had difficulty forming 
sentences. 

0.64 0.16 0.12 0.16 -0.18 

When I felt nervous, I used easy words instead. 0.62 0.23 0.03 0.01 -0.11 

I became relaxed when a word came to me 
when I needed it. 

0.61 0.13 -0.03 0.36 -0.13 

I felt nervous because I had to perform on the 
spot. 

0.61 0.09 0.01 0.22 -0.12 

When I felt nervous, I couldn’t pay attention to 
grammar. 

0.58 0.18 0.07 -0.09 0.17 

I felt nervous when I couldn’t think of a word 
to describe something. 

0.55 0.19 0.13 0.18 -0.08 

I felt nervous because the story has too many 
details. 

0.55 -0.15 0.17 -0.04 -0.17 

When I felt nervous, I couldn’t think of the 
words. 

0.53 0.17 -0.04 0.15- 0.13 

I felt nervous because I don’t know enough 
words. 

0.51 0.18 -0.05 0.15 0.10 

When I worried that I couldn’t perform well, I 
felt nervous.   

0.48 0.26 -0.20 0.22 -0.20 

I felt nervous when I felt confused about tense. 0.46 0.20 0.22 0.03 -0.33 

I felt nervous because I was not confident about 
my oral English. 

0.41 0.30 0.24 0.18 0.11 
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When I felt nervous, I couldn’t think properly. 0.40 0.27 0.03 0.18 -0.22 

2. Speaking anxiety in English classes and 
anxiety about English classes 

     

I get nervous and confused when I am speaking 
in my language class. 

-0.06 0.74 0.08 0.23 0.03 

I start to panic when I have to speak without 
preparation in language class. 

0.18 0.72 -0.08 -0.08 -0.09 

I get nervous when the language teacher asks 
questions which I haven’t prepared in advance. 

0.19 0.71 -0.05 -0.15 -0.04 

I can feel my heart pounding when I’m going 
to be called on in language class. 

0.14 0.70 0.04 -0.11 -0.09 

I never feel quite sure of myself when I am 
speaking in my foreign language class. 

0.10 0.69 0.04 -0.04 0.05 

I tremble when I know that I’m going to be 
called on in language class. 

-0.03 0.68 0.18 0.05 -0.07 

I feel confident when I speak in foreign 
language class. 

0.02 0.63 -0.04 -0.15 0.43 

Even if I am well prepared for language class, I 
feel anxious about it. 

-0.18 0.59 0.23 0.10 -0.03 

In language class, I can get so nervous I forget 
things I know. 

0.12 0.55 -0.03 -0.05 -0.06 

I feel more tense and nervous in my language 
class than in my other classes. 

-0.28 0.52 0.19 0.31 0.04 

It embarrasses me to volunteer answers in my 
language class. 

0.11 0.50 -0.06 -0.26 0.13 

I would not be nervous speaking the foreign 
language with native speakers. 

0.06 0.49 0.01 0.03 0.07 

I feel very self-conscious about speaking the 
foreign language in front of other students. 

0.15 0.49 0.20 -0.09 0.25 

3. Trait anxiety      

I am happy. 0.07 -0.08 0.81 -0.12 0.03 

I feel rested. -0.10 0.04 0.73 0.06 0.05 

I am “calm, cool, and collected”. 0.08 0.19 0.66 -0.01 -0.02 

I feel pleasant.  0.20 -0.10 0.58 0.01 0.04 

I am content. 0.05 -0.23 0.48 0.02 0.11 

I feel like a failure. -0.06 0.32 0.44 0.03 -0.01 
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Some unimportant thought runs through my 
mind and bothers me. 

0.06 0.23 0.40 -0.09 -0.14 

4. Anxiety reliefs      

I didn’t feel nervous because the storyline was 
easy to follow. 

0.09 -0.09 -0.06 0.71 0.18 

I didn’t feel nervous because there wasn’t a 
crowd of people listening to me. 

0.06 -0.06 -0.10 0.69 -0.01 

I didn’t feel nervous because the atmosphere 
was relaxing. 

0.08 -0.09 0.05 0.69 0.01 

I didn’t feel nervous because no serious 
outcome would occur even if I didn’t do well. 

0.23 -0.04 0.09 0.53 -0.11 

5. Emotions relating to English classes      

I don’t understand why some people get so 
upset over foreign language classes. 

-0.05 0.11 0.26 0.14 0.56 

It wouldn’t bother me at all to take more 
foreign language classes. 

0.01 0.04 0.13 0.24 0.52 

Eigen value 13.49 4.09 3.28 2.53 1.88 

Variance 0.18 0.15 0.08 0.06 0.04 

 

To conclude, five factors emerged from the composite dataset of anxiety. They were ‘language-

related anxiety’, ‘speech anxiety in English classes and anxiety about English classes’, ‘trait 

anxiety’, ‘anxiety reliefs’, and ‘emotions relating to English classes’. ‘Language-related 

anxiety’ and ‘anxiety reliefs’ were task anxiety factors; ‘speech anxiety in English classes and 

anxiety about English classes’ and ‘emotions relating to English classes’ were foreign language 

anxiety factors. This indicated that the three types of anxiety – trait anxiety, foreign language 

anxiety, and task anxiety – are distinguishable constructs.  

5.2.3.4 The anxiety models 

As before, structural equation modelling was used to configure the structural relationships 

between the latent factors of anxiety and the underlying items of the factors. Prior to structural 

equation modelling, Cronbach Alpha coefficients for each factor were computed. The 

reliability results were 0.93 for ‘language-related anxiety’, 0.90 for ‘speech anxiety in English 

classes and anxiety about English classes’, 0.79 for ‘trait anxiety’, 0.78 for ‘anxiety reliefs’, 

and 0.66 for ‘emotions toward English classes’. The first four alphas were above 0.70, implying 

that they were reliably measured by the items; the alpha of the last factor ‘emotions relating to 
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English classes’ was 0.66, a bit lower than 0.70. To note, the alpha of ‘trait anxiety’ would 

increase to 0.82 if the item ‘I am content’ was dropped. Dropping other items in this factor did 

not lead to a better alpha. Therefore, the item ‘I am content’ was excluded from subsequent 

structural equation modelling.  

It was initially hypothesised that an anxiety model should encompass all five factors. In this 

hypothesised model, ‘trait anxiety’ predicted ‘speaking anxiety in English classes and anxiety 

about English classes’ and ‘language-related anxiety’; ‘speaking anxiety in English classes and 

anxiety about English classes’ predicted ‘language-related anxiety’; the two task anxiety 

factors, i.e., ‘language-related anxiety’ and ‘anxiety reliefs’ were correlated; the two foreign 

language anxiety factors, i.e., ‘speaking anxiety in English classes and anxiety about English 

classes’ and ‘emotions relating to English classes’ were correlated. However, the sample size 

could not support such a complicated model. Therefore, this hypothesised model was broken 

down into the following smaller models. 

5.2.3.4.1The model of trait anxiety, foreign language anxiety, and task anxiety 

The model where ‘speaking anxiety in English classes and anxiety about English classes’ 

regressed on ‘trait anxiety’ was built first. The covariance between ‘L1’ and ‘L14’, ‘L1’ and 

‘L18’, ‘L18’ and ‘L13’, ‘L3’ and ‘L20’, ‘L26’ and ‘L16’, ‘L16’ and ‘L27’, ‘L26’ and ‘L27’, 

‘T1’ and ‘T10’, ‘T5’ and ‘T7’ were also added to the model, as suggested by R (See Figure 26 

for the schematic representation of the model and Appendix 7 and 8 for the items). The model 

was identified with satisfactory fit indices: 2 (142) = 160.120, p = 0.142, TLI = 0.970, CFI = 

0.975, SRMR = 0.073, RMSEA = 0.038, RMSEA 90% Confidence Interval ranged from 0.000 

to 0.065.  
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Figure 26 The schematic representation of the model of trait anxiety and foreign language 

anxiety 

Then, the model where ‘language-related anxiety’ regressed on ‘trait anxiety’ was established. 

The covariance between ‘T1’ and ‘T10’, ‘T5’ and ‘T7’, ‘Bsenten’ and ‘Avocab3’, ‘Aperform1’ 

and ‘Asenten1’, ‘Afluen’ and ‘Apronun’, ‘Avocab1’ and ‘Aconfi1’, ‘Bvocab1’ and ‘Asenten1’, 

‘Aperform1’ and ‘Avocab3’, ‘Bvocab2’ and ‘Bgrammar’, ‘Aperform1’ and ‘Bsenten’, ‘Afluen’ 

and ‘Asenten2’, ‘Bsenten’ and ‘Asenten1’, ‘Bvocab1’ and ‘Bsenten’, ‘Avocab3’ and 

‘Asenten1’, ‘Avocab2’ and ‘Apronun’, ‘Bsenten’ and ‘Bvocab2’, ‘Acontent1’ and ‘Bfluen1’, 

‘Acontent1’ and ‘Avocab3’, ‘Bvocab1’ and ‘Avocab2’, ‘Acontent1’ and ‘Asenten1’, 

‘Aperform1’ and ‘Asenten2’, ‘Bfluen1’ and ‘Bgrammar’, ‘Apronun’ and ‘Bvocab2’ and 

‘Aconfi2’ and ‘Bcognition1’ were added to the model as suggested by R (See Figure 27 for the 

schematic representation of the model and Appendix 5 and 7 for the items). The model was 

identified with satisfactory fit indices: 2 (250) = 258.56, p = 0.342, TLI = 0.992, CFI = 0.993, 

SRMR = 0.069, RMSEA = 0.020, RMSEA 90% Confidence Interval ranged from 0.000 to 

0.048. 



120 
 

 

Figure 27 The schematic representation of the model of trait anxiety and task anxiety 

The model where ‘language-related anxiety’ regressed on ‘speaking anxiety in English classes 

and anxiety about English classes’ was also built. The covariance between ‘L1’ and ‘L14’, ‘L1’ 

and ‘L18’, ‘L18’ and ‘L13’, ‘L3’ and ‘L20’, ‘L26’ and ‘L16’, ‘L16’ and ‘L27’, ‘L26’ and ‘L27’, 

‘Bsenten’ and ‘Avocab3’, ‘Aperform1’ and ‘Asenten1’, ‘Afluen’ and ‘Apronun’, ‘Avocab1’ 

and ‘Aconfi1’, ‘Bvocab1’ and ‘Asenten1’, ‘Aperform1’ and ‘Avocab3’, ‘Bvocab2’ and 

‘Bgrammar’, ‘Aperform1’ and ‘Bsenten’, ‘Afluen’ and ‘Asenten2’, ‘Bsenten’ and ‘Asenten1’, 

‘Bvocab1’ and ‘Bsenten’, ‘Avocab3’ and ‘Asenten1’, ‘Avocab2’ and ‘Apronun’, ‘Bsenten’ 

and ‘Bvocab2’, ‘Acontent1’ and ‘Bfluen1’, ‘Acontent1’ and ‘Avocab3’, ‘Bvocab1’ and 

‘Avocab2’, ‘Acontent1’ and ‘Asenten1’, ‘Aperform1’ and ‘Asenten2’, ‘Bfluen1’ and 

‘Bgrammar’, ‘Apronun’ and ‘Bvocab2’, and ‘Aconfi2’ and ‘Bcognition1’ were also added to 

the model as suggested by R (See Figure 28 for the schematic representation of the model and 

Appendix 5 and 8 for the items). The model was identified with satisfactory fit indices: 2 (434) 

= 513.70, p = 0.005, TLI = 0.945, CFI = 0.952, SRMR = 0.074, RMSEA = 0.045, RMSEA 90% 

Confidence Interval ranged from 0.026 to 0.060.  
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Figure 28 The schematic representation of the model of foreign language anxiety and task 

anxiety 

It can be seen from the above three models that: 1) trait anxiety predicted foreign language 

anxiety; 2) trait anxiety predicted task anxiety; 3) foreign language anxiety predicted task 

anxiety. This led to an attempt to combine them and establish a model including the three 

dimensions of anxiety. It turned out that the causal relationship between trait anxiety and task 

anxiety became insignificant after the amalgamation. That is to say, trait anxiety only 

influenced task anxiety indirectly, through the mediating factor – foreign language anxiety. 

The model also included the covariance between ‘L1’ and ‘L14’, ‘L1’ and ‘L18’, ‘L18’ and 

‘L13’, ‘L3’ and ‘L20’, ‘L26’ and ‘L16’, ‘L16’ and ‘L27’, ‘L26’ and ‘L27’, ‘Bsenten’ and 

‘Avocab3’, ‘Aperform1’ and ‘Asenten1’, ‘Afluen’ and ‘Apronun’, ‘Avocab1’ and ‘Aconfi1’, 

‘Bvocab1’ and ‘Asenten1’, ‘Aperform1’ and ‘Avocab3’, ‘Bvocab2’ and ‘Bgrammar’, 

‘Aperform1’ and ‘Bsenten’, ‘Afluen’ and ‘Asenten2’, ‘Bsenten’ and ‘Asenten1’, ‘Bvocab1’ 

and ‘Bsenten’, ‘Avocab3’ and ‘Asenten1’, ‘Avocab2’ and ‘Apronun’, ‘Bsenten’ and 

‘Bvocab2’, ‘Acontent1’ and ‘Bfluen1’, ‘Acontent1’ and ‘Avocab3’, ‘Bvocab1’ and ‘Avocab2’, 
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‘Acontent1’ and ‘Asenten1’, ‘Aperform1’ and ‘Asenten2’, ‘Bfluen1’ and ‘Bgrammar’, 

‘Apronun’ and ‘Bvocab2’, ‘Aconfi2’ and ‘Bcognition1’, ‘T1’ and ‘T10’, and ‘T5’ and ‘T7’ 

(See Figure 29 for the schematic representation of the model). This model was established with 

satisfactory fit indices: 2 (632) = 795.26, p = 0.000, TLI = 0.906, CFI = 0.916, SRMR = 0.082, 

RMSEA = 0.054, RMSEA 90% Confidence Interval ranged from 0.041 to 0.065. Table 25 

displays the standardised estimates of the parameters of this model. All parameters of this 

model were significant (P < 0.05)22. 

 

Figure 29 The schematic representation of the model of trait anxiety, foreign language 

anxiety, and task anxiety 

 

 

 

                                                 
22 To test whether the error covariance has marked influence on the goodness-of-fit of the model, a sensitivity 
analysis was conducted. See Appendix 13 for the analysis results.  
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Table 25 
Standardised estimates of the parameters of the model of trait anxiety, foreign language 
anxiety, and task anxiety 

Latent variable Item Standardised 
coefficient  

p value Standard error 

Speaking anxiety in 
English classes; 
anxiety about 
English classes 

L1 0.709 0.000 0.115 

L3 0.716 0.000 0.004 

L9 0.793 0.000 0.099 

L12 0.610 0.000 0.106 

L13 0.496 0.000 0.110 

L14 0.569 0.000 0.104 

L16 0.534 0.000 0.110 

L18 0.515 0.000 0.095 

L20 0.779 0.000 0.097 

L24 0.613 0.000 0.116 

L26 0.371 0.001 0.110 

L27 0.687 0.000 0.107 

L33 0.800 0.000 0.073 

Trait anxiety T1 0.460 0.000 0.062 

T5 0.671 0.000 0.063 

T6 0.690 0.000 0.062 

T7 0.900 0.000 0.061 

T10 0.654 0.000 0.064 

T17 0.515 0.000 0.077 

Language-related 
anxiety  

Aperform1 0.508 0.000 0.084 

Aconfi2 0.621 0.000 0.078 

Avocab1 0.567 0.000 0.084 

Aconfi1 0.650 0.000 0.090 

Acontent1 0.509 0.000 0.089 

Bvocab1 0.686 0.000 0.070 

Bsenten 0.508 0.000 0.072 

Avocab2 0.771 0.000 0.074 
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Atense 0.719 0.000 0.080 

Afluen 0.840 0.000 0.069 

Apronun 0.834 0.000 0.072 

Asenten2 0.851 0.000 0.069 

Asetting5 0.732 0.000 0.075 

Avocab3 0.290 0.007 0.072 

Asenten1 0.689 0.000 0.081 

Bvocab2 0.775 0.000 0.059 

Bfluen1 0.822 0.000 0.071 

Bgrammar 0.581 0.000 0.077 

Bcognition1 0.658 0.000 0.097 

Covariance Standardised 
coefficient 

p value Standard error 

Bsenten and Avocab3 0.512 0.000 0.072 

Aperform1 and Asenten1 0.407 0.000 0.079 

Afluen and Apronun 0.376 0.003 0.037 

Avocab1 and Aconfi1 0.355 0.002 0.092 

Bvocab1 and Asenten1 -0.209 0.022 0.047 

Aperform1 and Avocab3 0.350 0.001 0.082 

Bvocab2 and Bgrammar 0.234 0.033 0.045 

Aperform1 and Bsenten 0.368 0.001 0.075 

Afluen and Asenten2 0.264 0.018 0.030 

Bsenten and Asenten1 0.355 0.001 0.066 

Bvocab1 and Bsenten 0.278 0.001 0.045 

Avocab3 and Asenten1 0.368 0.001 0.071 

Avocab2 and Apronun -0.354 0.001 0.037 

Bsenten and Bvocab2 0.182 0.026 0.032 

Acontent1 and Bfluen1 -0.276 0.008 0.057 

Acontent1 and Avocab3 0.253 0.005 0.072 

Bvocab1 and Avocab2 0.257 0.017 0.046 

Acontent1 and Asenten1 0.228 0.014 0.069 

Aperform1 and Asenten2 -0.224 0.020 0.045 
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Bfluen1 and Bgrammar 0.226 0.040 0.045 

Apronun and Bvocab2 -0.228 0.021 0.028 

Aconfi2 and Bcognition1 0.221 0.050 0.085 

L26 and L27 0.517 0.000 0.133 

L16 and L26 0.471 0.000 0.144 

L16 and L27 0.448 0.000 0.124 

L3 and L20 0.311 0.017 0.096 

L1 and L18 0.336 0.003 0.103 

L1 and L14 -0.318 0.004 0.106 

L13 and L18 0.250 0.017 0.104 

T1 and T10 0.431 0.000 0.032 

T5 and T7 -0.650 0.003 0.027 

Regression Standardised 
coefficient 

p value Standard error 

FL anxiety 1 (x)  

Trait anxiety (y) 

0.536 0.000 0.143 

Task anxiety 1 (x) 

FL anxiety 1 (y) 

0.629 0.000 0.131 

Note. FL anxiety 1 = Speaking anxiety in English classes and anxiety about English classes; Task anxiety 1 = 
Language-related anxiety 

 

5.2.3.4.2 The model of trait anxiety and emotions relating to English classes 

This model characterised the predictability of trait anxiety on ‘emotions relating to English 

classes’, Factor Two of foreign language anxiety. The covariance between ‘T1’ and ‘T10’, and 

‘L5’ and ‘L11’ were added to the model to improve the model fit (See Figure 30 for the 

schematic representation of the model). The model manifested satisfactory fit indices:  2 (18) 

= 14.605, p = 0.689, CFI = 1.000, TLI = 1.027, SRMR = 0.046, RMSEA = 0.000, RMSEA 90% 

Confidence Interval ranged from 0.000 to 0.075. Table 26 displays the standardised estimates 

of the parameters of the model. All parameters of the model were significant (p < 0.05). 
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Figure 30 The schematic representation of the model of trait anxiety and emotions relating to 

English classes 

Table 26  
Standardised estimates of the parameters of the model of trait anxiety and emotions relating 
to English classes 

Latent variable Item Standardised 
coefficient 

p value Standard error 

Trait anxiety T1 0.537 0.000 0.064 

 T5 0.553 0.000 0.062 

 T6 0.761 0.000 0.062 

 T7 0.814 0.000 0.063 

 T10 0.711 0.000 0.063 

 T17 0.514 0.000 0.080 

Emotions 
relating to 
English classes 

L5 0.313 0.000 0.146 

L11 0.514 0.000 0.080 

Covariance 

 

Standardised 
coefficient  

p value Standard error 

T1 and T10 0.352 0.010 0.031 

L5 and L11 0.401 0.007 0.197 
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Regression 

Trait anxiety (x) 

FL anxiety 2 (y) 

Standardised 
coefficient  

p value Standard error 

0.494 0.026 0.255 

Note. FL anxiety 2 = Emotions relating to English classes 

5.2.3.4.3 The task anxiety model 

This model characterised the covariance between the two task anxiety factors, ‘anxiety reliefs’ 

and ‘language-related anxiety’. In this model, the covariance between ‘Bsenten’ and ‘Avocab3’, 

‘Aperform1’ and ‘Asenten1’, ‘Afluen’ and ‘Apronun’, ‘Avocab1’ and ‘Aconfi1’, ‘Bvocab1’ 

and ‘Asenten1’, ‘Aperform1’ and ‘Avocab3’, ‘Bvocab2’ and ‘Bgrammar’, ‘Aperform1’ and 

‘Bsenten’, ‘Afluen’ and ‘Asenten2’, ‘Bsenten’ and ‘Asenten1’, ‘Bvocab1’ and ‘Bsenten’, 

‘Avocab3’ and ‘Asenten1’, ‘Avocab2’ and ‘Apronun’, ‘Bsenten’ and ‘Bvocab2’, ‘Acontent1’ 

and ‘Bfluen1’, ‘Acontent1’ and ‘Avocab3’, ‘Bvocab1’ and ‘Avocab2’, ‘Acontent1’ and 

‘Asenten1’, ‘Aperform1’ and ‘Asenten2’, ‘Bfluen1’ and ‘Bgrammar’, ‘Apronun’ and 

‘Bvocab2’, ‘Aconfi2’ and ‘Bcognition1’ were also included as suggested by R. The model was 

identified with satisfactory fit indices: 2 (207) = 210.208, p = 0.425, CFI = 0.997, TLI = 0.997, 

SRMR = 0.075, RMSEA = 0.013, RMSEA 90% Confidence Interval ranged from 0.000 to 

0.047 (See Figure 31 for the schematic representation of the model). Table 27 displays the 

standardised estimates of the parameters of the model. All parameters of the model were 

significant (p < 0.05). Unlike the model of task motivation, this study did not support a second-

order model of task anxiety, which indicated that the association between ‘language-related 

anxiety’ and ‘anxiety reliefs’ was not as strong as that between the two task motivation factors 

– ‘attitudes toward the task’ and ‘efforts toward the task’.  
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Figure 31 The schematic representation of the model of task anxiety 

Table 27  
Standardised estimates of the parameters of the model of task anxiety 

Latent variable Item Standardised 
coefficient  

p value Standard 
error 

Language-related anxiety  Aperform1 0.504 0.000 0.106 

Aconfi2 0.622 0.000 0.097 

Avocab1 0.563 0.000 0.106 

Aconfi1 0.640 0.000 0.113 

Acontent1 0.515 0.000 0.112 

Bvocab1 0.690 0.000 0.087 

Bsenten 0.498 0.000 0.092 

Avocab2 0.772 0.000 0.091 

Atense 0.715 0.000 0.099 

Afluen 0.842 0.000 0.084 

Apronun 0.839 0.000 0.088 
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Asenten2 0.852 0.000 0.084 

Asetting5 0.737 0.000 0.093 

Avocab3 0.286 0.007 0.093 

Asenten1 0.695 0.000 0.101 

Bvocab2 0.769 0.000 0.073 

Bfluen1 0.820 0.000 0.087 

Bgrammar 0.570 0.000 0.098 

Bcognition1 0.656 0.000 0.121 

Anxiety reliefs  Asetting2 0.781 0.000 0.121 

Acontent2 0.679 0.000 0.108 

Asetting3 0.664 0.000 0.109 

Aevaluate 0.641 0.000 0.129 

Covariance Standardised 
coefficient 

p value Standard 
error 

Bsenten and Avocab3 0.512 0.000 0.072 

Aperform1 and Asenten1 0.405 0.000 0.079 

Afluen and Apronun 0.369 0.004 0.037 

Avocab1 and Aconfi1 0.362 0.002 0.093 

Bvocab1 and Asenten1 -0.221 0.016 0.047 

Aperform1 and Avocab3 0.355 0.001 0.082 

Bvocab2 and Bgrammar 0.249 0.022 0.045 

Aperform1 and Bsenten 0.377 0.000 0.076 

Bvocab1 and Avocab2 0.239 0.026 0.046 

Afluen and Asenten2 0.265 0.018 0.030 

Aperform1 and Asenten2 -0.219 0.023 0.045 

Bsenten and Asenten1 0.363 0.001 0.066 

Aconfi2 and Bcognition1 0.222 0.049 0.085 

Bvocab1 and Bsenten 0.279 0.001 0.045 

Avocab3 and Asenten1 0.372 0.001 0.071 

Avocab2 and Apronun -0.357 0.001 0.037 

Bsenten and Bvocab2 0.195 0.017 0.033 

Acontent1 and Bfluen1 -0.279 0.007 0.057 
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Aconten1 and Avocab3 0.252 0.005 0.072 

Acontent1 and Asenten1 0.212 0.021 0.068 

Bfluen1 and Bgrammar 0.243 0.027 0.051 

Apronun and Bvocab2 -0.226 0.022 0.028 

Language-related anxiety and anxiety 
reliefs 

0.375 0.000 0.107 

 

In conclusion, three anxiety models were established. In the first model, trait anxiety predicted 

foreign language anxiety directly and task anxiety indirectly; in the second model, trait anxiety 

predicted Factor Two of foreign language anxiety – ‘emotions relating to English classes’; in 

the third model, the two task anxiety factors, ‘language-related anxiety’ and ‘anxiety reliefs’, 

were significantly associated with each other. The above anxiety models will be discussed in 

detail in Section 6.10. 

5.3 How do the individual difference variables (i.e., motivation, anxiety, 

working memory, and L2 proficiency) predict learners’ oral task 

performance? 
RQ3 investigates the predictive power of motivation, anxiety, working memory, and English 

proficiency on L2 learners’ task performance in terms of complexity, accuracy, and fluency. 

First of all, the underlying components of the task performance indices were identified through 

principal component analysis, and each component represented a distinctive dimension of task 

performance. Then, the underlying factors of motivation and anxiety, along with the two 

working memory test scores and the CET 4 scores were used to predict participants’ task 

performance. The association between the individual difference variables and task performance 

was determined through multiple regression analysis. 

5.3.1 Components of task performance: Complexity, Accuracy, and Fluency (CAF) 

The 14 indices of the measurement of task performance (see section 4.4.7 for the description 

of the indices) went through a reduction process for the purpose of recognising the indices that 

represented as much of the variance of the data as possible. In other words, only the indices of 

the measurement that could characterise this group of participants’ task performance were of 

interest. Principal components analysis fits the bill. Optimally the principal component analysis 

should generate five components, because syntactic complexity, accuracy, fluency, lexical 

variety, and lexical sophistication were validated as five distinct dimensions of oral task 
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performance (Skehan, 2009). In the present study, however, the results of the principal 

component analysis demonstrated four components – lexical sophistication, fluency, syntactic 

complexity, and accuracy. Component One, lexical sophistication, contained four word 

frequency indices – ‘New GSL 500’, ‘New GSL off-list’, ‘New GSL 2500’, and ‘New GSL 

1000’. It accounted for 28% of the variance. ‘Speech rate A’, ‘speech rate B’, and ‘pause length’ 

loaded on Component Two, fluency (27% of the variance). Component Three, syntactic 

complexity, comprised of ‘mean length of AS-unit’, and ‘subordination’ (16% of the variance). 

The fourth component, accuracy, included ‘percentage of error-free AS-units’ and ‘number of 

errors per minute’ (14% of the variance). The four components explained 86% of the total 

variance. Table 28 displays the loading of each index.  

Table 28  
Loadings of syntactic complexity, accuracy, fluency, and lexical sophistication indices 

Items Factor loadings 

1. Lexical sophistication  

New GSL500 0.94 

New GSL off-list 0.88 

New GSL 2500 0.85 

New GSL 1000 0.81 

2. Fluency  

Speech rate A 0.95 

Speech rate B 0.95 

Pause length -0.91 

3. Syntactic complexity  

Mean length of AS-unit 0.93 

Subordination  0.91 

4. Accuracy  

Percentage of error-free AS units 0.80 

Number of errors per minute -0.90 

 

Lexical variety index ‘D’ unexpectedly cross loaded on two components – lexical 

sophistication and syntactic complexity, which technically should not be considered as a unique 

dimension of task performance. However, unlike other dimensions of task performance, lexical 
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variety was operationalised by only one index, ‘D’. Therefore, it may be less likely to form a 

factor by itself. Hence in the present study ‘D’ was still treated as a unique dimension of task 

performance in the following analysis.  

To conclude, the task performance of this group of participants was represented by 12 indices 

of task performance – ‘New GSL 500’, ‘New GSL 1000’, ‘New GSL 2500’, ‘New GSL Offlist’, 

‘Speech Rate A’, ‘Speech Rate B’, ‘Pause length’, ‘Mean length of AS unit’, ‘Subordination’, 

‘Percentage of error-free AS Units’, ‘Number of error per minute’, and ‘D’.  

5.3.2 Regression models  

To investigate the predictive power of individual difference on task performance, 12 standard 

multiple regression analyses were conducted. The individual difference variables, i.e., ‘ideal 

L2 self’, ‘attitudes toward the task’, ‘positive attitudes toward English learning experience’, 

‘importance of English in wining others’ respect’, ‘parental and curricular coercion’, ‘efforts 

toward the task’, ‘language-related anxiety’, ‘speech anxiety in English classes and anxiety 

about English classes’, ‘trait anxiety’, ‘anxiety reliefs’, ‘emotions relating to English classes’, 

the Non-word Span test scores, the Listening Span test scores, and the CET 4 scores, were 

entered into the regression models as explanatory variables. To note, since the Non-word Span 

test was scored in three approaches and the Listening Span test was scored in two approaches, 

for each index, six different combinations of the Non-word Span test scores and the Listening 

Span test scores were entered into the regression equation (i.e., ‘non-word span 1’ and 

‘listening span 1’, ‘non-word span 1’ and ‘listening span 2’, ‘non-word span 2’ and ‘listening 

span 1’, ‘non-word span 2’ and ‘listening span 2’, ‘non-word span 3’ and ‘listening span 1’ and 

‘non-word span 3’ and ‘listening span 2’). The regression model that explained the largest 

amount of variance was reported below. Before each regression analysis, the data was screened 

for outliers. The assumptions of normality of residuals, homogeneity of variance, linearity, and 

multicollinearity were checked (See Appendix 15 for the Q-Q plot, the scatterplot of the 

residuals, the scatterplots between the explanatory variables and the response variable, and the 

correlations between the explanatory variables for each regression model).  

1) Regression model One: lexical diversity index ‘D’ as the response variable 

Except for ‘non-word span 2’ that had a quadratic relationship with ‘D’, the other 13 

explanatory variables were linearly correlated with the response variable. The largest 

correlation between the 14 explanatory variables was 0.53. Therefore, multicollinearity was 

not a concern. Two outliers were detected and were thus excluded from the regression analysis. 
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The assumptions of normality of residuals, and homoscedasticity of variance were generally 

met.  

The model fitted with the 14 variables and the quadratic term of ‘non-word span 2’ was not 

significant (p = 0.371). Then the insignificant terms were removed from the model one at a 

time. Then Regression model One was significant (p = 0.021, adjusted R2 = 0.065) with one 

exploratory variable – ‘speech anxiety in English classes and anxiety about English classes’ (b 

= -2.114 (-3.898, -0.330), p = 0.021). 

2) Regression model Two: ‘New GSL 500’ as the response variable 

Eleven explanatory variables were linearly correlated with the response variable ‘New GSL 

500’; ‘effort towards the task’, ‘language-related anxiety’ and ‘emotions relating to English 

classes’ had quadratic relationship with ‘New GSL 500’. The largest correlation between the 

14 explanatory variables was 0.53. Therefore, multicollinearity was not a concern. As regards 

the outliers, five of the observations were diagnosed as outliers and were thus excluded from 

the analysis. The assumptions of normality of residuals, and homoscedasticity of variance were 

generally met.  

The model fitted with the 14 explanatory variables and the quadratic terms of ‘effort towards 

the task’, ‘language-related anxiety’ and ‘emotions relating to English classes’ was not 

significant (p = 0.615). Then the insignificant terms were removed from the model one at a 

time. In this way, Regression model Two was significant (p= 0.033, adjusted R2 = 0.051) with 

one explanatory variable – ‘anxiety reliefs’ (b = -16.435 (-31.535, -1.335), p = 0.033). 

3) Regression model Three: ‘New GSL 1000’ as the response variable 

Ten explanatory variables were linearly correlated with the response variable ‘New GSL 1000’. 

Four explanatory variables (i.e., ‘CET 4’, ‘emotions relating to English classes’, ‘non-word 

span 1’, and ‘listening span 1’) had quadratic relationship with ‘New GSL 1000’. The largest 

correlation between the explanatory variables was 0.54. Therefore, multicollinearity was not a 

concern. Four outliers were detected and removed from the analysis. The assumptions of 

normality of residuals and homoscedasticity of variance were generally met.  

The model fitted with the 14 explanatory variables and the quadratic terms of ‘CET 4’, 

‘emotions relating to English classes’, ‘non-word span 1’, and ‘listening span 1’ was significant 

(p = 0.006). However, guided by the principle of Occam’ razor, only the significant explanatory 

variables remained in the model for the sake of parsimony. In this fashion, four significant 
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explanatory variables remained in Regression model Three (p < 0.001, adjusted R2 = 0.322) – 

‘efforts toward the task’ (b = 1.756 (0.802, 2.709), p < 0.001) , ‘language-related anxiety’ (b = 

-1.554 (-2.404, -0.703), p < 0.001), ‘trait anxiety’ (b = -0.936 (-1.805, -0.067), p = 0.035), and 

‘non-word span 1’ (b = 1.500 (0.712, 2.288), p < 0.001). 

4) Regression model Four: ‘New GSL 2500’ as the response variable 

Thirteen explanatory variables were linearly correlated with the response variable ‘New GSL 

2500’. One explanatory variable, ‘speech anxiety in English classes and anxiety about English 

classes’, had a quadratic relationship with ‘New GSL 2500’. The largest correlation between 

the 14 explanatory variables was 0.53. Therefore, multicollinearity was not a concern. Two 

outliers were discovered and excluded from the regression analysis. The assumptions of 

normality of residuals and homoscedasticity of variance were not violated.  

The model fitted with the 14 explanatory variables and the quadratic term of ‘speech anxiety 

in English classes and anxiety about English classes’ was significant (p = 0.031). For the sake 

of parsimony, the insignificant terms were removed from the model one at a time. Regression 

model Three was significant (p = 0.010, adjusted R2 = 0.131) with two explanatory variables – 

‘CET 4’ (b = 0.061 (0.008, 0.115), p = 0.025) and ‘trait anxiety’ (b = -1.886 (-3.428, -0.345), 

p = 0.017). 

5) Regression model Five: ‘New GSL Offlist’ as the response variable 

Thirteen explanatory variables were linearly correlated with the response variable ‘New GSL 

Offlist’. One variable, ‘emotions relating to English classes’, had a quadratic relationship with 

‘New GSL Offlist’. The largest correlation between the 14 explanatory variables was 0.53, 

therefore, multicollinearity was not a concern. Five outliers were detected and excluded from 

the current regression analysis. The assumptions of normality of residuals and 

homoscedasticity of variance were generally met.  

The model fitted with the 14 variables and the quadratic term of ‘emotions relating to English 

classes’ was significant (p = 0.014). Then the non-significant terms were removed from the 

model one at a time. Ultimately, Regression model Five was significant (p <0.001, adjusted R2 

= 0.260) with two explanatory variables – ‘efforts toward the task’ (b = 3.558 (1.291, 5.826), 

p = 0.003) and ‘non-word span 3’ (b = 3.674 (1.812, 5.540), p <0.001).  

6) Regression model Six: ‘mean length of AS unit’ as the response variable 
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The 14 explanatory variables were linearly correlated with the response variable ‘mean length 

of AS unit’. The largest correlation between the 14 explanatory variables was 0.50. Therefore, 

multicollinearity was not a concern. Six outliers were detected and excluded from the 

regression analysis. The assumptions of normality of residuals and homoscedasticity of 

variance were generally met.  

The model fitted with the 14 variables was significant (p < 0.001, adjusted R2 = 0.436). Then 

the non-significant explanatory variables were removed from the model one at a time. 

Regression model Six was significant (p <0.001, adjusted R2 = 0.440) with six explanatory 

variables – ‘attitudes towards the task’ (b = -0.327 (-0.537, -0.117), p = 0.003), ‘ideal L2 self’ 

(b = -0.214 (-0.422, -0.005), p = 0.045), ‘language-related anxiety’ (b = -0.439 (-0.643, -0.234), 

p < 0.001), ‘emotions relating to English classes’ (b = -0.538 (-0.772, -0.303), p < 0.001), ‘non-

word span 2’ (b = 0.277 (0.098, 0.455), p < 0.001) and ‘listening span 1’ (b = -0.176 (-0.312, -

0.051), p < 0.001).  

7) Regression model Seven: ‘subordination’ as the response variable 

Thirteen explanatory variables were linearly correlated with the response variable 

‘subordination’. One explanatory variable, ‘trait anxiety’, had a quadratic relationship with 

‘subordination’. The largest correlation between the 14 explanatory variables was 0.47. 

Therefore, multicollinearity was not a concern. Five outliers were detected and removed from 

the regression analysis. The assumptions of normality of residuals and homoscedasticity of 

variance were generally met.  

The model fitted with the 14 variables and the quadratic term of ‘subordination’ was significant 

(p = 0.002). After removing the insignificant terms one at a time from the model, Regression 

model Seven was significant (p <0.001, adjusted R2 = 0.342) with four explanatory variables – 

‘attitudes toward the task’ (b = -0.107 (-0.153, -0.061), p < 0.001), ‘language-related anxiety’ 

(b = -0.050 (-0.090, -0.010), p = 0.016), the quadratic term of ‘trait anxiety’ (b = 0.037 (0.000, 

0.074), p = 0.048) and ‘listening span 1’ (b = -0.035 (-0.062, -0.008), p = 0.012).   

8) Regression model Eight: ‘number of errors per minute’ as the response variable 

The 14 explanatory variables were linearly correlated with the response variable ‘number of 

errors per minute’. The largest correlation between the fourteen explanatory variables was 0.49. 

Therefore, multicollinearity was not a concern. Three outliers were detected and removed from 

the regression analysis. The assumptions of normality of residuals, and homoscedasticity of 

variance were not violated.  
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The model fitted with the 14 variables was insignificant (p = 0.168). After removing the 

insignificant explanatory variables one at a time, Regression model Eight was significant with 

four significant explanatory variables (p = 0.005, adjusted R2 = 0.156) – ‘positive attitudes 

toward English learning experience’ (b = -0.888 (-1.604, -0.171), p = 0.016), ‘language-related 

anxiety’ (b = -0.794 (-1.430, -0.157), p = 0.015), ‘emotions relating to English classes’ (b = -

0.916 (-1.825, -0.007), p = 0.048), and ‘listening span 1’(b = -0.449 (-0.821, -0.077), p = 0.019). 

  

9) Regression model Nine: ‘percentage of error-free AS unit’ as the response variable 

The 14 explanatory variables were linearly correlated with the response variable: ‘percentage 

of error-free AS unit’. The largest correlation between the 14 explanatory variables was 0.49. 

Therefore, multicollinearity was not a concern. Five outliers were detected and excluded from 

the following regression analysis. The assumptions of normality of residuals and 

homoscedasticity of variance were generally satisfied.  

The model fitted with the 14 variables was significant (p = 0.013). After removing the 

insignificant explanatory variables one at time, Regression model Nine was significant (p 

<0.001, R2 = 0.324) with three explanatory variables – ‘attitudes toward the task’ (b = 0.094 

(0.058, 0.129), p <0.001), ‘trait anxiety’ (0.011, 0.079), p = 0.011), and ‘listening span 1’ (b = 

0.019 (0.001, 0.037), p = 0.039).   

10) Regression model Ten: ‘speech rate A’ as the response variable 

The 14 explanatory variables were linearly correlated with the response variable ‘speech rate 

A’. The largest correlation between the 14 explanatory variables was 0.50. Therefore, 

multicollinearity was not a concern. Five outliers were discovered and removed from the 

regression analysis. The assumptions of normality of residuals and homoscedasticity of 

variance were generally met.  

The model fitted with the 14 variables was significant (p = 0.035). After removing the 

insignificant explanatory variables from the model one at a time, Regression model Ten was 

significant (p = 0.001, R2 = 0.207) with four explanatory variables –  ‘positive attitudes toward 

English learning experience’ (b = -0.073 (-0.146, -0.000), p = 0.048), ‘language-related anxiety’ 

(b = -0.111 (-0.183, 0.000), p = 0.003), ‘non-word span 1’  (b = 0.070 (0.003, 0.000), p = 0.040), 

and ‘listening span 1’ (b = -0.047 (-0.093, 0.000), p = 0.050).   

11) Regression model Eleven: ‘speech rate B’ as the response variable 
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Twelve explanatory variables were linearly correlated with the response variable ‘speech rate 

B’. Two explanatory variables, ‘speech anxiety in English classes and anxiety about English 

classes’ and ‘ideal L2 self’, had quadratic relationship with ‘speech rate B’.  The largest 

correlation between the 14 explanatory variables was 0.49. Therefore, multicollinearity was 

not a concern. Four outliers were detected and excluded from the regression analysis. The 

assumptions of normality of residuals and homoscedasticity of variance were generally met.  

The model fitted with the 14 variables and the quadratic terms of ‘speech anxiety in English 

classes and anxiety about English classes’ and ‘ideal L2 self’ was not significant (p = 0.060). 

After removing the insignificant terms one a time, Regression model Eleven was significant (p 

= 0.003, R2 = 0.159). In the model, there were three significant explanatory variables – ‘positive 

attitudes toward English learning experience’ (b = -0.104 (-0.171, -0.036), p = 0.003), 

‘language-related anxiety’ (b = -0.078 (-0.138, -0.019), p = 0.011), and ‘emotions relating to 

English classes’ (b = -0.088 (-0.173, -0.002), p = 0.045). 

12) Regression model Twelve: ‘pause length’ as the response variable 

The 14 explanatory variables were linearly correlated with the response variable ‘pause length’. 

The largest correlation between the 14 explanatory variables was 0.49. Therefore, 

multicollinearity was not a concern. Two outliers were discovered and removed from the 

subsequent regression analysis. The assumptions of normality of residuals and 

homoscedasticity of variance were generally met.  

The model fitted with the 14 explanatory variables was significant (p = 0.045). After removing 

the insignificant explanatory variables from the model, Regression model Twelve was 

significant (p < 0.001, R2 = 0.168) with two significant explanatory variables – ‘ideal L2 self’ 

(b = 0.034 (0.011, 0.058), p = 0.005) and ‘language-related anxiety’ (b = 0.039 (0.015, 0.063), 

p = 0.002). 

The above results demonstrated that different aspects of task performance were associated with 

individual difference variables that varied in the contexts from which they were derived. 

Foreign language anxiety had a negative influence on lexical variety. Lexical sophistication 

showed a less clear pattern. The frequency of use of the first 500 words in New GSL was 

negatively correlated with anxiety induced by task setting; the frequency of use of the first 

1000 words in New GSL was positively associated with perceived efforts to complete the task 

and phonological short term memory, but negatively related to task anxiety regarding language 

difficulties and trait anxiety. The frequency of use of the first 2500 words in New GSL was 
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positively related to CET 4 scores and negatively associated with trait anxiety. The vocabulary 

used with the least frequency which were categorised as Offlist in New GSL was positively 

correlated with perceived efforts in completing the task and negatively correlated with 

phonological short term memory. Syntactic complexity was associated with individual 

difference variables at both task level and trait level. It was negatively correlated with attitudes 

toward the task, task anxiety concerning language difficulties, and central executive. Accuracy 

had a closer connection with stable individual difference in central executive. An advantaged 

central executive played a role in enhanced accuracy. Fluency was undermined by task anxiety 

regarding language difficulties.  

The 14 individual difference variables together explained 5.1% to 44% of the variance of the 

task performance. Also, as can be seen from the scatterplots presented in Appendix 15, the 

fitted lines representing the relationships between the individual difference variables and the 

task performance indices were mainly flat. This means that changes in the values of the 

individual difference variables did not greatly influence the expected values for task 

performance. As a whole, the individual difference variables investigated in this study have a 

limited predictive power with regard to task performance. Other variables must have come into 

play, the investigation of which is unfortunately beyond the scope of the present study.  
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6. Discussion  

6.1 Introduction  
The previous chapter has presented the results of the present study. This chapter elaborates on 

what the results show regarding the research questions. To begin with, the instruments used for 

data collection are discussed. Then I explain the underlying facets of the task motivation 

construct, the trend of task motivation fluctuation, and the models characterising the 

relationship between task motivation and L2 motivation. Next, the underlying facets of the task 

anxiety construct and the foreign language anxiety construct, and the trend of task anxiety 

fluctuation are touched upon. On this basis, the relationship between trait anxiety, foreign 

language anxiety, and task anxiety are interpreted via the anxiety models. Finally, the 

predictive power of individual difference variables on task performance is explained.  

6.2 The design of the instruments 
This study examined L2 learners’ task motivation and task anxiety from both a cross-sectional 

and a dynamic perspective. To be specific, the present study measured L2 learners’ post hoc 

reflections of their task-related experiences and feelings by questionnaires that were designed 

following a data-driven approach. That is, the questionnaires items were generated on the 

evidence of the target population’s experiences of completing a task (See Section 3.1 for the 

rationale for the design of the instruments).  

Meanwhile, in order to not miss out the complexity and intricacy of task motivation/anxiety 

fluctuation, stimulated recall was also incorporated into the design. A random selection of 

participants verbally recalled what they were thinking during the task by watching a video 

recording of their own performance. Each time they paused the video and made a comment, 

they rated their motivational/anxiety level at that specific point of time on a scale, ranging from 

0 to 9.  

This research design, combining stimulated recall and rating on a scale, was inspired by 

idiodynamic rating software (MacIntyre & Legatto, 2011), a tool that enables individual 

participants to rate their moment-by-moment affective or motivational changes by clicking a 

mouse while watching their own video. A click on the left-hand mouse button leads to a rise 

of one point; a click on the right button causes a decrease of one point. The range of the ratings 

is between -5 and +5. However, it is conceptually difficult to comprehend an affective or 

motivational state with a minus rating. Therefore, in the present study, the range of ratings was 

adapted to 0 to 9. Another feature of idiodynamic software is the ‘auto-zero’ function that 
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returns the rating to 0 at a rate of one point per second. This means, if a participant did not click 

the mouse over one second, the rating would automatically get closer to zero. This could cause 

confusion around whether a rating was made by the participant or by the software’s ‘auto-zero’ 

function. Therefore, in the present study, participants were responsible for giving all the ratings 

themselves on a graph. Because all participants were well informed before the stimulated recall 

that they needed to pause the video and give a rating every time they recalled a change in their 

motivational or affective state, it is justifiable to consider that the ratings remained constant 

while participants did not pause the video and give a rating.  

In summary, the present study drew on a technique of data triangulation in which both post hoc 

questionnaires and stimulated recalls were used. The former focused on learners’ post hoc 

reflections of their motivation and anxiety status; and the latter attempted to picture the ups and 

downs of task motivation/anxiety throughout the task completion.  

6.3 The underlying facets of the task motivation construct 
The underlying facets of the task motivation construct were determined by an exploratory 

factor analysis of the task motivation questionnaire data. The results demonstrated that there 

were three underlying facets of the task motivation construct – ‘positive attitudes toward the 

task’, ‘negative attitudes toward the task’, and ‘task as a diagnostic tool’. The three factors 

accounted for 45% of the variance. The first and the second factor, ‘positive attitudes toward 

the task’ and ‘negative attitudes toward the task’, explained almost equivalent amount of 

variance, 17% and 16% respectively. However, the third factor, ‘task as a diagnostic tool’, 

carried less weight, accounting for 12% of the variance.  

6.3.1 Positive attitudes toward the task 

The first factor was labelled ‘positive attitudes toward the task’ because the constituent items 

represented positive forces that lift up L2 learners’ enthusiasm and energise them to invest 

efforts in doing the task. A closer look at the items revealed that the lifting up forces included 

the novelty of the task, the fun associated with the cartoon episode, the usefulness of the task 

in helping learners develop oral expression and the efforts learners claimed to put into the task.  

Among them, the two items that had high loadings on this factor were both task features. The 

factor loading of the item relating to the novelty of the task (‘Novelty1’) was 0.75, indicating 

a strong association between the item and the factor. This seemed to imply that, for learners 

who received a traditional English formal education (e.g., doing translation between Chinese 

and English, completing grammatical drills, and memorising English vocabulary), narrating a 
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story after watching a cartoon episode was taken positively as a novel approach to 

learn/practise English. Although the task was radically different from the activities they were 

used to doing in English classrooms, it proved to be rather appealing and thus aroused their 

enthusiasm to actively engage in doing this task. This finding might inform future decision-

making in terms of incorporating Task-based Language Teaching (TBLT) or Task-Supported 

Language Teaching (TSLT) approaches and materials into traditional language curricula, since 

the story narration task is one that might typically be found in a TBLT oriented classroom. 

Teachers or curriculum developers should be open minded because the present study revealed 

that students tend to embrace innovative approaches, whereas teachers might be more reluctant. 

To some extent, the finding counters some teacher educators’ claim (e.g., Littlewood, 2007) 

that learners in Asian contexts who are used to traditional approaches find tasks intimidating. 

The other item regarded the enjoyment associated with watching the cartoon (‘Content’). It 

was also closely associated with the factor, with a factor loading of 0.62. This finding is in 

accordance with the ratings of task motivation during the stimulated recalls, during which 

participants’ motivational rating reached the peak while they were watching the cartoon. Most 

of them attributed the increase in motivation to the fun and enjoyment of the cartoon episode. 

The importance of having entertaining ingredients in a task was stressed by Dörnyei (2001) 

who claimed that half of the success of a task lies in having intriguing content. Besides, the 

attractiveness of the task could have optimally fostered an experience resembling ‘flow’ 

(Csikszentmihalyi, 2014) among some participants. The flow experience enabled them to be 

fully immersed in what they were working on and to have a sense of enjoyment during the 

process. The flow theory held that interest is one of the conditions that flow would create, in 

juxtaposition with a balance between challenge and skills, focused attention, and learner 

control. In addition to the aforementioned fun associated with the cartoon episode, to 

understand the story was minimally challenging for any tertiary level students because in the 

cartoon episode the characters do not talk but rather communicate by gestures and facial 

expression. Of equal importance, the task was in narrative form which is easier for participants 

to focus on, compared with other types of tasks (Egbert, 2003). Based on these considerations, 

it is speculated that the task created a favourable condition for flow experiences.  

In addition to the above pulling-up forces regarding task features, ‘positive attitudes toward the 

task’ also featured a motivational and a cognitive dimension. Two items that had high loadings 

on the factor were on the subject of participants’ perceived efforts to complete the task, i.e., 

exerting themselves to do the task and maximising their oral output. The cognitive element that 
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played a role in boosting participants’ motivation was the perceived usefulness of the task in 

training their ability in story narration.  

These findings together corroborated previous studies conducted under a complex dynamic 

framework (e.g., Poupore, 2013), that is, a motivational pattern was formed by the intricate 

interaction among multiple variables. The present study revealed a contextualised composition 

of task-related, motivational, and cognitive variables that synergised to propel task motivation 

into a higher level.  

The above analysis viewed task motivation from a cross-sectional angle. The present study also 

investigated task motivation by stimulated recall in which task motivation was treated as a 

dynamic variable that fluctuates through different stages of task completion. Interestingly, the 

results obtained from the questionnaire and the stimulated recalls partly overlap with each other. 

For instance, participants who did the stimulated recall also commented on video narration as 

a novel approach to learning English and the fun associated with the cartoon episode. However, 

these two approaches of analysing task motivation have their own merits. The stimulated 

recalls demonstrated that each stage (i.e., ‘entering the lab’, ‘listening to the instruction’, 

‘watching the cartoon’, ‘planning for one minute’, and ‘telling the story’) featured different 

instigators of motivational change (see section 6.4 for a detailed discussion). Stimulated recalls 

were also superior in terms of accentuating the uniqueness of each individual. For example, 

low expected difficulty of the task, readiness to tell the story after planning for one minute, or 

satisfaction with task performance were also drivers of motivational increase, each of which 

was commented on by only one participant. However, these triggers provided information that 

is no less important regarding motivational change which the questionnaires could not access. 

The present study incorporated ratings of motivational level into stimulated recalls, so each 

comment regarding motivational change came with a rating of the motivational intensity. In 

this way, it was found that it was ‘fun associated with the cartoon episode’ where task 

motivation hit the peak. On the other hand, the questionnaire was advantageous in reflecting 

participants’ metacognition in terms of the usefulness of the task or the evaluation of their own 

performance, both of which could hardly be accessed by participants while they were carrying 

out an online reflection.  

6.3.2 Negative attitudes toward the task 

The items comprising the factor ‘negative attitudes toward the task’ served as ‘dragging’ forces 

that seemed to bring participants’ motivation down to a lower level. The item that had the 
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largest loading on the factor (0.79) was regarding the general difficulty of the task (‘Difficulty 

1’). The item ‘Difficulty 3’ was also highly associated with the factor (0.58), depicting a loss 

of interest when participants encountered vocabulary problems. In the task motivation 

questionnaire, there were four items describing motivational decrease engendered by 

difficulties in the task. Two of them were regarding the general difficulty of the task, and the 

other two were relating to the specific linguistic barriers learners may experience (i.e., 

vocabulary and forming sentences). Among them the item regarding vocabulary difficulties 

and an item regarding general difficulty of the task loaded on this factor, implying that among 

all the linguistic problems, this group of participants mostly associated vocabulary problems 

with the overall difficulty of the task.  

This finding is consistent with MacIntyre and Serroul (2015) who discovered that the 

demanding vocabulary and grammar requirements of a task contributed the greatest to 

motivational decrease. Poupore (2013) found, however, that, rather than linguistic obstacles, 

participants reported the cognitive complexities of the task as the drivers of a downward trend 

in task motivation. This discrepancy between the findings may be explained by the fact that the 

task types used in Poupore (2013) were problem-solving and argumentative tasks, which 

tended to be cognitively taxing in terms of conceptualisation. In comparison, the video 

narration task inherently provides a clear structure of speech that participants could follow. It 

was also likely that the participants in Poupore (2013) experienced less vocabulary difficulties 

because they were students who studied in a TESOL certificate programme, and had a regular 

English conversation course. However, students majoring in non-English subjects, as is the 

case with the present study, rarely had any experience in giving a speech during English classes, 

so insufficient English vocabulary could be a major hurdle when delivering an English speech. 

To summarise, the triggers of task motivation fluctuation could be particularly contextualised 

due to different task types and target population employed in different empirical studies. This 

finding is also of pedagogical significance in that the difficulty of a task should be adapted to 

learners’ proficiency level in order not to demotivate them. 

A cohort of items that focused on a paucity of external support also incurred negative opinions 

of the task among this group of participants. The assistance participants called for included 

pair/group work rather than talking individually, a list of key words essential for completing 

the task, the teacher’s demonstration of storytelling, and the teacher’s feedback on students’ 

task performance. These findings might indicate the motivational effect of collaborative talk 

and scaffolding among students or between teachers and students. As two important concepts 
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in the field of sociocultural theory (Lantolf, 2000), collaborative talk (Kowal & Swain, 1997) 

and scaffolding, such as corrective feedback (Aljaafreh & Lantolf, 1994) and demonstration of 

an idealised version of the act to be performed (Wood, Bruner, & Ross, 1976), have been shown 

to be beneficent in terms of language learning especially when students are not capable of 

performing a certain task independently. The present study slightly touched upon the 

motivational effect of peer collaboration and teacher’s support. That is, students’ motivation to 

do a task is likely to be undermined without them. Further studies are encouraged to investigate 

the motivational dimension of collaborative talk and scaffolding through a comparison between 

students’ motivation with and without collaboration and scaffolding.  

The stimulated recalls demonstrated a variety of difficulties participants encountered which 

caused a decrease in motivation, including insufficient vocabulary and the task difficulty in 

general. These difficulties were also revealed in the factors extracted from the questionnaire 

data. However, among the difficulties participants reported in stimulated recalls, the strongest 

driver that brought the motivational rating to the lowest was the specific language-related 

problems during the process of task completion, e.g., vocabulary, grammar, forming sentences, 

pronunciation, etc. These problems did not exist in their own right; rather they occurred 

together, because a learner tended to experience more than one problem during the task 

completion process. This finding further stresses the importance of providing students, 

especially those with low oral English proficiency, with appropriate assistance targeted at the 

language they need to complete a task.  

In the stimulated recalls a few participants also commented that when they were worried about 

the negative consequences that had not even materialised, their motivation to continue with the 

task decreased. It implied that anxious feelings and thoughts occurring during the task might 

negatively affect students’ motivation for continuing to do the task. However, based on a larger 

sample, Pearson’s r correlation analysis between task anxiety factor ‘language-related anxiety’ 

and task motivation factor ‘efforts toward the task’ demonstrated a significant positive 

correlation (r = 0.26, p < 0.05). That is, when experiencing various language-related problems 

during the task, the majority of the participants did not stop there, instead they made a leap 

forward and determined to make more efforts to resolve the problems. The discrepancy of the 

finding between the stimulated recall and questionnaire data calls for future empirical studies 

on this matter.  
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6.3.3 Task as a diagnostic tool 

Taking the positive and negative attitudes as a whole, during the task completion process 

participants balanced their task motivation equilibrium under the joint effort of a range of 

lifting and dragging forces. Beyond that, the diagnostic role of the task also possessed a 

motivational property, that is, participants in the present study tended to take advantage of 

participation in this study to recognise the weaknesses in their oral English. The explanation 

for this phenomenon could be traced back to the background information questionnaire. On 

average these learners had received 11.71 years of formal English education, and they had been 

learning English primarily with the aim of passing examinations. Performing oral tasks where 

meaning is primary was definitely not a feature of their English classes. Outside of class they 

learnt English primarily for the purpose of preparing for CET 6 which is a paper-and-pencil 

test that excludes speaking. Thus, they interpreted participating in this study as one of the few 

opportunities they might have to find out their strengths and weaknesses in oral English. This 

implies that, before participating in this task, the participants attributed their unsatisfactory 

performance in speaking English at least partially to a lack of knowledge of their weaknesses. 

According to Weiner’s (1985) attribution theory, one’s motivational disposition could be 

shaped considerably by how one attributed his/her past failures, which helps explain the 

motivational effect of the diagnostic role of the task. It should be further noted that the item 

‘this task ignited my enthusiasm to practise oral English’ also loaded on this factor. It suggests 

that participants’ passion was aroused after being aware of where their weaknesses lay, which 

was especially true for students who had been receiving traditional form-focused instruction in 

English classes.  

No previous studies have discovered the diagnostic dimension of task motivation. It is 

speculated that this factor is unique to this population and it may not apply in settings where 

the performance of communicative tasks is a main feature of the instruction. In other words, in 

those settings, learners might not treat an oral task as a diagnostic tool for their oral English 

ability. 

6.4 The trend of task motivation fluctuation 
As previously stated, the present study also explored task motivation from a dynamic 

perspective. To be specific, task motivation was considered as a motivational state that is 

subject to constant changes and was analysed on a timescale of a task. Few previous studies 

have touched upon this subject, with MacIntyre and Serroul (2015) as an exception. In their 

study, 12 university students (French was their L2) from a Canadian university completed eight 
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oral tasks, and subsequently rated their moment-by-moment motivational level during the task 

through idiodynamic software (See Section 6.2 for the description of the software). Different 

from MacIntyre and Serroul (2015), the present study not only investigated the motivational 

fluctuations while participants were giving a speech, their motivation to complete the task prior 

to the speaking stage, i.e., hearing the task instruction, watching the cartoon, and one minute 

preparation, was also examined. It can be seen from the stimulated recalls that participants’ 

motivation to complete the task started to fluctuate even before the actual storytelling, and 

different stages were characterised with different triggers of motivational change.  

During the ‘hearing the task instruction’ and ‘watching the cartoon’ stage, motivational 

changes were primarily caused by task features. However, the same task features were 

perceived in contrastingly different ways by different participants. For example, after hearing 

the task instruction, some participants considered the task exciting and challenging; others 

perceived the task to be difficult. While watching the cartoon, some participants were fully 

immersed in the enjoyment of the story; others started to concern the upcoming storytelling. 

During the ‘one-minute planning’ and ‘telling the story’ stages, motivational decrease (termed 

‘avoidance motivation’ in MacIntyre and Serroul, 2015) was experienced by most participants 

due to various language-related difficulties. As discussed by MacIntyre and Serroul, the ups 

and downs of motivation during story telling were mainly associated with the success and 

failure in the action assembly process. According to Greene (1995), the procedural records 

stored in long-term memory were activated when they are relevant to a specific situation, and 

then assembled into an output representation. The cognitive process of assembly tends to 

operate smoothly, but the action features might not fit well. This is more likely to happen when 

a person is using a foreign language. Some participants made their attempts to assemble their 

actions (formulating their speeches) during planning; others formulated utterances while 

speaking. In both situations, the actions were assembled under time pressure, so the difficulty 

in retrieving vocabulary, grammar, and pronunciation would have a jarring effect on the action 

assembly process. Then motivational decrease could be expected. Likewise, the success in the 

action assembly process, e.g., producing a complete sentence, could be quite uplifting. 

However, it should be pointed out that some participants diagnosed the weak spots of their oral 

English through failures in the action assembly process. For these students, the moment of 

enlightenment could bring about a rise in motivation. However, caution must be applied, as the 

finding might not be applied to learners who are used to communicative English tasks.  
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Despite the fact that the triggers of motivational change were different through the stages of 

task completion, the average rating of motivation remained at a high level (6.66 out of 9), and 

did not change much (minimum average rating = 6.18 at ‘telling the story’ stage; maximum 

average rating = 7.28 at ‘watching the cartoon’ stage). This finding implies that in general terms 

this group of L2 learners held a positive attitude toward the task, and their task motivation 

tended to remain stable. This result may be accounted for by the students who showed ‘the flat 

pattern’ of task motivation. They experienced less fluctuations in their interest in doing the task, 

even when they encountered difficulties and their progress of task completion was hindered. It 

may be because these learners’ motivation to do such an activity in a short time frame is under 

their own sway by metacognition or beliefs. Their motivation, therefore, tended to be situated 

in an attractor state where a dynamic system is offered a location of relative stability (Hiver, 

2014, p. 23), and is less sensitive to inputs from the environment. 

6.5 The motivation models  

6.5.1 The task motivation model 

The exploratory factor analysis of the composite dataset of task motivation and L2 motivation 

yielded six factors, two task motivation factors and four L2 motivation factors. The two task 

motivation factors, ‘attitudes toward the task’ and ‘efforts toward the task’, formed a higher 

order latent variable ‘task motivation’, indicating that attitudes toward a task and the intended 

effort are two indispensable components of task motivation.  

According to Beaujean (2014, p. 145), a hierarchical model is usually applicable when there 

are multiple first-order latent variables that substantially covary with each other, and there is a 

second-order latent variable that is hypothesised to account for the relationship between the 

first-order latent variables. In the present study, the second-order latent variable ‘task 

motivation’ explained the covariance between the two first-order latent variables – ‘attitudes 

toward the task’ and ‘efforts toward the task’, which were substantially correlated. This model 

implies that, if we expect learners to engage actively in doing oral tasks, the most effective 

approach is to foster their positive attitudes to the task, and vice versa. The close relationship 

between learners’ self-reported behavioural measure and their attitudes was also found in the 

L2 motivation data, where the intended effort to learn English loaded on the same factor with 

learners’ attitudes to their English learning experience. A detailed analysis regarding L2 

motivation will be presented in the following section.  
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Besides, in the hierarchical model of task motivation, the standardised correlation between 

‘attitudes toward task motivation’ and ‘task motivation’ (0.67) was slightly lower than that 

between ‘efforts toward the task’ and ‘task motivation’ (0.76). This means that learners’ self-

reported effort best illustrated their motivation for doing the task, although their opinions of 

and attitudes towards the task also played vital roles in shaping their motivational momentum.  

6.5.2 The relationship between task motivation and L2 motivation 

The present study did not support a model incorporating both task motivation and L2 

motivation. In other words, for this group of participants, their motivation to complete the task 

was barely linked to their general motivation to learn English. This is good news for teachers 

and curriculum developers because even if learners have been demotivated in learning English 

due to historical reasons, their enthusiasm in doing a task could still be ignited. On this basis 

we can hold a positive attitude regarding implementing tasks in English classrooms or 

incorporating oral tasks in English textbooks. This is particularly exciting for low achievers 

who may have lost enthusiasm in learning English because a task designed in an attractive way 

could possibly refuel their interest. The learners might thus be willing to make more effort and 

actively engage in the activities. If this is the case, the burden now is on researchers who need 

to do more research into the task features that could possibly lift L2 learners’ motivation. In 

addition, teachers should be quite sensitive to the signs students give when they are in need of 

assistance to proceed with a task.  

6.5.3 The L2 motivation model 

Despite the failure to merge task motivation and L2 motivation in one model, the present study 

successfully built a L2 motivation model that shared both marked difference and similarity 

with two seminal studies – Taguchi et al. (2009) and You and Dörnyei (2014). The following 

explanations aim to account for the distinctions and similarities between the studies. 

First, Taguchi et al. (2009) treated ‘ideal L2 self’, ‘promotional instrumentality’, ‘attitudes to 

L2 culture and community’, ‘preventional instrumentality’, ‘family influence’, ‘ought-to L2 

self’, ‘attitudes to learn English’, and ‘intended efforts’ as latent variables manifested by 

constituting items, and used them directly in subsequent structural equation modelling. 

However, the present study undertook an exploratory factor analysis on the items first to 

identify the latent variables that characterised this group of participants. It turned out that, 

among the four factors extracted from the L2 motivation data, three factors, apart from ‘ideal 

L2 self’, were comprised of items originally belonging to different latent variables. In other 
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words, the present study did not find a clear-cut distinction between ‘ought-to L2 self’, 

‘promotional instrumentality’, and ‘preventional instrumentality’. Instead, two factors named 

‘importance of English in winning others’ respect’ and ‘parental and curricular coercion’ 

emerged from the data. The former factor, mostly comprised of ‘ought-to L2 self’ items, 

represented learners’ positive mind set to learn English to obtain others’ approval; the latter 

primarily consisted of ‘preventional instrumentality’ items, and represented a negative mind 

set of being forced to learn English due to parental wishes and the school curriculum.  

‘Importance of English in winning others’ respect’ and ‘parental and curricular coercion’ both 

touched upon the attributes one believes one ought to possess. The former, however, focused 

on the promotional dimension of motivation; while the latter referred to the preventional 

motivational dimension. Therefore, drawing on Higgins’ (1998) concept of 

promotional/preventional regulatory focus and Dörnyei’s definition of ought-to L2 self (2009, 

p. 29), this study revealed a distinction between ‘ought-to L2 self-promotion’ and ‘ought-to L2 

self-prevention’, rather than the tripartite of ‘ought-to L2 self’, ‘instrumentality-promotion’, 

and ‘instrumentality-prevention’. 

Second, ‘intended efforts’ and ‘attitudes to learning English’ merged as one factor – ‘positive 

attitudes toward English learning experience’, influenced by three other motivational stimuli – 

ideal L2 self, importance of English in winning others’ respect, and parental and curricular 

coercion. To be specific, for this group of participants their attitudes and affect toward the 

immediate learning environment, e.g., the atmosphere of English classes, teachers, and 

textbooks, played a decisive role in the amount of effort they intended to make regarding 

English learning. This finding was not unexpected because You and Dörnyei (2014) found a 

similar result through correlational analysis. In their study, there was a very high correlation 

(0.67) between the intended efforts and the attitudes to English learning among a large group 

of Chinese participants. From a theoretical perspective, the correspondence between efforts 

and attitudes complies with Gardner’s (1985) socio-psychological theory that learners’ attitude 

towards the act of learning the language (affect) has a direct influence on their motivational 

intensity (effort).  

Third, L2 learners’ attitudes and affect toward the immediate learning environment and their 

intended effort tend to have a more direct bearing on L2 motivation, compared with ideal L2 

self, importance of learning English in winning others’ respect, and parental and curricular 
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coercion, which provided motivational impetus and thus had indirect influences on L2 

motivation. 

Besides, the standardised coefficient of the path from ‘ideal L2 self’ to ‘intended efforts’ (0.40) 

was almost the same as that from ‘importance of English in winning others’ respect’ to 

‘intended efforts’ (0.41), indicating that meeting external expectations and getting approval 

from important others were as important as learners’ future visions of the L2 self. However, in 

Taguchi et al. (2009) ‘ideal L2 self’ substantially outweighed ‘ought-to L2 self’. They 

discovered that the predictability of ideal L2 self (0.44) was more than twice that of the 

predictability of ought-to L2 self (0.20) in learners’ motivation. Similarly, in You and Dörnyei 

(2014), the association between ‘ideal L2 self’ and ‘intended effort’ was 0.52, much larger than 

that between ‘ought-to L2 self’ and ‘intended effort’ (0.33), despite the fact that they carried 

out a Pearson’s r correlation analysis rather than structural equation modelling. These findings 

confirmed the role of ideal L2 self in L2 motivation. However, to what extent ought to L2 self 

takes effect seems to vary from population to population.  

Lastly, the influence of ‘parental and curricular coercion’ on intended efforts, despite being 

slightly weaker than the other two factors in magnitude, can definitely not be neglected (r = -

0.338). The negative association is in stark contrast with previous research and challenges the 

‘Chinese Imperative’ which claimed that equating values with examination success and 

accepting values enforced by parents are highly internalised in the mind set of Chinese learners 

(You & Dörnyei, 2014). Both Taguchi et al. (2009) and You and Dörnyei (2014) have reported 

a minor effect for the enforced requirements on learners’ motivation. However, the finding of 

the present study indicated that the more pressure learners felt from parents or schools to learn 

English, the less effort they intended to put into learning English and the less enjoyment they 

experienced in the language learning process.  

6.6 The conceptualisation of task motivation 
Overall, task motivation is determined by L2 learners’ constantly changing attitudes and 

experiences toward the task and their reflections on the utility of the task (Section 5.1.1). It is 

subject to a series of task-related, motivational, and cognitive variables, serving as either lifting 

or dragging forces (Section 5.1.2). It is inherently a different form of motivation from L2 

motivation (Section 5.1.3). 
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6.7 The underlying facets of the task anxiety construct 
Similarly to task motivation, the underlying facets of the task anxiety construct were decided 

as a consequence of an exploratory factor analysis of the task anxiety questionnaire data. Three 

factors were identified – ‘language-related anxiety’, ‘anxiety reliefs’, and ‘setting-related 

anxiety’. The first factor, ‘language-related anxiety’, accounted for the largest amount of 

variance (34%). The second factor, ‘anxiety reliefs’ and the third factor, ‘setting-related anxiety’ 

explained 8% and 7% of the variance respectively.  

6.7.1 Language-related anxiety 

‘Language-related anxiety’ consisted of items depicting the influence of anxiety on participants’ 

language use or the language problems participants experienced during the task that instigated 

anxiety. The two items that had the largest loadings on this factor were ‘when I felt nervous, I 

used easy words instead’ (0.85) and ‘when I felt nervous, I used simple sentences instead’ 

(0.82). That is, when participants felt anxious, they failed to retrieve or gave up making an 

attempt to search for the most appropriate words or sentence structures stored in memory but 

rather opted for the words/sentences that immediately came to their mind.  

The self-reported data matched the results of the regression analysis conducted between the 

individual difference variables and the indices of task performance. It was found that the 

anxiety related to language problems was negatively correlated with the amount of New GSL 

1000 words, the most frequent 1000 words in the New General Service List (p < 0.05). In other 

words, the more language-related anxiety participants experienced, the less New GSL 1000 

words they used in their speeches. The descriptive statistics showed that for this group of 

participants the majority of the words they used to tell the story were from the New GSL 500 

list, ranging from 62.6% to 84%. Feeling anxious due to language problems seemed not to help 

them to search for more sophisticated vocabulary, e.g., New GSL 1000 words, during the 

speech. It was also revealed that anxiety associated with language problems were negatively 

correlated with two syntactic complexity measures – ‘mean length of AS unit’ and 

‘subordination’ (p < 0.05). That is to say, when participants encountered language-related 

problems and felt anxious, they did not have sufficient mental capacity to process complicated 

syntactic information and tended to use sentences with simple structures.  

Two items in relation to dysfluency also had high loadings on this factor – ‘I felt nervous when 

I paused’ (0.79) and ‘when I felt nervous, I became less fluent’ (0.78). This indicated that 

dysfluency acted as both a trigger and a consequence of anxiety. In other words, being unable 
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to give a fluent speech could make the participants feel nervous, and the nervousness could 

cause more dysfluency. A vicious circle was created in this way. Again, the results of the 

regression analysis corroborated the self-report survey. Language-related anxiety was a 

significant predictor of all three fluency measures – ‘pause length’, ‘speech rate with 

dysfluency’, and ‘speech rate without dysfluency’ (p < 0.05). It was positively correlated with 

‘pause length’, and negatively correlated with ‘speech rate with/without dysfluency’. That is, 

the more language-associated anxiety the participants experienced, the longer they tended to 

pause, and the slower their speeches were, and vice versa.    

In addition to the aforementioned items that had high loadings on this factor, nearly half of the 

items (10/24) were on the subject of specific language problems the participants encountered 

that caused anxiety, including having difficulty forming sentences, being unable to describe a 

segment of the cartoon, failure to retrieve a word, making a mistake, confusion of tense, having 

problems with pronunciation, and hesitation with word choices. This result was in line with the 

findings of the stimulated recalls. Nearly half of the comments (32/70) regarding anxiety 

increase occurred while the participants were telling the story, and almost all of the triggers 

they mentioned were the specific linguistic difficulties they encountered. Also, when they were 

confronted with these difficulties, their average anxiety level reached the peak.  

Participants not only had language-related problems while they were telling the story, they 

experienced frustration at each stage of task completion. Some of them ran into difficulties in 

formulating speeches in their mind while the cartoon was playing; others reported their 

struggles with retrieving words and forming sentences during the one-minute planning. In one 

of few empirical studies exploring task anxiety, Gregersen et al. (2014) also recognised 

problems with vocabulary retrieval as the primary instigator of anxiety through interviews with 

the participants. Therefore, the various linguistic problems encountered were very likely to be 

the chief culprits of anxiety while learners were completing an oral task. It is essential to 

provide students with sufficient assistance in terms of linguistic resources throughout the task 

completion process. 

The items regarding participants’ lack of confidence or worries about the upcoming task 

performance loaded on the same factor with the specific linguistic obstacles. The participants’ 

worries and concerns were primarily regarding their assumed unsatisfactory oral English 

proficiency. Interestingly, some evidence from the stimulated recalls indicated that anxiety was 

relieved when participants were optimistic about their upcoming task performance or felt 
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satisfied with their ongoing performance. In other words, fostering confidence in one’s English 

competency was of great importance in mitigating task anxiety. This finding coincides with an 

article that pinpointed the inextricable association between foreign language anxiety and 

‘positive psychology’ (Oxford, 2017) that sheds light on L2 learners’ positive mind set such as 

hope and optimism. Oxford claimed that enhanced optimism always led to reduced anxiety in 

learning a foreign language. The current study demonstrates that the above claim also applies 

in a task context, that is, L2 learners who hold a belief in their ability to complete the task when 

they face adversity tend to experience less anxiety.  

Feeling anxious was not the end of the story. Anxiety interfered with the participants’ mental 

processing of information, and negative outcomes ensued. Seven items loading on this factor 

described the negative consequences of feeling anxious during the task. For example, some 

participants found it hard to think properly when they were occupied by anxiety, manifested as 

failure in vocabulary or pronunciation retrieval, failure in attending to grammar, dysfluency, 

etc. Based on these findings, clearly, anxiety affected the participants’ mental processing of 

information negatively. However, other participants claimed to make more efforts to complete 

the task. This finding is in accord with Eysenck et al. (2007) who came up with the twofold 

effects of worry. First, it pre-empts the limited attentional resources of working memory and 

competes with the processing of the concurrent task. Second, it promotes enhanced effort to 

compensate for the impairment of performance. What is noteworthy, however, is that learners’ 

reaction under stress should not be taken as an evidence to support the ‘facilitative role’ of 

anxiety put forward by some scholars (e.g., Scovel, 1978). Teachers still need to be alert to 

various linguistic and task-related stimuli that could arouse students’ worrisome thoughts in 

English classrooms to mitigate their interference on students’ task performance.  

6.7.2 Non-linguistic triggers of task anxiety 

6.7.2.1 ‘Losing face’ in front of people 

Factor Two of task anxiety – ‘anxiety relief’ – featured the environmental or task features that 

helped the participants calm their nerves. The item that had the biggest loading on the factor is 

‘I didn’t feel nervous because there wasn’t a crowd of people listening to me’ (0.73). In other 

words, if the demonstration of task performance requires learners to speak in public, this could 

be very threatening and cause uneasiness and anxiety. A fear of public speech is not unique to 

this particular task context, but has commonly been observed in foreign language classrooms. 

The relevant discussion dates back to 1986 when Horwitz et al. mentioned that having difficulty 

in public speech is a common manifestation of communication comprehension, a concept that 
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has much to do with foreign language anxiety. As King and Smith (2017) put it, the foreign 

language classroom is a “highly public social performance situation in which one’s behaviour 

and utterances are open to the scrutiny of others” (p. 99). This is especially true for foreign 

language learners from Confucian Heritage Cultures (Woodrow, 2006) who value ‘face’ and 

fear negative evaluation of others. The participants in the present study told the story 

individually so that they did not need to confront a big audience that might have caused anxiety.  

6.7.2.2 Audio/video recording and physiological symptoms 

Contrary to Factor Two that was comprised of anxiety-relieving triggers, Factor Three ‘setting-

related anxiety’ included items describing the features of task setting that instigated anxiety, 

e.g., audio and video recording, and anxiety-associated physiological symptoms.  

‘I felt nervous because of the audio and video recording’ loaded on Factor Three with an 

influential loading (0.70). This was in line with MacIntyre and Gardner (1994a) who induced 

their participants to feel anxiety by turning a camera on at different stages during learning 

activities, i.e., input stage, processing stage, and output stage. They found that anxiety aroused 

by video recording interfered with the effectiveness of cognitive processing at that particular 

stage, and regardless of which stage the camera was turned on, the participants’ final 

performance in a vocabulary recall test was significantly inferior to the control group. In the 

present study, the participants rarely had previous experience in telling a story in their English 

classes, therefore they might be extremely self-conscious being aware that they were recorded 

in this process. However, MacIntyre and Gardner (1994a) also found that the effect of anxiety 

caused by video recording tended to dissipate when the participants got used to the existence 

of the camera. This result assures us that audio or video recording may not be a major concern, 

because their effect on anxiety tends not to be long lasting.  

Similar with the fear of public speech, physiological symptoms are not exclusive to task anxiety. 

They were observed in foreign language classrooms and threatening social situations among 

various populations and cultures. For example, Horwitz et al. (1986) reported that their 

participants – 30 beginner-level foreign language learners in an American university – 

experienced tenseness, trembling, perspiring, palpitations, and sleep disturbances due to 

language learning experiences. Woodrow (2006) found that more than half of his respondents 

– 24 international students studying EAP courses in Australia before entering universities – 

had physiological reactions when feeling anxious, including sweating, racing heart, blushing, 

fidgeting, talking too much and stuttering. Physiological symptoms aroused by anxiety are 
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obvious in social situations too. In the cognitive-behavioural model of social anxiety (Clark & 

Wells, 1995), when people perceive that they are in danger of negative evaluation by others in 

a social situation, they display somatic symptoms that could be observed by others. Since they 

are hyper-vigilant for such symptoms, the intensity of anxiety could even be increased. Also, 

from the above studies, it can be seen that the specific physiological symptoms caused by 

anxiety vary individually. Above all, physiological symptoms form an indispensable part of an 

anxiety package in many task contexts, foreign language classrooms, or threatening social 

situations. In the EFL context, teachers need to be vigilant and provide students with necessary 

assistance and assurance when they observe the above symptoms among their students.  

6.8 The trend of task anxiety fluctuation 
The standard deviations of the ratings of task motivation and task anxiety implied that task 

anxiety tended to change more markedly throughout the task completion process (the minimum 

rating was 2.18 when the participants entered the lab; the maximum rating was 5.86 at the 

‘telling the story’ stage), compared with task motivation. The stimulated recall rating scales for 

task anxiety corroborated this result. None of the participants’ stimulated recall rating scale 

displayed a ‘flat pattern’, as can be seen in the stimulated recall rating scales for task motivation 

(See section 5.2.2.2 for the task anxiety patterns). Instead, on average their anxiety level kept 

increasing as the task proceeded, reaching a peak at the ‘telling the story’ stage, where 

participants were challenged by language problems. Although part of the participants 

experienced less anxiety while they were watching the cartoon (e.g., ‘the falling-climbing 

pattern’), their anxiety increased again when the one-minute planning started.  

As discussed in Section 6.4, for some participants, their metacognition or personal beliefs 

might have come into play when they encountered linguistic problems, so that their motivation 

to complete the task was not heavily influenced. Anxiety, however, is quite different. The 

failure of the action assembly process seemed to immediately cause anxiety or apprehension, 

before any metacognition could intervene. MacIntyre and Serroul (2014) proposed that both 

‘emotional arousal’ and ‘avoidance motivation’ could occur “if the communication has not 

been repaired in a manner that returns the speaker to the okay-state” (p. 115). The finding of 

this study further suggests that anxiety or apprehension might be aroused prior to any possible 

motivational decrease. However, it is noteworthy that there were scattered records of successful 

implementation of metacognitive strategies, such as avoidance of the language barriers or 

control of the negative emotions, which mitigated the anxiety of some participants. Teaching 
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students various anxiety-coping strategies, therefore, is recommended as an essential ingredient 

of foreign language classes.  

As for the triggers driving anxiety change, the findings suggest that certain task feature or 

setting only became a concern when participants noticed it at a specific stage; before that, it 

lay dormant in the complexity dynamic system. For example, the pressure from completing 

planning in one minute only occurred at the ‘one-minute planning’ stage; the seats arrangement 

could bother learners only at the ‘telling the story’ stage.  

Besides, the language-related difficulties caused anxiety not only during the real story-telling; 

they were anxiety-inducing while some participants were formulating the story in mind at 

earlier stages. Formulation, as one of the three stages (i.e., conceptualisation, formulation, and 

articulation) in Levelt’s (1989) model of speech production, was completed at various stages 

of task completion by different participants. Some participants started to formulate the story 

while they were watching the cartoon; others began to formulate the story at the planning stage 

or accomplished formulation and articulation simultaneously at the storytelling stage. No 

matter at which stage they started to formulate the speech, the difficulty in properly retrieving 

lexicon or encoding syntactic or phonological information tended to cause anxiety. 

In the present study, anxiety caused by language-related difficulties was most evident during 

the articulating stage, as evidenced by the largest number of comments regarding anxiety 

increase at this stage. This could be explained by the task type and the pressing planning time. 

Video narration task provided learners with a storyline. Therefore, there was no burden on the 

learners’ conceptualiser. Only one minute was allowed to prepare for the speech, thus most 

likely learners had to do formulation online at the ‘telling the story’ stage. This finding suggests 

that having sufficient planning time can somewhat alleviate the pressure from L2 learners’ 

articulators. In other words, pre-task planning might lighten the emotional and psychological 

burden associated with giving a speech on L2 learners.  

6.9 Foreign language anxiety and trait anxiety 
It is no exaggeration to say that foreign language anxiety has attracted a tremendous amount of 

attention during the past three decades since Horwitz et al. (1986) proposed the renowned 

Foreign Language Classroom Anxiety Scale (FLCAS) and Horwitz (1986) verified the 

reliability and validity of the scale. Of particular research interest during this time was the 

exploration of the underlying facets of the foreign language anxiety construct (Aida, 1994; 

Cheng et al., 1999; Liu & Jackson, 2008; Mak, 2011; Matsuda & Gobel, 2004; Park, 2014). 
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Horwitz (2016) stressed the significance of these studies by claiming that clarifying the 

underlying facets of foreign language anxiety helps researchers better understand the nature of 

this concept and helps teachers to provide specific support to their anxious students. However, 

these studies came up with different factors and constituent items. Park (2014) attributed the 

inconsistency in these findings to three reasons. First, these studies were conducted under a 

false premise that foreign language anxiety is composed of communication apprehension, test 

anxiety, and fear of negative evaluation, which were only suggested as analogies for foreign 

language anxiety by Horwitz et al. (1986). Second, when conducting factor analysis, previous 

studies made a “subjective judgement in factor rotation and labelling” (p. 264). Third, different 

versions of translations of the scale could cause inconsistent results. These points were later 

endorsed by Horwitz (2016). However, one crucial point Park (2014) failed to mention is that 

a majority of the previous studies used Principal Component Analysis, a data reduction 

technique, to identify the latent construct. This could lead to false results because Principal 

Component Analysis yields a composite of components that explain as much variance of the 

data, while it is Exploratory Factor Analysis that generates latent underlying factors by 

observed data that share common variance (Preacher & MacCallum, 2003).  

In the present study principal axis factoring analysis with oblique rotation was undertaken with 

the aim of identifying latent factors of foreign language anxiety among the target group of 

Chinese English learners. Three factors were recognised – ‘speaking anxiety in English classes’, 

‘anxiety about English classes’, and ‘emotions relating to English classes’. The three factors 

explained 46% of the variance.  

The first factor, ‘speaking anxiety in English classes’, accounted for the largest amount of 

variance (23%). A commonality of the constituent items is that they depicted various anxiety-

inducing circumstances in which learners need to speak up in an English class, such as 

answering an impromptu question, being called on by teachers, volunteering answers, speaking 

in front of peers, etc. Compared with Factor One, the ‘speaking up’ component featured 

negligibly in Factor Two ‘anxiety about English classes’. Rather, most of the items described 

learners’ anxiety about their English classes in general. That is to say, for this group of learners, 

their anxiety in relation to the English classes and their anxiety regarding speaking in English 

classes are conceptually different. This is not hard to comprehend in that their English classes 

did not follow a communicative language syllabus. On the contrary, their English classes were 

heavily reliant on grammatical and vocabulary instruction. Therefore, their anxiety in English 

classes is quite likely to concern memorising complicated grammatical rules or English words, 
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instead of giving an English speech. In comparison, Park’s (2014) study did not reveal a 

distinction between the anxiety of speaking in English classes and anxiety in the English classes. 

One possible explanation is that his participants were recruited from English conversation or 

composition course in a Korean university, and primarily majored in English or international 

cultural studies, hence their English classes tended to have a stronger focus on speaking 

activities. Factor Three, ‘emotions relating to English classes’, characterised the motivational 

dimension of foreign language anxiety. The three items constituting this factor were regarding 

learners’ willingness or reluctance to attend their English classes. This finding was not 

surprising because two of the items (Items 5 and 17) formed a factor labelled ‘negative attitudes 

toward the Japanese class’ in Aida (1994), and ‘negative attitudes towards the English classes’ 

in Mak (2011), although the factors were determined by a different statistical mechanism 

(Principal Component Analysis and Varimax rotation). Factor Three indicates the connection 

between decreased motivation and anxiety. L2 learners might develop negative emotions and 

attitudes towards foreign language classes, considering that adult foreign language learners’ 

self-esteem is vulnerable to the awareness that, in an L2 environment, they could not function 

as competent communicators in the same way as they could when speaking their own first 

language (Horwitz et al., 1986). Noteworthy is that the causal relationship between decreased 

motivation and anxiety remains uncertain. Aida (1994) argued that language anxiety develops 

as a result of negative experiences that students have had. However, the causal relationship 

between the two requires a much more comprehensive structural equation model which is 

beyond the scope of the present study.  

In terms of trait anxiety, two factors emerged from the data – ‘positive self-perception’ and 

‘negative self-perception’. The former consisted of the items depicting the self-perceived 

positive personality; the latter comprised of the items describing one’s predisposition to 

negatively perceived self. The discussion of trait anxiety itself is not of major concern because 

I am more interested in its interaction with foreign language related situations. Based on this 

consideration, the role of trait anxiety is discussed in detail in the models comprising trait 

anxiety, foreign language anxiety, and task anxiety. 

6.10 The anxiety models 
The exploratory factor analysis of the composite data of foreign language anxiety, task anxiety, 

and trait anxiety generated a five-factor solution. The factors were ‘language-related anxiety’, 

‘speaking anxiety in English classes and anxiety about English classes’, ‘trait anxiety’, ‘anxiety 

reliefs’, and ‘emotions relating to English classes’. Among them, ‘language-related anxiety’ 
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and ‘anxiety reliefs’ remained as two factors of task anxiety; ‘speaking anxiety in English 

classes’ and ‘anxiety about English classes’ merged as one factor labelled ‘speaking anxiety in 

English classes and anxiety about English classes’; ‘positive self-perception’ and ‘negative 

self-perception’ were combined as ‘trait anxiety’. In other words, task anxiety, foreign 

language anxiety, and trait anxiety maintained their conceptual independence in the composite 

data.  

6.10.1 The relationship between trait anxiety, foreign language anxiety, and task anxiety 

The relationship between trait anxiety, foreign language anxiety, and task anxiety was 

manifested in two models. In the first model, trait anxiety was a significant predictor of 

speaking anxiety in English classes and L2 learners’ anxiety about their English classes (R2 = 

0.287); the latter further significantly predicted L2 learners’ anxiety in relation to language 

barriers during the task (R2 = 0.396). As explained in the results chapter, trait anxiety could 

predict learners’ language-related anxiety during the task significantly in a model where only 

the two types of anxiety were present (R2 = 0.207). However, the influence of trait anxiety on 

language-related anxiety was weakened substantially when speaking anxiety in English classes 

and anxiety about English classes took effect. That is to say, trait anxiety only had an indirect 

influence on language-related anxiety during a task. In the second model, trait anxiety 

significantly predicted learners’ emotions relating to English classes (R2 = 0.244).  

These two models have important implications for our understanding about the intricate 

associations between the three types of anxiety. First, the shaping role that trait anxiety plays 

in foreign language anxiety cannot be neglected. Theoretically, MacIntyre and Gardner (1991b, 

p. 90) claimed that situation specific anxiety such as foreign language anxiety, “can be seen as 

trait anxiety limited to a given context”. Previous empirical evidence also demonstrated that 

trait anxiety measured by the State -Trait Anxiety Inventory (Spielberger, 1984) and foreign 

language anxiety measured by the Foreign Language Classroom Anxiety Scale (Horwitz et al., 

1986) were significantly correlated (Chiang, 2010; Horwitz, 1986). In the present study, the 

association between the two types of anxiety was more substantial in magnitude (β = 0.524 for 

model one, β = 0.494 for model two, r = 0.339 in Chiang (2010), and r = 0.29 in Horwitz 

(1986)). More importantly, the direction of the associations was pinpointed in this study, 

verifying the predictive power of trait anxiety in foreign language anxiety. This result implies 

that this group of learners were more susceptible to their propensity for anxiety. It seems that 

the more proneness to anxiety they possess in their personality, the more likely they would 

experience anxiety in English classes, and the more negative emotions they tended to develop 
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toward English classes. Second, learners’ speaking anxiety in English classes and anxiety about 

English classes heavily influenced their language-related anxiety during the task. To elucidate 

this point, Bronfenbrenner’s (1979) nested ecosystems model needs to be referred to. There are 

four nested systems in his model – microsystem, mesosystem, exosystem, and macrosystem. 

Microsystem and mesosystem are relevant to the present study and are discussed here. 

According to Bronfenbrenner (1979), microsystem refers to the most immediate situation or 

context in which a person is situated. The next layer, mesosystem, concerns a variety of 

occasions a person has participated in before. From an ecological perspective, a behaviour 

needs to be investigated in both contexts that mutually interact with each other. That is to say, 

when a learner is doing an English oral task (microsystem), his past negative experiences in 

relation to English classes (mesosystem) tend to have a bearing on the ongoing event. Gkonou 

(2017) listed examples of previous experiences that negatively influenced learners’ present 

mind set, such as language tutors’ unsupportive attitude, failure in formal examinations, and 

low self-esteem in speaking English stemming from interpersonal interactions. In the present 

study, the participants devoted most of the time allocated for studying English to preparing for 

the CET examinations. Due to a lack of practice of oral English, they found it impossible to 

even open their mouths when they were asked to speak in English classes. These negative 

experiences can be especially embarrassing for adult learners who are competent 

communicators in their first language, and thus cast a shadow on their present attempt – doing 

an English oral task.   

As discussed in section 6.5.2, for this group of participants, their L2 motivation and task 

motivation were mutually exclusive. In stark contrast to the motivational landscape, anxiety at 

broader level (i.e., trait anxiety and foreign language anxiety) could be readily transmitted to 

micro level (i.e., task anxiety). Taken together, compared with motivation, anxiety seemed to 

be a more contagious affective state that could be spread among various situations.  

6.10.2 The task anxiety model 

In the task anxiety model, learners’ language-related anxiety during the task was significantly 

correlated with their anxiety aroused by the there-and-then environmental stimuli and task 

features. This means, high language-related anxiety and high environmental and task-related 

anxiety went hand in hand. If learners tended to feel anxious when they ran into problems in 

terms of vocabulary, sentences, etc., they had a proneness to sensitivity for the surrounding or 

the classroom atmosphere, and vice versa. This finding sets a high standard for teachers and 

task-based curriculum developers. To minimise learners’ anxiety levels, teachers need to 
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provide timely support and assistance when learners fail to retrieve linguistic resources to 

proceed with the task. Meanwhile, a relaxing classroom atmosphere, teachers’ friendly and 

supportive attitude, and a mild focus on evaluation of performance are favourable for creating 

a less anxiety-provoking learning environment. The curriculum developers’ share of duties lies 

in designing tasks with clear structures and less ambiguity. The benefit of clear structures on 

task performance has been demonstrated by Wang and Skehan (2014). The current study has 

added an emotional dimension to the finding, that is, it is apparent that a clear task structure 

also relieves learners’ anxiety.  

What is noteworthy is that, in the above models, some items within the same factor were 

significantly correlated with each other. Adding these covariance to the models substantially 

improved the model fits. Most of the covariance was found within ‘language-related anxiety’. 

This indicated that different aspects of one’s oral competency, e.g., vocabulary, grammar, and 

pronunciation, are interdependent parts of one’s entire oral competency system. If participants 

had difficulties in one aspect, they would be likely to encounter problems in other aspects. 

Previous studies mostly reported insufficient vocabulary as the culprit of anxiety when learners 

were doing an oral task. The present study has demonstrated that it was the interplay between 

different aspects of language that caused anxiety.  

6.10.3 Summary  

The present study established three small anxiety models with satisfactory fit indices. They 

shed light on the mutual relationship between three types of anxiety – trait anxiety, foreign 

language anxiety, and task anxiety. However, this should not be taken as counterevidence of a 

more comprehensive anxiety model. Future studies with a larger number of participants might 

incorporate the three small models into one big anxiety model.  

6.11 The conceptualisation of task anxiety  
Taken as a whole, task anxiety refers to task takers’ affective states and physiological reactions 

in relation to anxiety when they confront with various language-related, environmental, or task-

relevant stimuli during task completion or when the worrisome thoughts of the upcoming task 

preoccupy their mind (Section 5.2.1). It is inherently a form of state anxiety because its 

intensity is subject to a moment-by-moment fluctuation (Section 5.2.2). It is conceptually 

distinguishable from foreign language anxiety and trait anxiety, while receives direct influence 

from foreign language anxiety and indirect influence from trait anxiety (Section 5.2.3). 
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6.12 The predictive power of individual difference variables on task 

performance  
Motivation, anxiety, and working memory represent the motivational, affective, and cognitive 

aspects of individual difference respectively. To my knowledge, however, no previous studies 

have explored how they predicted L2 learners’ oral task performance together in one study. 

Therefore, due to the lack of availability of previous empirical studies for reference, it is not 

possible to compare results from this study with different populations. 

6.12.1 Interpretation of the regression models 

The 14 individual difference variables (i.e., ‘attitudes toward the task’, ‘efforts toward the task’, 

‘ideal L2 self’, ‘positive attitudes toward English learning experience’, ‘parental and curricular 

coercion’, ‘importance of English in winning others’ respect’, ‘language-related anxiety’, 

‘anxiety reliefs’, ‘speaking anxiety in English classes and anxiety about English classes’, 

‘emotions relating to English classes’, ‘trait anxiety’, ‘non-word span’, ‘listening span’, and 

‘CET 4’) accounted for 5.1% to 44% of the variance of task performance, implying that the 

individual difference variables investigated in this study were limited in predicting learners’ 

task performance. However, despite the low predictability, it can be seen from the regression 

models (See section 5.3.2 for the regression models) that each index of task performance was 

significantly correlated with at least one individual difference variable.  

For the lexical variety index ‘D’, ‘speaking anxiety in English classes and anxiety about 

English classes’ was negatively correlated with it (b = -2.114 (-3.898, -0.330), p = 0.021). That 

means, the more speaking anxiety learners experienced in their English classes or the more 

anxious they were about their English classes, the less variety of words they used in the task. 

The anxiety associated with the speaking activities and the anxiety toward attending English 

classes seemed to occupy their mental capacity and deprived them of opportunities to input a 

wide variety of words during English classes, which probably accounted for a smaller lexical 

resource pool that L2 learners could resort to during the task.   

For the lexical sophistication indices, they were mostly correlated with a mixed bag of 

individual difference variables, except that ‘New GSL 500’ had only one predictor – ‘anxiety 

reliefs’ (b = -16.435 (-31.535, -1.335), p = 0.033), indicating that the amount of the most 

frequently used words was heavily influenced by the anxiety stemming from the environment 

where the task was conducted or the task features. ‘New GSL 1000’ had the most predictors 

among the four lexical sophistication indices – ‘efforts toward the task’ (b = 1.756 (0.802, 
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2.709), p < 0.001) , ‘language-related anxiety’ (b = -1.554 (-2.404, -0.703), p < 0.001), ‘trait 

anxiety’ (b = -0.936 (-1.805, -0.067), p = 0.035), and ‘non-word span 1’ (b = 1.500 (0.712, 

2.288), p < 0.001). It was positively correlated with learners’ intended efforts toward the task 

and their phonological short term memory, but negatively correlated with the reported anxiety 

relating to the language difficulties during the task and their trait anxiety. This means that if 

participants had a larger phonological short-term memory or exerted a large amount of effort 

to do the task, they would use more New GSL 1000 words; on the contrary, if they had higher 

trait anxiety or experienced more language-related anxiety during the task, they tended to use 

less New GSL 1000 words. In other words, the amount of New GSL 1000 words participants 

used was affected by both emotions relating to the immediate context and the relatively more 

stable memory and personality traits. Unlike New GSL 1000, the less frequent vocabulary pool 

– New GSL 2500 seemed to be only subject to two relatively stable variables – ‘CET 4’ (b = 

0.061 (0.008, 0.115), p = 0.025) and ‘trait anxiety’ (b = -1.886 (-3.428, -0.345), p = 0.017). 

This indicated that the amount of New GSL 2500 words participants used were largely 

dependent on their English proficiency and their anxiety proneness. ‘New GSL Offlist’ was 

positively correlated with ‘efforts toward the task’ (b = 3.558 (1.291, 5.826), p = 0.003) and 

negatively correlated with ‘non-word span 2’ (b = 3.674 (1.812, 5.540), p <0.001). From the 

above discussion, it can be generally concluded that the usage of the words with high frequency 

tended to be influenced by the individual difference variables associated with the immediate 

context (task); and the usage of the words with low frequency tended to be related to the 

relatively steady variables – trait anxiety, English proficiency, or phonological short-term 

memory.  

Learners’ syntactic complexity was measured by ‘mean length of AS unit’ and ‘subordination’. 

The individual difference variables that predicted both indices included ‘attitudes toward the 

task’, ‘language-related anxiety’, and ‘listening span 1’. Task anxiety was negatively correlated 

with syntactic complexity. More specifically, the more anxious learners were during the task, 

the less complicated utterances they produced. However, counterintuitively, task motivation 

and central executive were also negatively correlated with syntactic complexity. That is to say, 

the more learners were motivated to do the task, the less complicated sentences they produced; 

the larger central executive learners had, the less complicated sentences they produced.  

This finding would make more sense if attention was paid to the predictors of accuracy 

measures. One accuracy measure, ‘number of errors per minute’ was negatively correlated with 

‘listening span 1’ (b = -0.449 (-0.821, -0.077), p = 0.019), indicating that the larger central 
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executive learners had, the less errors they made per minute. The other accuracy measure 

‘percentage of error-free AS unit’ was positively correlated with ‘attitudes toward the task’ (b 

= 0.094 (0.058, 0.129), p < 0.001) and ‘listening span 1’ (b = 0.019 (0.001, 0.037), p = 0.039), 

implying that stronger task motivation and larger central executive came with more error-free 

AS units.  

Taken as a whole, for participants with stronger motivation to complete the task and bigger 

central executive, their attention allocated to accuracy and complexity seemed to compete with 

each other. It was very difficult for learners to produce more accurate and syntactically more 

complicated sentences at the same time, even when they were passionate about completing the 

task. In other words, a ‘trade-off’ existed between accuracy and complexity. In this case, the 

learners prioritised making fewer errors over producing more complicated sentences.     

For the three indices of fluency – ‘speech rate A’, ‘speech rate B’, and ‘pause length’, all of 

them were significantly correlated with ‘language-related anxiety’.  ‘Speech rate A’ (b = -0.111 

(-0.183, 0.000), p = 0.003) and ‘speech rate B’ (b = -0.078 (-0.138, -0.0190, p = 0.011) were 

negatively correlated with task anxiety; ‘pause length’ was positively correlated with task 

anxiety (b = 0.039 (0.015, 0.063), p = 0.002). That is, the more anxious learners were during 

the task due to language problems, the slower they spoke and the longer they paused.  

6.12.2 Task anxiety and task performance 

On the basis of the interpretation of the regression models, it can be concluded that when 

language-related obstacles came up during the task, the anxious learners’ task performance was 

impaired primarily in terms of lexical sophistication, syntactic complexity, and fluency. 

Previous empirical studies demonstrated less significant associations between task anxiety and 

task performance. For example, Robinson (2007) measured task anxiety via the Input, 

Processing, and Output Anxiety (IPOA) scales and calculated the correlations between IPOA 

and task performance among 42 Japanese university students. He found that only output 

anxiety was negatively correlated with syntactic complexity measured by clauses per C unit. 

Trebits (2014) also used IPOA scales to measure task anxiety and discovered the facilitative 

role of processing anxiety on lexical diversity and syntactic complexity, and the debilitative 

effect of output anxiety on accuracy among 44 secondary school Hungarian students. Révész 

(2011) measured task anxiety using the Language Use Anxiety scale among 43 ESL learners 

from an intensive English course in the Community English Program of a university in New 

York. The results showed that task anxiety was not significantly correlated with any task 
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performance indices. Overall, it seemed that task anxiety had a more significant bearing on 

learners’ task performance when it was measured by the instrument exclusively designed for 

this purpose. A possible explanation is that the task anxiety questionnaire used in the present 

study effectively captured the intricacy of the task that caused anxiety. Foreign language 

anxiety might be a crucial predictor of longitudinal learning performance, rather than one-off 

task performance.  

6.12.3 Task motivation and task performance 

Learners who held positive attitudes toward the task tended to pay more attention to producing 

more accurate speeches. Due to the ‘trade-off’ effect between accuracy and complexity, the 

syntactic complexity of the speeches was sacrificed. Kormos and Dörnyei (2004) found less 

correlation between task motivation and task performance among 44 Hungarian secondary-

school students. The only one index of task performance that showed significant correlation 

with task motivation was lexical richness23. In their study, task motivation was measured by 

three items characterising the general attitudes learners had toward the task. Similar to task 

anxiety, it is speculated that the subtleties of the task that could cause motivational changes 

during the task were not captured by the three items, thus they displayed less associations with 

task performance.  

6.12.4 Working memory and task performance 

Although phonological short-term memory was not influential in task performance, central 

executive, in comparison, had a marked influence on complexity and accuracy. Those who had 

larger central executive achieved better accuracy but sacrificed syntactic complexity due to the 

‘trade-off’ effect. However, at this stage it is impossible to draw a conclusion about the role of 

the central executive based on existing empirical evidence because the correlations between 

central executive and task performance vary from study to study. For example, based on 44 

Hungarian secondary school students’ data, Kormos and Trebits (2011) found no significant 

correlation between working memory measured by the backward digit span test and task 

performance in an attentionally taxing task, but working memory was significantly correlated 

with syntactic complexity measured by clause length and subordination in a task with low 

complexity. Weissheimer and Mota (2009) measured 32 Brazilian university students’ working 

memory using the speaking span test and found a significant correlation between working 

                                                 
23 Lexical richness was measured by Uber index. The formula is as the follows: Uber index = (logTokens)2/(logTokens – 
logTypes) 
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memory and accuracy and complexity24. A possible explanation of the inconsistent results is 

that too many variables might have interfered with the correlations. First, among these studies 

working memory was measured by different tests, and learners’ task performance was 

measured using different indices. What makes the matter even more complicated is that these 

studies were carried out among different populations who undertook different tasks with 

different cognitive complexity. Therefore, it is not yet justifiable to make generalisations on 

this matter.  

6.12.5 Summary 

This study takes the initiative to explore the role of individual differences contextualised at 

both macro (i.e., trait and foreign language learning) and micro (i.e., task completion) levels. 

Taken together, it can be argued that L2 learners’ motivation and anxiety at task-level seemed 

to outweigh those at the L2-level and trait-level in predicting task performance. That is to say, 

the quality of task performance was somewhat subject to emotions or attitudes relating to the 

immediate environment in which the task was carried out. The indirect contexts of the task, i.e., 

foreign language classrooms and personality, seemed to have less bearing on task performance. 

Besides, two L2 motivation factors, ‘importance of English in winning others’ respect’ and 

‘parental and curricular coercion’, played no role in predicting task performance. They were 

not significantly correlated with any index of task performance. This indicated that learners in 

this study did not think about gaining the approval of their important others or what their 

parents and school expect them to achieve when they were completing the task. 

The conclusion chapter will consider the implications of the results, and discuss the limitations 

of the present study and suggestions for future studies.    

 

 

 

 

 

                                                                     

                                                 
24 The complexity measure that was significantly correlated with working memory was the number of dependent 
clauses per minute.  
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7. Conclusion 
This chapter reviews, first, the aims and the design of the study, followed by the summary of 

the key findings and a consideration of the pedagogical implications for teachers and 

curriculum developers. The limitations of the study and the implications for further research 

are assessed. 

7.1 Aims of the study 
Individual difference is an increasingly important subject in second language acquisition. 

Rather than stable individual traits, research regarding the situational complexity of individual 

difference has been advocated (Dörnyei, 2005b; Niżegorodcew, 2012). This study thus mainly 

explored motivation, anxiety, and working memory, three individual difference variables that 

have attracted much attention in applied linguistics, in the most situated manner – a task 

completion context. The primary objective of this study was to explore the relationship between 

the two types of motivation, i.e., task motivation and L2 motivation, and the association 

between the three types of anxiety, i.e., task anxiety, trait anxiety, and foreign language anxiety. 

The secondary aim of the study was to investigate the effect of motivation, anxiety, and 

working memory on learners’ oral task performance.  

7.2 Design of the study 
The study was carried out in two phases, the preliminary study and the main study. The 

preliminary study aimed to investigate task motivation and task anxiety by means of interviews 

with the target population. In this phase, 37 participants who completed the task successfully 

were interviewed regarding their perceptions of the task and their reflections on their 

motivational and anxiety fluctuations during the task completion process. They also undertook 

a stimulated recall of their motivational/anxiety changes during the task. The interviews and 

the stimulated recalls were transcribed and coded in themes relating to task motivation and task 

anxiety. Each theme was then developed into a questionnaire item. The two questionnaires, 

created on the basis of the data from the interviews and the stimulated recalls, were used for 

data collection among a larger population in the main study.  

In the main study, the motivation, anxiety, and working memory of 96 participants were 

operationalised by a series of questionnaires and tests, i.e., the L2 motivation questionnaire, 

the task motivation questionnaire, the Foreign Language Classroom Anxiety Scale, the Trait 

Anxiety Inventory, the task anxiety questionnaire, the Non-word Span test, and the Listening 

Span test. Among the 96 participants, 35 randomly selected participants were video-recorded 
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during story-telling, and each of them undertook a stimulated recall of their motivational or 

anxiety fluctuations while watching their own video of task performance. Every time a 

participant paused the video, a comment on the there-and-then motivational/anxiety status was 

provided; a rating of the motivational/anxiety level was also given. The stimulated recalls were 

conducted with the aim of further elucidating the quantitative findings from the questionnaires.  

To identify the underlying facets of task motivation and task anxiety, exploratory factor 

analyses were conducted; to map the relationship between the two types of motivation – L2 

motivation and task motivation, and the association between the three types of anxiety – foreign 

language anxiety, trait anxiety, and task anxiety, structural equation modelling was carried out; 

the roles of the individual difference variables on various aspects of task performance (i.e., 

complexity, accuracy, and fluency) were investigated through a series of multiple regression 

analyses.  

7.3 Summary of the key findings 
In this section, the main findings for each research question are summarised.  

RQ1. What is the nature of task motivation? 

a. What are the underlying facets?  

b. What is its relationship with L2 motivation? 

c. What are the patterns and triggers of its fluctuation? 

Three underlying facets of the task motivation construct were identified through exploratory 

factor analysis. They were ‘positive attitudes toward the task’, ‘negative attitudes toward the 

task’, and ‘task as a diagnostic tool’. They accounted for 17%, 16%, and 12% of the total 

variance respectively.  

The exploratory factor analysis of the composite dataset of task motivation and L2 motivation 

revealed six factors – ‘attitudes toward the task’, ‘ideal L2 self’, ‘positive attitudes toward 

English learning experience’, ‘importance of English in winning others’ respect’, ‘parental and 

curricular coercion’, and ‘efforts toward the task’. Since the task motivation factors and L2 

motivation factors were still separate, it was concluded that task motivation is a conceptually 

different construct from L2 motivation.  

The present study did not support a model including task motivation and L2 motivation, which 

re-confirmed that task motivation and L2 motivation were two distinct constructs. Instead, a 

task motivation model was built in which the two task motivation factors – ‘attitudes toward 
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the task’ and ‘efforts toward the task’ – were underlain by a second-order latent variable, i.e., 

‘task motivation’; a L2 motivation model was established in which ‘ideal L2 self’, ‘importance 

of English in winning others’ respect’, and ‘parental and curricular coercion’ predicted 

‘positive attitudes toward English learning experience’.  

On the basis of 18 participants’ stimulated recall rating scales of task motivation, it was found 

that the patterns clustered around two types: ‘the flat pattern’ in which task motivation 

generally remained constant and ‘the rollercoaster pattern’ in which task motivation went 

through ups and downs. In general, the participants’ motivation maintained a high level and 

did not fluctuate drastically, despite slight oscillations. ‘Watching the cartoon’ and ‘telling the 

story’ were two marked stages. The former had the most comments regarding motivational 

increase and the highest average rating (7.28); while the largest number of comments 

concerning motivational decrease and the lowest average rating (6.18) were related to the latter. 

As regards the triggers of motivational change, each stage featured different variables. In 

particular, the enjoyment associated with watching the cartoon episode served as the strongest 

driver of the upward force; the decrease of motivation was primarily caused by the difficulty 

in various aspects of language the participants encountered while they were telling the story.  

RQ2. What is the nature of task anxiety? 

a. What are the underlying facets? 

b. What is its relationship with foreign language anxiety and trait anxiety? 

c. What are the patterns and triggers of its fluctuation? 

Three factors of task anxiety were identified – ‘language-related anxiety’, ‘anxiety-reliefs’, and 

‘setting-related anxiety’. They accounted for 34%, 8%, and 7% of the total variance 

respectively.  

Five factors were identified through the exploratory factor analysis of the composite dataset of 

task anxiety, foreign language anxiety, and trait anxiety. They were ‘language-related anxiety’, 

‘speaking anxiety in English classes and anxiety about English classes’, ‘trait anxiety’, ‘anxiety 

reliefs’, and ‘emotions relating to English classes’. Since the factors of task anxiety were 

separate from the factors of foreign language anxiety and trait anxiety, it was concluded that 

task anxiety is conceptually distinct from foreign language anxiety and trait anxiety.  

Three models shed light on the intricate relationships between the three types of anxiety, i.e., 

task anxiety, foreign language anxiety, and trait anxiety. In the first model, trait anxiety 
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predicted foreign language anxiety directly; meanwhile foreign language anxiety predicted task 

anxiety directly. In the second model, trait anxiety predicted the emotions relating to English 

classes. The third model depicted the relationship between the two task anxiety factors, i.e., 

‘language-related anxiety’ and ‘anxiety reliefs’; they were significantly correlated.  

Based on 17 participants’ stimulated recall rating scales of task anxiety, two patterns were 

revealed: ‘the climbing pattern’ in which anxiety kept increasing until the task was completed 

and ‘the falling-climbing pattern’ in which anxiety decreased while the cartoon was playing 

and went up again when the planning started. On average, an upward trend of anxiety was 

observed. The average rating went all the way from 2.18 (‘entering the lab’) to 5.83 (‘telling 

the story’). As regards the number of comments, those regarding the increase of task anxiety 

was almost three times as many as the decrease of task anxiety. The most comments regarding 

task anxiety increase occurred during story-telling. Similar with the main instigator of 

motivational decrease, the increase of anxiety was mostly due to language-related difficulties 

participants encountered during task completion.  

RQ3. How do the individual difference variables (i.e., motivation, anxiety, working memory, 

and L2 proficiency) predict L2 learners’ oral task performance? 

To some extent, the participants’ task performance could be predicted by the individual 

difference variables investigated in the present study. It can be seen that not all of the individual 

difference variables remained in the regression models; and the predictive power of the 

individual difference variables on different aspects of task performance varied, ranging from 

5.1% to 44% (adjusted R2).  

The only variable that was significantly correlated with the index measuring lexical diversity 

‘D’ was ‘speech anxiety in English classes and anxiety about English classes’. It explained 6.5% 

of the variance. The variables that were significantly correlated with the indices of lexical 

sophistication, i.e., ‘GSL 500’, ‘GSL 1000’, ‘GSL 2500’, ‘GSL Offlist’, included ‘anxiety 

reliefs’, ‘efforts toward the task’, ‘language-related anxiety’, ‘trait anxiety’, ‘non-word span 1’, 

‘non-word span 3’, and ‘CET 4’. The variance ranged from 5.1% to 32.2%. It can also be 

generally concluded that the usage of the high frequency words tended to be influenced by the 

individual difference variables associated with the immediate context (task); the usage of the 

low frequency words tended to be related to the relatively stable variables – trait anxiety, 

English proficiency, or phonological short-term memory. 
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Compared with lexical diversity and lexical sophistication, a larger proportion of syntactic 

complexity was predicted by the individual difference variables. 34.2% of the variance of 

‘mean length of AS unit’ was explained by ‘attitudes towards the task’, ‘ideal L2 self’, 

‘language-related anxiety’, ‘emotions relating to English classes’, ‘non-word span 2’ and 

‘listening span 1’; 44% of the variance of ‘subordination’ was accounted for by ‘attitudes 

toward the task’, ‘language-related anxiety’, the quadratic term of ‘trait anxiety’ and ‘listening 

span 1’. The individual difference variables that predicted both indices were ‘attitudes toward 

the task’, ‘language-related anxiety’, and ‘listening span 1’. 

One of the accuracy indices ‘number of errors per minute’ was significantly associated with 

‘positive attitudes toward English learning experience’, ‘language-related anxiety’, ‘emotions 

relating to English classes’, and ‘listening span 1’; 15.6% of the variance of ‘number of errors 

per minute’ was accounted for by these variables. The other accuracy index ‘percentage of 

error-free AS unit’ was significantly correlated with ‘attitudes toward the task’, ‘trait anxiety’, 

and ‘listening span 1’; 32.4% of the variance of ‘percentage of error-free AS unit’ was 

explained by these variables. ‘Listening span 1’ predicted both indices of accuracy. 

Interestingly, central executive operationalised by the listening span test was positively 

correlated with accuracy, but negatively associated with syntactic complexity, indicating a 

trade-off between accuracy and complexity among the participants who had larger central 

executive.  

Among the three indices measuring fluency, ‘speech rate A’ was significantly correlated with 

the most variables – ‘positive attitudes toward English learning experience’, ‘language-related 

anxiety’, ‘non-word 1’, and ‘listening span 1’, accounting for 20.7% of the variance of ‘speech 

rate A’; 15.9% of the variance of ‘speech rate B’ was explained by ‘positive attitude toward 

English learning experience’, ‘language-related anxiety’, and ‘emotions relating to English 

classes’; 16.8% of the variance of ‘pause length’ was accounted for by ‘ideal L2 self’ and 

‘language-related anxiety’. Since ‘language-related anxiety’ was significantly correlated with 

the three fluency indices, it was considered as extending a stabilising influence on fluency.  

7.4 Pedagogical implications 
The results of the present study have broadened our understanding of individual difference at 

both a task level and L2/trait level. An increased knowledge of L2 learners’ motivational status 

and anxiety during task completion would benefit teachers or TBLT/TSLT curriculum 

developers, not to mention students.  
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7.4.1 Keeping the tasks motivating 

Findings of the present study offer suggestions to keep the tasks motivating for students. First, 

teachers do not need to hesitate to incorporate tasks into their English classes, because for 

students who have been attending traditional forms-focused classes the novelty brought by task 

completion can be quite motivating. In particular, due to scarce English speaking opportunities, 

students have insufficient knowledge of the strengths and weaknesses of their oral English 

proficiency. Therefore, they tend to be motivated by a desire to self-evaluate their oral English 

proficiency through doing tasks.  

Second, since students can easily be frustrated by the language barriers they encounter while 

completing the tasks, curriculum developers should be mindful of the difficulty of tasks, 

especially the language difficulty, such as vocabulary required to complete the task. One 

recommendation might be to attach a keyword list to the task materials. If the students still find 

the tasks beyond their capacity, foreign language teachers are encouraged to provide adequate 

and timely support or assistance, such as a demonstration of completing the task. Also 

interactions between the students (e.g., group work) and between teachers and students (e.g., 

teachers’ feedback on students’ performance) are favourable in lifting students’ motivation for 

attending TBLT classes.   

Third, it is also suggested that the content of the task should be fun and entertaining for the 

students (Dörnyei, 2001). The results of the present study revealed that enjoyment of watching 

the cartoon episode attributed the most to motivational increase. Therefore, teachers and 

curriculum developers are suggested to investigate the interests and concerns of the target 

population before designing or implementing a task.  

7.4.2 Arousing the enthusiasm for English learning 

It has been found that English learning experiences in school plays a pivotal role in students’ 

L2 motivation, in particular, in students’ intended effort to learn English. Therefore, teachers 

should make efforts to create a positive and supportive learning atmosphere so that students 

can enjoy and benefit the most from the learning process.  

Meanwhile, to boost students’ motivation in learning English, teachers should guide them to 

envision the images of ideal self in future English communicating scenarios. Activities such as 

role play of competent users of English or writing an essay on the subject of ‘what would I 

look like as a successful English speaker’ could facilitate this purpose, which further mediates 

their learning behaviours (Yashima, 2009).  
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It is also worth pointing out that teachers should pay special attention to the students who learn 

English due to a fear of failing the course or disappointing their parents. Although they seem 

to be highly motivated, the negative mind set could have an adverse effect on their general 

motivation to learn the language in the long term. Teachers should encourage these students to 

explore their intrinsic motivation for the language and the culture.  

7.4.3 Introducing tasks to low achievers 

Teachers are recommended to introduce tasks to students with low achievement who tend to 

be less motivated to learn English. This study has revealed that students’ motivation to learn 

English would exert little influence on their desire for a task. It is quite possible that students 

who have lost interest in learning English would engage in an appropriately designed and 

implemented task. In other words, a task-based or task-supported approach could be the 

solution to reignite the enthusiasm of the students who have been upset about learning English 

in traditional (form-oriented) English classes.  

7.4.4 Relieving students’ anxiety during task completion 

Teachers and TBLT/TSLT curriculum designers should be aware that the language difficulties 

of a task could not only demotivate students, they are also the culprit of anxiety. To relieve 

students’ anxiety, curriculum developers should provide them with abundant linguistic 

resources that students can refer to during task completion; teachers can also arrange students 

in pairs or groups so that they could draw on each other’s knowledge to complete the task. 

This study also showed that students’ lack of confidence or worry about future tasks also cause 

anxiety. Teachers need to realise the importance of cultivating students’ self-confidence or the 

training of students’ stress-coping strategies in English classes.  

Another suggestion is to adopt a soft criterion for the evaluation of task performance. Rather 

than giving students a ‘pass’ or ‘fail’ for their task performance, it is suggested that teachers 

should comment on their task performance objectively, and keep track of students’ progress 

over a long period, e.g., a semester. In this way, students would not associate their task 

performance with any serious consequence. Besides, this approach of evaluation can facilitate 

students to look at their performance from a positive stance, and would relieve their 

psychological burden while completing the task.  

7.4.5 Taking note of students’ personality 

It is advised that teachers should be mindful of students who demonstrate anxiety proneness in 

their personality, because according to the findings of the present study trait anxiety partly 
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accounts for the anxious feelings students experience in English classes, which in turn having 

an ramification on students’ anxiety during task completion. In this sense, establishing a 

‘personality profile’ (MacIntyre, Clement, Dörnyei, & Noels, 1998) for each student is 

recommended.   

7.5 Limitations 
There are five limitations to this research that could be improved on in future studies. The first 

one is the timing of conducting stimulated recalls. In both the preliminary study and the main 

study, the stimulated recalls were not conducted immediately after task completion. Although 

according to Bloom (1954) (as cited in Gass & Mackey, 2016), within two days of the event 

the accuracy rate of recalling can reach 95%, stimulated recalls should ideally be conducted 

right after participants complete the task. A lack of immediacy would run the risk of 

undermining recalling accuracy because learners’ memory would be diluted as time passes by. 

Besides, the interviews conducted prior to the stimulated recalls might have affected 

participants’ autonomy in deciding the thoughts they would verbalise.  

The second limitation is the absence of a priori decision of sample size. Exploratory factor 

analysis and structural equation modelling are two major statistical analyses conducted in this 

thesis. Although there is no consensus on the requirement of the sample size, it is normally 

believed that, for both analyses, the larger the sample, the more accurate solutions or models 

could be obtained. Costello and Osborne (2005) suggested a rule-of-thumb subject-to-item 

ratio of 10:1 for exploratory factor analysis. The participant to questionnaire item ratios in this 

research are about 2:1. Kline (2011) mentioned a sample size of 200 for structural equation 

modelling, which exceeds the number of participants recruited in this study. Only 96 

participants were recruited because of the practical difficulty encountered during the 

recruitment. Specifically, the design of the study requires participants’ great commitment to 

the research (participants needed to go to the computer lab twice on a weekend day and go 

through a number of questionnaires, tests, and the task), which made it difficult to have a larger 

sample.     

Third, the study did not pilot the questionnaires among a group of students before implementing 

them in the main study. The task motivation questionnaire and the task anxiety questionnaire 

were developed from the interviews with 37 students. It would have been ideal to have tested 

the questionnaires on a sample of people who are similar to the target population. In this study, 

however, I discussed the questionnaires with an expert in applied linguistics who also has rich 
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experience in questionnaire development. Ambiguous wordings were corrected, and both of us 

agreed that, as native speakers of Chinese, we had no difficulty in understanding each item and 

the instruction.  

The fourth limitation relates to the implementation of the Listening Span test. There was some 

evidence that some participants pressed the ‘Shift’ keys to judge the veracity of the statement 

before they heard the whole sentence. In this case, DMDX would record a reaction time of five 

seconds (five seconds is set as default if no press of the ‘Shift’ keys is detected), which would 

distort the participants’ Listening span test score. This is inevitable because the participants did 

the Listening Span test together in a computer lab, and it was difficult for me to keep an eye 

on each individual. Besides, some participants could have repeated what the person sitting next 

to them said during the recalling stage in cases where they failed to recall the words. Although 

they were wearing headsets, absolute sound-proofing could not be guaranteed. Further studies 

are recommended to implement the Listening Span test individually if the conditions permit, 

as suggested by Conway et al. (2005).  

Finally, the generalisability of the findings is limited because only one type of task – video 

narration task – was investigated. It is possible that others types of tasks, e.g., information gap, 

and argumentative task, are associated with different underlying components of task motivation 

or task anxiety. For example, students would experience anxiety related to topic familiarity in 

an argumentative task. Also the questionnaires were designed based on interviews with a small 

group of university students in northern China. The findings are, therefore, subject to this 

particular learning context and need to be interpreted cautiously among other groups of learners. 

For example, the diagnostic aspect of task motivation would not exist among students who 

have been taught by communicative approaches and are well aware of their oral English 

proficiency.  

7.6 Implications for further research 
This research has thrown up many issues in need of further investigation.  

To start with, research with a large sample size that investigates L2 learners’ motivation and 

anxiety at task, L2, and trait level would make up for a major limitation of the present study. 

For example, this study supported three small anxiety models, rather than a big model which 

could implicate the complex interactions between task anxiety, foreign language anxiety, and 

trait anxiety. One possibility is that there were not sufficient observations to estimate the 

parameters of the big model. Further studies could be carried out to validate this assumption.  
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Second, this study found that motivation, anxiety, working memory, and English proficiency 

partially accounted for participants’ task performance in terms of complexity, accuracy, and 

fluency. This finding indicates that, first, other variables might play a part. Future studies might 

encompass more individual difference variables, such as willingness to communicate, learning 

style, and personality. In this way, a more comprehensive picture of the effects of individual 

difference variables on L2 learners’ task performance could be drawn. Second, individual 

difference can only mediate rather than decide the quality of task performance. Studies that 

include both instruction and individual difference in their design might explain a larger portion 

of the variance of task performance.   

Third, this study is limited to a single type of task – video narration – and a specific context – 

a university in northern China. The study could be repeated involving other task types and other 

learning contexts, which would further our understanding of the topic. It should be pointed out 

that there has been not much research exploring secondary school students’ perspective on 

tasks. To prepare students for college entrance examinations, a majority of the secondary 

schools adopt a traditional approach in their English classrooms with grammar rules and word 

memorisation as priorities. Meanwhile, there is an increasing awareness among the young 

generation that English should be learned for communicative purposes. Therefore, it would be 

interesting to introduce oral tasks to junior or high school students and investigate their 

motivation and anxiety toward tasks.  

Due to its exploratory nature, this study offers some insights into the underlying components 

of task motivation and task anxiety and the fluctuations of task motivation and anxiety during 

one task. More research is needed to examine the trajectory of L2 learners’ progression of 

motivation or anxiety over a longer period, e.g., a course. This can be addressed through a 

combination of quantitative methods such as comparing the average ratings of task motivation 

or task anxiety each week throughout the course and qualitative methods such as students’ 

reflective journals, teacher’s observations, and regular interviews with the students.  

7.7 Conclusion  
This thesis has aimed to explore Chinese university students’ motivation and anxiety towards 

an English oral task, and to what extent the individual difference variables explain their task 

performance. These issues are important because broadly speaking individual difference 

mediates the effect that instruction has on L2 learning (Ellis, 2012); in a task context, besides 
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the cognitive and instructional variables, the motivational and affective variables could also 

have a considerable impact on task performance (Dörnyei & Kormos, 2000).  

This thesis has aimed to fulfil its objectives in its research design and methodology. It has been 

found that L2 learners’ motivation to complete a task was conceptually distinct from their 

general motivation to learn English; similarly, the anxiety they experienced during a task was 

a different form of anxiety from their foreign language anxiety and trait anxiety. The distinction 

is significant in both a theoretical and a pedagogical sense. From a theoretical sense, motivation 

and anxiety are highly contextualised and thus should be studied within a certain context. 

Pedagogically, teachers should be relieved to know that students generally hold a positive 

attitudes toward communicative tasks, regardless of their motivation toward learning English. 

Also, as long as students are provided with timely and appropriate assistance when they 

encounter language difficulties, their anxiety toward the task could be largely alleviated. It has 

also been discovered that individual difference variables included in this study played a vital 

but restrictive role in the quality of one-time task performance. However, this result should not 

be taken as evidence that individual differences are negligible. As previously discussed, 

individual difference mediates the language learning process or the effects of task instruction. 

Future research that focuses on a wider range of individual difference variables or changes in 

task performance in the long run might reveal more noticeable effects of individual difference. 

Teachers are highly recommended to keep an eye on the fluctuations of students’ motivational 

and emotional state, because in a complex dynamic system ‘a flap of a butterfly’s wing in a 

Brazilian rainforest may produce a tornado in Texas next week’ (McAndrew, 1997). 
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Appendix 1: Task instruction for the preliminary study 
1) For participants in strategic planning group: 

Chinese version: 

你好。谢谢你来参加这次活动。一会儿你将会看到一个动画片，小羊肖恩。看完之

后，请你把看到的故事用英文讲出来。在此之前，你将有 10 分钟的准备时间。准备时

你可以用笔和纸做笔记，但不能写完整的句子。复述故事没有时间限制。在你看动画

片，准备，和复述故事时，我需要录像和录音。还有别的问题吗？ 

Translated English version: 

Thank you for coming to this activity. You are going to watch a cartoon, Shawn the Sheep. 
You will need to narrate the story in English after that. Before you tell the story, you will 
have 10 minutes to prepare for your speech. During planning, you can take notes on this 
paper, but you can’t write complete sentences. There is no time limitation to your story 
telling. During the whole process, you will be audio and video recorded. Do you have any 
other questions? 

 

2) For participants in online planning group: 

你好。谢谢你来参加这次活动。一会儿你将会看到一个动画片，小羊肖恩。看完之

后，请你把看到的故事用英文讲出来。你可以一边思考一边讲故事，也可以进行自我

更正，直到自己满意为止。复述故事没有时间限制。在你看动画片和复述故事时，我

需要录像和录音。还有别的问题吗？ 

Translated English version: 

Thank you for coming to this activity. You are going to watch a cartoon, Shawn the Sheep. 
You will need to narrate the story in English after that. You can take your time to think and 
tell the story. You can also correct yourself until you are happy with your performance. There 
is no time limitation to your story telling. During the whole process, you will be audio and 
video recorded. Do you have any other questions? 

 

3) For participants in strategic plus online planning group: 

你好。谢谢你来参加这次活动。一会儿你将会看到一个动画片，小羊肖恩。看完之

后，请你把看到的故事用英文讲出来。在此之前，你将有 10 分钟的准备时间。准备时

你可以用笔和纸做笔记，但不能写完整的句子。讲故事时，你可以一边思考一边讲故

事，也可以进行自我更正，直到自己满意为止。复述故事没有时间限制。在你看动画

片，准备，和复述故事时，我需要录像和录音。还有别的问题吗？ 

Translated English version: 

Thank you for coming to this activity. You are going to watch a cartoon, Shawn the Sheep. 
You will need to narrate the story in English after that. Before you tell the story, you will 
have 10 minutes to prepare for your speech. During planning, you can take notes on this 
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paper, but you can’t write complete sentences. You can take your time to think and tell the 
story. You can also correct yourself until you are happy with your performance. There is no 
time limitation to your story telling. During the whole process, you will be audio and video 
recorded. Do you have any other questions? 

 

4) For participants in control group: 

你好。谢谢你来参加这次活动。一会儿你将会看到一个动画片，小羊肖恩。看完之

后，请你把看到的故事用英文讲出来。复述故事没有时间限制。在你看动画片和复述

故事时，我需要录像和录音。还有别的问题吗？ 

Translated English version: 

Thank you for coming to this activity. You are going to watch a cartoon, Shawn the Sheep. 
You will need to narrate the story in English after that. There is no time limitation to your 
story telling. During the whole process, you will be audio and video recorded. Do you have 
any other questions? 
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Appendix 2: The interview protocol for the preliminary study 
Chinese Version of the interview protocol 

下面我将会问你一些问题，关于你在完成任务时的感受和想法。接下来请你认真回忆

当时的感受，诚实作答。 

1. 从你走进这里到刚才做完任务，你对这个任务的兴趣有发生变化吗？（如果

有）什么时候发生变化的？为什么变化？你什么时候最感到被这个任务吸引？

你什么时候最感到不被这个任务吸引？为什么？ 
2. 你觉得这个活动有趣吗？哪方面有趣？ 
3. 你觉得这个活动有用吗？为什么？ 
4. 你认为你有尽力完成任务吗？你是怎么做的？ 
5. 你今后还想做类似的活动吗？为什么？ 
6. 这个活动会影响你今后的英语学习吗？（如果会）如何影响？（如果不会）为

什么？ 
7. 你认为这个活动是简单还是难？为什么？ 
8. 你在完成任务过程中有遇到困难吗？这些困难是什么？它们有影响你对这个活

动的兴趣吗？你尝试着解决了吗？如何解决的？ 
9. 你之前有参加过类似的活动吗？这种熟悉感（陌生感）有影响你参与这个活动

的热情吗？（如果有）如何影响的？ 
10. 如果你可以对这个活动做一些改变，让它变得更有意思，你会怎么做？ 
11. 从走进这里到刚才完成任务，你有感到紧张焦虑吗？（如果有）什么使你感到

紧张焦虑？什么时候感到紧张焦虑？什么时候最感到紧张焦虑？紧张焦虑有影

响你的表现吗？如何影响的？（如果没有）什么使你感到放松？什么时候感到

放松？什么时候最为放松? 
12. 刚才当你感到紧张焦虑时，你有什么生理反应吗？ 
13. 刚才当你感到紧张焦虑时，你有不想继续做了，或者更想完成这个任务了吗？ 
14. 当你在完成任务过程中遇到困难时，你有紧张焦虑吗？ 
15. 你对这个任务的熟悉感（不熟悉感）有影响你的紧张焦虑程度吗？ 
16. 如果你可以对这个任务做一些改变，能让自己不那么紧张焦虑，你会怎么做？ 
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English Version of the interview protocol: 

Now I will ask you several questions about your feelings and thoughts when you were 
completing the task. Please recall your feelings at that time and answer the questions 
genuinely.  

1. From the moment you entered this room to the end of the task, did you feel any 
change in your interest to completing this activity?  

(If yes) When did the change happen? What caused the change? When did you feel the 
most attracted by this activity? When did you feel the least attracted by this activity? 
Why?  

2. Do you think this activity is interesting? In which aspect? 
3. Do you think this activity is useful? Why? 
4. Do you think you tried your best to do the task? How? 
5. Do you want to do similar activities in the future? Why? 
6. Do you think this experience will influence your future English learning? (if yes) 

How? (if no) Why? 
7. Do you think this activity is difficult or easy? Why? 
8. Did you experience difficulties during the task? What were they? Did they sway your 

interest in doing this task? Did you try to solve these problems? How? 
9. Have you done this type of activity before? Did the familiarity/unfamiliarity influence 

your enthusiasm in participating in this activity?  
10. If you could change this activity to make it more enjoyable, how would you change 

it? 
11. Did you feel anxious or relaxed during the task? 

(If the answer is ‘anxious’) What made you feel anxious? When did you feel anxious? 
When did you feel the most anxious? Did anxiety influence your performance? How? 

(If the answer is ‘relaxed’) What made you feel relaxed? When did you feel relaxed?    
When did you feel the most relaxed? 

12. When you felt anxious, did you have any physiological reactions? 
13. When you felt anxious, did you feel more motivated or less willing to do the task? 
14. When you experienced difficulties in completing the task, did you feel anxious? 
15. Did the familiarity/unfamiliarity make you feel anxious? How? 
16. If you could change this activity to make it more relaxed, how would you change it? 
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Appendix 3: The stimulated recall protocol for the preliminary 
study 

Chinese version of the stimulated recall of task motivation protocol: 

接下来我将回放刚才录制的一段视频。视频记录了你从听任务要求到完成任务的表

现。请你一边看视频，一边回忆你想要完成这个任务的意愿的波动。如果你认为在视

频中的某一个时刻你想要完成这个任务的意愿上升或下降了，请你暂停视频，并描述

出上升或下降的原因。我也可以随时暂停视频，询问你在某个时刻想要完成这个任务

的意愿。有不清楚的吗？ 

Chinese version of the stimulated recall of task anxiety protocol: 

接下来我将回放刚才录制的一段视频。视频记录了你从听任务要求到完成任务的表

现。请你一边看视频，一边回忆你刚才焦虑感的波动。如果你认为在视频中的某一个

时刻你的焦虑感上升或下降了，请你暂停视频，并描述出焦虑感上升或下降的原因。

我也可以随时暂停视频，询问你在某个时刻的焦虑感。有不清楚的吗？ 

 

English version of the stimulated recall of task motivation protocol： 

Now I am going to play the video that has been recording your performance from the moment 
you started to listen to the task instruction to the end of your task performance. Please recall 
the fluctuations of your enjoyment of completing the task while watching the video. If you 
recalled that your enjoyment went up or down at a specific moment, please pause the video 
and explain the reason(s) of the change. I am also entitled to pause the video at any time and 
ask about your enjoyment of completing the task at that moment. Is it clear? 

English version of the stimulated recall of task anxiety protocol： 

Now I am going to play the video that has been recording your performance from the moment 
you started to listen to the task instruction to the end of your task performance. Please recall 
the fluctuations of your anxiety level while watching the video. If you recalled that your 
anxiety level went up or down at a specific moment, please pause the video and explain the 
reason(s) of the change. I am also entitled to pause the video at any time and ask about your 
anxiety level at that moment. Is it clear? 
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Appendix 4: Approval letter from the University of Auckland 
Human Participants Ethics Committee/Participant Information 

Sheets/Consent Forms 
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PARTICIPANT INFORMATION SHEET – CHINESE PARTICIPANTS 

THE EFFECTS OF STRETEGIC AND WITHIN-TASK PLANNING ON CHINESE 
L2 LEARNERS’ TASK PERFORMANCE AND THE MEDIATING ROLE OF 

WORKING MEMORY, ANXIETY AND MOTIVATION 

Name of researcher: Qiong Wang 

Name of supervisor: Shaofeng Li 

 

Researcher Introduction 

I am Qiong Wang and I am a PhD student in the Department of Applied Language Studies and 
Linguistics, the University of Auckland. 

 

This Project 

The reason that I am doing this research is to explore the benefits of Task-based Language 
Teaching and Learning. The research goal is to investigate when second language learners are 
doing an oral task, how different types of planning influence their oral performance and the 
mediating role of working memory, anxiety and motivation. I expect that the results from this 
project will facilitate our understanding towards the benefits of different types of planning 
activity in learning English, and the role of individual differences.  

 

Invitation to Participate 

You are invited to participate in this research because the target population of my project is 
Chinese university students whose age ranges from 18 to 24. To find potential participants, like 
you, I have contacted several university English teachers, and asked them to help me spread 
information of this project among their students. However, your participation is voluntary and 
you may decline this invitation to participate without penalty. Neither your refusal nor your 
agreement will affect your grades or your relationship with your teacher. If you choose to 
participate, you will receive a 50RMB gift voucher after completing all the sessions.  

 

Project Procedures 

If you choose to participate, I will need your last semester’s English exam score. After you sign 
the consent form, I will collect your score from your teacher. The scores will be used only for 
grouping purposes and will be removed from the data once the study is completed. They will 
not be disclosed to anyone or be published in any form. 

The experiment will be conducted in three sessions. First you will fill in a questionnaire 
containing 55 items about your attitudes to learning English. You can complete this 
questionnaire at home and give them to me when we meet. This will take about 20 minutes.  
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Then at a time that is suitable for both of us, you will meet me and complete two working 
memory tests. This will last for about 40 minutes.  

Then at another time that is suitable for both of us, you will meet me and complete an English 
oral task, answer 25 task-relevant questionnaire items, rate your motivational state during the 
oral task, and answer 4 interview questions. I will video-record your speech. Even if you agree 
to being recorded, you may choose to have the recorder turned off at any time. You will wear 
a regular sports watch which can keep track of your heart rate during your task performance. 
This session will last for around 40 minutes. 

The total expected time commitment from you for this project will be around 2 hours. Your 
oral performance and interview will be transcribed. Your data will be subject to statistical 
analysis, and the results will be included in my PhD dissertation.  

 

Data Storage, Retention, Destruction and Future Use 

The data will be kept for 6 years. The videos and other electronic data will be stored in separate 
files in a password-protected University of Auckland computer, backed up by a server. The 
paper documents will be locked in university premises under my own control. All data are only 
accessible by my supervisor and me through the use of code names. After the minimum storage 
time has elapsed, the electronic data will be completely deleted, and the paper documents will 
be shredded. 

 

Right to Withdraw from Participation 

You may withdraw your participation at any time without giving a reason. You will be offered 
the opportunity to review and edit your own transcript of the recording upon request. You may 
withdraw your data up to two weeks from the date of being sent a copy of your transcript. 

Anonymity and Confidentiality 

Confidentiality will be protected in any record of your participation. Your English exam score, 
questionnaires, working memory tests scores, heart rate data, task performance, task motivation 
rating, and interview will be numbered 1 – 120, and a list will be maintained to link participants 
with the above mentioned data. The second coder who will transcribe and code 10% of the data 
will sign a confidentiality agreement. A copy of the research finding will be made available to 
you upon your request.  

 

Contact Details and Approval 

Students Researcher name 
and contact details 

Supervisor name and contact 
details 

Head of Department name 
and contact details 

Qiong Wang 
Department of Applied 
Language Studies and 
Linguistics 

Shaofeng Li 
Department of Applied 
Language Studies and 
Linguistics 
s.li@auckland.ac.nz 

Wayne Lawrence 
Department of Applied 
Language Studies and 
Linguistics 

mailto:s.li@auckland.ac.nz
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qwan175@aucklanduni.ac.
nz 
Phone 09 373 7599 ext 
8542 

Phone 09 373 7599 ext 84967 wp.lawrence@auckland.ac.n
z 
Phone 09 923 7511 

 

For any queries regarding ethical concerns you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research Office, 
Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711.  

Email: ro-ethics@auckland.ac.nz. 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS EHTICS 
COMMITTEE ON 10 OCT 2016 FOR 3 YEARS. REFRENCES NUMBER 018065. 
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PARTICIPANT INFORMATION SHEET – CHINESE TEACHERS 

THE EFFECTS OF STRETEGIC AND WITHIN-TASK PLANNING ON CHINESE 
L2 LEARNERS’ TASK PERFORMANCE AND THE MEDIATING ROLE OF 

WORKING MEMORY, ANXIETY AND MOTIVATION 

Name of researcher: Qiong Wang 

Name of supervisor: Shaofeng Li 

 

Researcher Introduction 

I am Qiong Wang and I am a PhD student in the Department of Applied Language Studies and 
Linguistics, the University of Auckland. 

 

This Project 

The reason that I am doing this research is to explore the benefits of Task-based Language 
Teaching and Learning. The research goal is to investigate when second language learners are 
doing an oral task, how different types of planning influence their oral performance and the 
mediating role of working memory, anxiety and motivation. I expect that the results from this 
project will facilitate our understanding towards the benefits of different types of planning 
activity in learning English, and the role of individual differences.  

 

Invitation to Participate 

Your students are invited to participate in this research because the target population of my 
project is Chinese university students whose age ranges from 18 to 24. Therefore, I contacted 
you and asked you to help me spread information of this project among your students. However, 
your participation and the students’ participation are voluntary. If they choose to participate, 
they will receive a 50RMB gift voucher per person after completing all the sessions.  

 

Project Procedures 

I will retrieve the participants’ last semester’s final English exam scores from you after their 
consent. The scores will be used only for grouping purposes and will be removed from the data 
once the study is completed. They will not be disclosed to anyone or be published in any form. 

The experiment will be conducted in three sessions. First participants will fill in a questionnaire 
containing 55 items about their attitudes to learning English. They can complete this 
questionnaire at home and give them to me when we meet. This will take about 20 minutes.  

Then at a time that is suitable for the student and me, he/she will meet me and complete two 
working memory tests. This will last for about 40 minutes.  

Then at another time that is suitable for the students and me, he/she will meet me and do an 
English oral task, answer 25 task-relevant questionnaire items, do task motivation rating, and 
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answer 4 interview questions. This will last for around 40 minutes. I will video-record his/her 
speech. Even if they agree to being recorded, they may choose to have the recorder turned off 
at any time. They will wear a regular sports watch which can keep track of their heart rate 
during task performance. This session will last for about 40 minutes. 

The total expected time commitment from each student for this project will be around 2 hours. 
Their oral performance and interview will be transcribed. Their data will be subject to statistical 
analysis, and the results will be included in my PhD dissertation.  

 

Data Storage, Retention, Destruction and Future Use 

The data will be kept for 6 years. The videos and other electronic files will be stored at separate 
sites in a password-protected University of Auckland computer, backed up by a server. The 
paper documents will be locked in university premises under my own control. All data are only 
accessible by my supervisor and me through the use of code names. After the minimum storage 
time has elapsed, the electronic data will be completely deleted, and the paper documents will 
be shredded. 

 

Right to Withdraw from Participation 

Participants may withdraw their participation at any time without giving a reason. They will be 
offered the opportunity to review and edit their own transcript of the recording upon request. 
They may withdraw their data up to two weeks from the date of being sent a copy of transcript. 

 

Anonymity and Confidentiality 

Confidentiality will be protected in any record of their participation. Their English exam scores, 
questionnaires, working memory tests scores, heart rate data, task performance, task motivation 
rating, and interview will be numbered 1 – 120, and a list will be maintained to link participants 
with the above mentioned data. The second coder who will transcribe and code 10% of the data 
will sign a confidentiality agreement. A copy of the research finding will be made available 
upon request. 

 

Contact Details and Approval 

Students Researcher name 
and contact details 

Supervisor name and contact 
details 

Head of Department name 
and contact details 

Qiong Wang 
Department of Applied 
Language Studies and 
Linguistics 
qwan175@aucklanduni.ac.
nz 
Phone 09 373 7599 ext 
8542 

Shaofeng Li 
Department of Applied 
Language Studies and 
Linguistics 
s.li@auckland.ac.nz 
Phone 09 373 7599 ext 84967 

Wayne Lawrence 
Department of Applied 
Language Studies and 
Linguistics 
wp.lawrence@auckland.ac.n
z 
Phone 09 923 7511 

mailto:qwan175@aucklanduni.ac.nz
mailto:qwan175@aucklanduni.ac.nz
mailto:s.li@auckland.ac.nz
mailto:wp.lawrence@auckland.ac.nz
mailto:wp.lawrence@auckland.ac.nz
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For any queries regarding ethical concerns you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research Office, 
Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711.  

Email: ro-ethics@auckland.ac.nz. 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS EHTICS 
COMMITTEE ON 10 OCT 2016 FOR 3 YEARS. REFRENCES NUMBER 018065. 
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PARTICIPANT INFORMATION SHEET – CHIEF EXECUTIVE OFFICER 

THE EFFECTS OF STRETEGIC AND WITHIN-TASK PLANNING ON CHINESE 
L2 LEARNERS’ TASK PERFORMANCE AND THE MEDIATING ROLE OF 

WORKING MEMORY, ANXIETY AND MOTIVATION 

Name of researcher: Qiong Wang 

Name of supervisor: Shaofeng Li 

 

Researcher Introduction 

I am Qiong Wang and I am a PhD student in the Department of Applied Language Studies and 
Linguistics, the University of Auckland. 

 

This Project 

The reason that I am doing this research is to explore the benefits of Task-based Language 
Teaching and Learning. The research goal is to investigate when second language learners are 
doing an oral task, how different types of planning influence their oral performance and the 
mediating role of working memory, anxiety and motivation. I expect that the results from this 
project will facilitate our understanding towards the benefits of different types of planning 
activity in learning English, and the role of individual differences.  

 

Invitation to Participate 

Students in your university are invited to participate in this research because the target 
population of my project is Chinese university students whose age ranges from 18 to 24. 
Therefore, I will contact teachers in your university and ask them to help me spread information 
of this project among their students after your consent. Both the teachers and the students’ 
participation are voluntary. Neither the students’ refusal nor agreement will affect their grades 
or their relationship with their teachers. If the students choose to participate, they will receive 
a 50RMB gift voucher per person after completing all sessions.  

 

Project Procedures 

After I obtain your permission to contact English teachers in your university, I will contact 
them to help me spread the information of this project among their students. For those students 
who agree to participate in this project. I will retrieve their last semester’s final English exam 
scores from their teachers after the students sign the consent form. The scores will be used only 
for grouping purposes and will be removed from the data once the study is completed. They 
will not be disclosed to anyone or be published in any form. 

The experiment will be conducted in three sessions. First participants will fill in a questionnaire 
containing 55 items about their attitudes to learning English. They can complete this 
questionnaire at home and give them to me when we meet. This will take about 20 minutes.  
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Then at a time that is suitable for the student and me, he/she will meet me and complete two 
working memory tests. This will last for about 40 minutes.  

Then at another time that is suitable for the students and me, he/she will meet me and do an 
English oral task, answer 25 task-relevant questionnaire items, do task motivation rating, and 
answer 4 interview questions. This will last for around 40 minutes. I will video-record his/her 
speech. Even if they agree to being recorded, they may choose to have the recorder turned off 
at any time. They will wear a regular sports watch which can keep track of their heart rate 
during task performance. This session will last for about 40 minutes.  

The total expected time commitment from each student for this project will be around 2 hours. 
Their oral performance and interview will be transcribed. Their data will be subject to statistical 
analysis, and the results will be included in my PhD dissertation.  

 

Data Storage, Retention, Destruction and Future Use 

The data will be kept for 6 years. The videos and other electronic files will be stored at separate 
sites in a password-protected University of Auckland computer, backed up by a server. The 
paper documents will be locked in university premises under my own control. All data are only 
accessible by my supervisor and me through the use of codenames. After the minimum storage 
time has elapsed, the videos and other electronic data will be completely deleted, and the paper 
documents will be shredded. 

 

Right to Withdraw from Participation 

Participants may withdraw their participation at any time without giving a reason. They will be 
offered the opportunity to review and edit their own transcript of the recording upon request. 
They may withdraw their data up to two weeks from the date of being sent a copy of transcript. 

   

Anonymity and Confidentiality 

Confidentiality will be protected in any record of their participation. Their English exam scores, 
questionnaires, working memory tests scores, heart rate data, task performance, task motivation 
rating, and interview will be numbered 1 – 120, and a list will be maintained to link participants 
with the above mentioned data. The second coder who will transcribe and code 10% of the data 
will sign a confidentiality agreement. A copy of the research finding will be made available 
upon request. 

 

Contact Details and Approval 

Students Researcher name 
and contact details 

Supervisor name and contact 
details 

Head of Department name 
and contact details 

Qiong Wang Shaofeng Li Wayne Lawrence 
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Department of Applied 
Language Studies and 
Linguistics 
qwan175@aucklanduni.ac.
nz 
Phone 09 373 7599 ext 
8542 

Department of Applied 
Language Studies and 
Linguistics 
s.li@auckland.ac.nz 
Phone 09 373 7599 ext 84967 

Department of Applied 
Language Studies and 
Linguistics 
wp.lawrence@auckland.ac.n
z 
Phone 09 923 7511 

 

For any queries regarding ethical concerns you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research Office, 
Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711.  

Email: ro-ethics@auckland.ac.nz. 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS EHTICS 
COMMITTEE ON 10 OCT 2016 FOR 3 YEARS. REFRENCES NUMBER 018065 
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CONSENT FORM 

(CHINESE  PARTICIPANTS) 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

Project title: The effects of strategic planning and within-task planning on Chinese L2 learners’ 
oral performance and the mediating role of working memory, anxiety and motivation 

Name of researcher: Qiong Wang 

Contact email address for researchers: qwan175@aucklanduni.ac.nz 

• I have read the Participant Information Sheet, and I have understood the nature of the 
research and why I have been selected. I have had the opportunity to ask questions and 
have them answered to my satisfaction. 

• I agree to take part in this research. 
• I understand that my participation is voluntary. 
• I understand that the researcher will retrieve my last semester’s English score from my 

English teacher.  
• I understand that I will complete questionnaires, and meet the researcher twice: once 

for working memory tests, the other time for an English oral task, task-relevant 
questionnaires, task motivation rating, and an interview. 

• I understand that the researcher will video-record when I complete the oral task, and I 
will wear a sports watch when I am doing the task. My data will be analysed and the 
conclusions will be included in the researcher’s PhD thesis.  

• I understand that I can withdraw my participation at any time without giving a reason. 
I will be offered an opportunity to review and edit the transcript of my video. I can 
withdraw my own data up to two weeks from the date of being sent a copy of my 
transcript. 

• I understand that the data will be kept for 6 years, after which time all data will be 
destroyed. 

• I understand that participation or non-participation will not affect my course grades or 
my relationship with my English teacher.  

• I understand that my real name will not appear on any record of my participation, and 
my data will not be used for other purposes except for the current project. Only the 
researcher, and the researcher’s supervisor are entitled to the access of my data.  

• I understand that I will receive a 50RMB gift voucher after I complete all the sessions.  
• I wish to receive 1) my video 2) transcript of my video 3) summary of findings (Please 

tick the numbers if you want to receive any of the data). Please email to this address: 
______________________.  

Name: ___________ 

Signature ___________                                              Date____________ 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 
COMMITTEE ON 10 OCT 2016 FOR THREE YEARS. REFERENCE NUMBER 018065 

mailto:qwan175@aucklanduni.ac.nz
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CONSENT FORM 

(CHINESE TEACHERS) 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

Project title: The effects of strategic planning and within-task planning on Chinese L2 learners’ 
oral performance and the mediating role of working memory, anxiety and motivation 

Name of researcher: Qiong Wang 

Contact email address for researchers: qwan175@aucklanduni.ac.nz 

 

• I have read the Participant Information Sheet, and I have had the opportunity to ask 
questions and have them answered to my satisfaction. 

• I fully understand the objectives and procedures of this project. 
• I understand that I will help the researcher spread the information of this project among 

my students.  
• I understand that the researcher will retrieve the students’ scores of their last semester’s 

English exam from me after the students agree to participate in this project and sign the 
consent form. 

• I understand that my participation is voluntary.  
• I fully understand that by attending this project my students could practice their oral 

English, but they will need to invest about 2 hours’ extra-curricular time if they choose 
to participate.  

• I understand that students’ participation is voluntary. Their course grades will not be 
influenced by their participation in this study (or not). I will not treat them 
discriminately due to their participation in this study (or not).  

• I understand that each participate will receive a 50RMB gift voucher after they 
complete all the sessions.  

 

Name: ___________ 

 

Signature ___________                                              Date____________ 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 
COMMITTEE ON 10 OCT 2016 FOR THREE YEARS. REFERENCE NUMBER 018065. 
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CONSENT FORM 

(CHIEF EXECUTIVE OFFICER) 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

Project title: The effects of strategic planning and within-task planning on Chinese L2 learners’ 
oral performance and the mediating role of working memory, anxiety and motivation 

Name of researcher: Qiong Wang 

Contact email address for researchers: qwan175@aucklanduni.ac.nz 

 

• I have read the Participant Information Sheet, and I have had the opportunity to ask 
questions and have them answered to my satisfaction. 

• I fully understand the objectives and procedures of this project. 
• I fully understand that by attending this project students could practice their oral English, 

but they will need to invest about 2 hours’ extra-curricular time if they choose to 
participate.  

• I understand that a few teachers in our university will help the researcher spread the 
information of this project among their students.  

• I understand that the researcher will retrieve the students’ last semester’s English scores 
from their English teachers after the students agree to participate in this project and sign 
the consent form. 

•  
• I understand that students and teachers’ participation is voluntary.  
• I understand that for the students, either participation or non-participation will not affect 

their course grades.  
• I understand that each participant will receive a 50RMB gift voucher after they 

complete all the sessions.  

 

Name: ___________ 

 

Signature ___________                                              Date____________ 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS 
COMMITTEE ON 10 OCT 2016 FOR THREE YEARS. REFERENCE NUMBER 018065. 

mailto:qwan175@aucklanduni.ac.nz
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Appendix 5: The task motivation and task anxiety questionnaire 
 

Chinese version 

你已经完成了动画片的复述，请根据你刚才完成口语活动时的感受，完成这份问卷。请从 1-6中选择你认为合适的一个数字，表明你

个人对该陈述的认可程度。答案没有正确错误之分，请真实作答，谢谢。 

  非
常
反
对 

反
对 

比
较
反
对 

比
较
同
意 

同
意 

非
常
同
意 

1 我很享受做刚才这个活动的过程。 1 2 3 4 5 6 

2 我不喜欢这个活动，因为说完了以后没有老师的反馈。 1 2 3 4 5 6 

3 以后我会做针对性的口语训练，因为这次活动帮助我认清了自己的问题。 1 2 3 4 5 6 

4 当我感到紧张时，我反而想做得更好。 1 2 3 4 5 6 

5 这次活动激起了我练习口语的热情。 1 2 3 4 5 6 

6 这次活动的步骤和设置很有意思。 1 2 3 4 5 6 

7 刚才我尽了全力。 1 2 3 4 5 6 

8 我感到紧张，因为我觉得自己说得不好。 1 2 3 4 5 6 

9 我不喜欢这个活动，因为没有提供一个有关键词的词汇表。 1 2 3 4 5 6 

10 当我担心自己会说不好时，我感到紧张。 1 2 3 4 5 6 

11 我不喜欢这个活动，因为没有老师做示范。 1 2 3 4 5 6 
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12 刚才我感到紧张。 1 2 3 4 5 6 

13 以后我还想做类似的活动练习口语。 1 2 3 4 5 6 

14 刚才我感到不紧张。  1  2  3  4  5  6 

15 做这个活动我感到很有动力，因为它很难。  1  2  3  4  5  6 

16 这个活动很有用，因为我现在知道自己的问题在哪里了。  1  2  3  4  5  6 

17 当我不能清楚地描述某段情节时，我对这次活动的兴趣就下降了。  1  2  3  4  5  6 

18 我感到不紧张，因为没有一群人听我讲。  1  2  3  4  5  6 

19 我感到不紧张，因为故事容易看懂。  1  2  3  4  5  6 

20 刚才我尽了最大努力多说一些。  1  2  3  4  5  6 

21 这个活动很有用，因为它测试出了我现阶段的口语水平。  1  2  3  4  5  6 

22 我没有享受刚才那个过程，因为我说得不好。  1  2  3  4  5  6 

23 录像和录音令我感到紧张。  1  2  3  4  5  6 

24 我没有享受刚才那个过程，因为我很紧张。  1  2  3  4  5  6 

25 我享受做这个活动，因为复述故事这种学习方式很新颖。  1  2  3  4  5  6 

26 当我认为自己说错时，我感到紧张。  1  2  3  4  5  6 

27 我感到紧张，因为是自己一个人说而不是小组活动。  1  2  3  4  5  6 

28 当我不知道某个物体/人物的英文单词时，我对这次活动的兴趣就下降了。  1  2  3  4  5  6 

29 我享受做这个活动，因为之前没做过。 1 2 3 4 5 6 
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30 当我在几个词之间犹豫不决时，我感到紧张。 1 2 3 4 5 6 

31 这个活动很有用，因为它锻炼了我的表达能力。 1 2 3 4 5 6 

32 我感到紧张，因为我对这次活动不熟悉。 1 2 3 4 5 6 

33 我感到不紧张，因为气氛轻松。 1 2 3 4 5 6 

34 紧张对我没什么影响。 1 2 3 4 5 6 

35 这个口语活动容易。 1 2 3 4 5 6 

36 我喜欢这个活动，因为动画片有意思。 1 2 3 4 5 6 

37 当我忘记某个情节时，我感到紧张。 1 2 3 4 5 6 

38 我感到紧张，因为我的词汇量不大。 1 2 3 4 5 6 

39 我不喜欢这个活动，因为不能和同学进行小组讨论。 1 2 3 4 5 6 

40 我感到紧张，因为我对自己的口语不自信。 1 2 3 4 5 6 

41 这个活动很有趣。 1 2 3 4 5 6 

42 我感到紧张，因为这个故事需要描述的细节很多。 1 2 3 4 5 6 

43 我还想再次做这种活动，因为它有趣。 1 2 3 4 5 6 

44 这个活动没什么用，因为做一次并不能对我的口语水平产生多大的影响。 1 2 3 4 5 6 

45 我感到紧张，因为平时我不做复述故事这种英语练习。 1 2 3 4 5 6 

46 当我感到紧张时，我想不起来单词。 1 2 3 4 5 6 

47 当我感到紧张时，我只能想起简单的句子。 1 2 3 4 5 6 
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48 我很享受这个活动带给我的挑战。 1 2 3 4 5 6 

49 这个活动很有用。 1 2 3 4 5 6 

50 我不喜欢这个口语活动。 1 2 3 4 5 6 

51 当我想不起一个词时，我感到紧张。 1 2 3 4 5 6 

52 我不喜欢这个活动，因为它很难。 1 2 3 4 5 6 

53 这个活动有效地调动了我过去学过的英语知识。 1 2 3 4 5 6 

54 当我不确定该用什么时态时，我感到紧张。 1 2 3 4 5 6 

55 这个活动对我今后的英语学习没影响，因为它和我的专业以及未来的职业没关系。 1 2 3 4 5 6 

56 当我卡壳儿时，我感到紧张。 1 2 3 4 5 6 

57 当我不会某个单词的发音时，我感到紧张。 1 2 3 4 5 6 

58 我感到不紧张，因为即使说得不好也没有严重后果。 1 2 3 4 5 6 

59 当我说不出一个完整的句子时，我感到紧张。 1 2 3 4 5 6 

60 刚才我感到自己忍不住做些小动作。 1 2 3 4 5 6 

61 我感到紧张，因为需要临场发挥。 1 2 3 4 5 6 

62 刚才我感到自己的心跳得很快。 1 2 3 4 5 6 

63 当我感到紧张时，我的语速比平时快。 1 2 3 4 5 6 

64 当我感到紧张时，我不愿意继续做下去了。 1 2 3 4 5 6 

65 当我一下子想起来想说的那个词时，我感到放松。 1 2 3 4 5 6 
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66 刚刚由于紧张，我更加专注于这个口语活动。 1 2 3 4 5 6 

67 当我不知道该怎么描述某个片段时，我感到紧张。 1 2 3 4 5 6 

68 当我感到紧张时，我只能想起简单的词。 1 2 3 4 5 6 

69 当我感到紧张时，我就开始卡壳儿了。 1 2 3 4 5 6 

70 当我感到紧张时，我无暇顾及语法是否正确。 1 2 3 4 5 6 

71 当我感到紧张时，单词的发音我都不太清楚了。 1 2 3 4 5 6 

72 因为紧张，我忘记了一些场景。 1 2 3 4 5 6 

73 这个口语活动很难。 1 2 3 4 5 6 

74 当我感到紧张时，脑子里一片空白。 1 2 3 4 5 6 
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The task motivation questionnaire items and item codes 

Code Item  
General1 I enjoyed this activity.  
General2 This activity was interesting. 
General3 I didn’t like doing this oral task.  
Future1 I will do more oral practice in the future because this task has helped me 

recognise my weaknesses. 
Future2 I want to do similar activities in the future to practice oral English. 
Future3 This task has ignited my enthusiasm to practice oral English. 
Future4 I want to do this type of activity again because it is fun. 
Future5 This task has little influence on my future study because it is not closely 

related to my major or future career. 
Setting The setting and procedure of the activity were fascinating. 
Support1 I didn’t like the task because there was a lack of a keywords list. 
Support2 I didn’t like the task because there was a lack of teacher’s feedback. 
Support3 I didn’t like the task because the teacher didn’t show me how to do it. 
Interact I didn’t like the task because there was a lack of peer support. 
Difficulty1 I didn’t like the task because it was difficult.  
Difficulty2 I felt motivated to do the task because it was difficult.  
Difficulty3 I felt less motivated to do the task because I had trouble with vocabulary. 
Difficulty4 I felt less motivated to do the task when I had difficulty telling some part 

of the story clearly. 
Content I enjoyed this task because the story was interesting. 
Novelty1 I enjoyed doing this task because story narration was a new approach to 

learn English. 
Novelty2 I enjoyed doing this task because I have not done this kind of activity 

before.  
Perform I didn’t enjoy the task because I didn’t do well.  
Challenge I enjoyed the challenge this activity posed. 
Anxiety I didn’t enjoy this task because it made me nervous.  
Taskeffort1 I tried to speak as much as I could. 
Taskeffort2 I tried my best during the task.  
Useful This task was useful.  
Usefuldiagnose1 This task was useful because it helped me recognise my weaknesses. 
Usefuldiagnose2  This task was useful because it tested my current oral English proficiency. 
Usefulpractice1 This task provided an effective way to recall and organise my English 

knowledge. 
Usefulpractice2 The task was useful because it helped me improve my speaking skills. 
Usefulpractice3 The task was not useful because practicing it once did not make a big 

difference in my oral English. 
Easy This task was easy.  
Difficult This task was difficult.  

 

 

 



202 
 

The task anxiety questionnaire items and item codes 

Code Item  
Acontent1 I felt nervous because the story has too many details.  
Acontent2 I didn’t feel nervous because the storyline was easy to follow.  
Acontent3 I felt nervous when I forgot certain plot. 
Avocab1 I felt nervous because I don’t know enough words. 
Avocab2 I felt nervous when I couldn’t think of a word to describe 

something.  
Avocab3 I became relaxed when a word came to me when I needed it. 
Avocab4 I felt nervous when I was struggling between different words. 
Aperform1 I felt nervous because I felt my performance was poor. 
Aperform2 I felt nervous when I thought I made mistakes. 
Aconfi1 I felt nervous because I was not confident about my oral 

English.  
Aconfi2 When I worried that I couldn't perform well, I felt nervous.   
Aevaluate1 I didn’t feel nervous because no serious outcome would occur 

even if I didn’t do well.  
Afami1 I didn’t feel nervous because I was not familiar with this 

activity. 
Afami2 I felt nervous because I didn’t do story narration before.  
Asetting1 I felt nervous because of the audio and video recording. 
Asetting2 I didn’t feel nervous because there wasn’t a crowd of people 

listening to me. 
Asetting3 I didn’t feel nervous because the atmosphere was relaxing.  
Asetting4 I was nervous because I had to do it alone instead of in a 

group.  
Asetting5 I felt nervous because I had to perform on the spot.  
Atense I felt nervous when I felt confused about tense.  
Afluen I felt nervous when I paused. 
Asenten1 I felt nervous when I didn’t know the language to describe a 

segment of the video. 
Asenten2 I felt nervous when I had difficulty forming sentences.  
Apronun I felt nervous when I had problems pronouncing words. 
Bphysio1 During the task, I could feel that I was fidgeting.  
Bphysio2 During the task, I could feel that my heart was racing.  
Bcognition1 When I felt nervous, I couldn’t think properly.  
Bcongnition2 Nervousness helped me focus better on doing this task. 
Bvocab1 When I felt nervous, I couldn’t think of the words. 
Bvocab2 When I felt nervous, I used easy words instead. 
Bsenten When I felt nervous, I used simple sentences instead.  
Bfluen1 When I felt nervous, I became less fluent.  
Bfluen2 When I felt nervous, my speech rate became faster than usual.  
Bgrammar When I felt nervous, I couldn’t pay attention to grammar. 
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Bpronun When I felt nervous, I got confused with the pronunciation.  
Bcontent Because I was nervous, I forgot some scenes.  
Bgeneral Nervousness had little influence on me.  
Bmotive1 When I felt nervous, I was less willing to do the task.  
Bmotive2 When I felt nervous, I felt more incented to do better.  
General1 I was nervous when I did the task.  
General2 I was not nervous when I did the task.  
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Appendix 6: The L2 motivation questionnaire  
Chinese version 

这个问卷有关你平时学习英语的感受。请仔细阅读下列每一个句子，并在右边你认为合适的数字上画圈，以表明你对该陈述的认可程

度。请注意不要遗漏任何一句话。 

  

 

非
常
反
对 

反
对 

比
较
反
对 

比
较
同
意 

同
意 

非
常
同
意 

1 我能想象得出自己将来在派对上和外国朋友用英语交谈的情形。 1 2 3 4 5 6 

2 学英语重要，因为掌握熟练的英语会改变我的生活。 1 2 3 4 5 6 

3 学英语重要，因为不通过英语课程考试，我无法毕业。 1 2 3 4 5 6 

4 学英语对我重要，因为我打算出国留学。 1 2 3 4 5 6 

5 学英语重要，因为它是受过良好教育的标志。 1 2 3 4 5 6 

6 我不得不学英语，因为如果不学，父母会对我失望。 1 2 3 4 5 6 

7 我父母/家人认为，我要成为受过良好教育的人就必须学英语。 1 2 3 4 5 6 

8 我期待上英语课。 1 2 3 4 5 6 

9 我能想象自己将来在公众面前流利地用英文演讲的情景。 1 2 3 4 5 6 

 



205 
 

10 学英语重要，因为如果英语考试分数低，我会觉得丢脸。 1 2 3 4 5 6 

11 学英语重要，因为如果英语不好，我就找不到好工作。 1 2 3 4 5 6 

12 我愿意花大量的时间来学习英语。 1 2 3 4 5 6 

13 我不得不学英语，因为我不想英语考试挂科。 1 2 3 4 5 6 

14 我感觉学英语时，时间过得很快。 1 2 3 4 5 6 

15 学英语对我来说有必要，因为我不想在英语能力测试（比如：大学英语四六级、雅思、

托福等）中拿低分。 
1 2 3 4 5 6 

16 我认为我在尽全力学英语。 1 2 3 4 5 6 

17 学英语重要，因为我想更深入地了解英语国家的文化和艺术。 1 2 3 4 5 6 

18 我能想象将来自己用英语和外国人交谈做生意的场景。 1 2 3 4 5 6 

19 我喜欢英文歌曲、电影、书籍、报纸等等。 1 2 3 4 5 6 

20 学英语重要，因为我想得到老师的认可。 1 2 3 4 5 6 

21 我喜欢来自英语国家的人。 1 2 3 4 5 6 

22 我想多了解来自英语国家的人。 1 2 3 4 5 6 

23 学英语重要，因为我想得到同学的认可。 1 2 3 4 5 6 

24 学英语重要，因为我想得到家人的认可。 1 2 3 4 5 6 
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25 学英语的重要性在于它能帮我实现重要的个人目标（比如：获得学位或奖学金）。 1 2 3 4 5 6 

26 我喜欢英语课的课堂的气氛。 1 2 3 4 5 6 

27 我做好了努力学习英语的准备。 1 2 3 4 5 6 

28 相比其它科目，我更愿意投入到英语学习中去。 1 2 3 4 5 6 

29 我喜欢去英语国家旅游。 1 2 3 4 5 6 

30 学英语重要，因为如果学好了英语，我就能得到别人更多的尊重。 1 2 3 4 5 6 

31 
我能想象到将来某天在一个放着轻音乐的咖啡馆里，我和外国朋友喝着咖啡，用英文轻

松交谈的场景。 
1 2 3 4 5 6 

32 学英语重要，因为我想得到社会的认可。 1 2 3 4 5 6 

33 学英语对我以后继续学习深造重要。 1 2 3 4 5 6 

34 我认为学英语很有意思。 1 2 3 4 5 6 

35 学英语重要，因为我尊重的人认为我应该学好它。 1 2 3 4 5 6 

36 我能想象自己将来和外国朋友用英语讨论的场景。 1 2 3 4 5 6 

37 我真的喜欢学英语的过程。 1 2 3 4 5 6 
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The L2 motivation questionnaire items and item codes 

Code Item 

Ideal1 I can imagine myself speaking English in the future with foreign friends 
at parties. 

Ideal2 I can imagine myself in the future giving an English speech successfully 
to the public in the future. 

Ideal3 I can imagine a situation where I am doing business with foreigners by 
speaking English. 

Ideal4 I can imagine myself in the future having a discussion with foreign 
friends in English. 

Ideal5 I can imagine that in the future in a cafe with light music, a foreign friend 
and I will be chatting in English casually over a cup of coffee.  

Promote1 Studying English can be important to me because I think I will need it for 
further studies.  

Promote2 Studying English is important to me in order to achieve a personally 
important goal (e.g., to get a degree or scholarship). 

Promote3 Studying English is important to me because other people will respect me 
more if I have a knowledge of English.  

Promote4 Studying English is important to me because an educated person is 
supposed to be able to speak English.  

Promote5 Studying English is important to me because my life will change if I 
acquire good command of English. 

Promote6 Studying English is important to me because I am planning to study 
abroad. 

Ought1 My parents/family believe that I must study English to be an educated 
person. 

Ought2 Studying English is important to me in order to gain the approval of my 
teachers.  

Ought3 Studying English is important to me in order to gain the approval of my 
family.  

Ought4 Studying English is important to me in order to gain the approval of my 
peers.  

Ought5 Studying English is important to me in order to gain the approval of the 
society.  

Ought6 Studying English is important to me because people I respect think that I 
should do it.  
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Prevent1 Studying English is necessary for me because I don’t want to get a poor 
score or a fail mark in English proficiency tests (CET, IETLTS, 
TOEFL …). 

Prevent2 I have to learn English because without passing the English course I 
cannot graduate.  

Prevent3 Studying English is important to me because I would feel ashamed if I 
got bad grades in English.  

Prevent4 I have to study English because I don’t want to fail the English course.  

Prevent5 I have to study English because otherwise I think my parents will be 
disappointed with me.  

Prevent6 Studying English is important to me because I wouldn’t find a decent job 
if my English is not good.  

Culture1 I think learning English is important in order to learn more about the 
culture and art of its speakers.  

Culture2 I like the music/films/TV programs/newspapers/books and etc. of 
English-speaking countries.  

Culture3 I like the people from English speaking countries.  

Culture4 I like to know more about people from English speaking countries.  

Culture5 I like to travel to English-speaking countries.  

Exp1 I like the atmosphere of my English classes.  

Exp2 I look forward to English classes. 

Exp3 I feel time passes faster while studying English.  

Exp4 I find learning English very interesting.  

Exp5 I really like the actual process of learning English.  

Effort1 I think I am doing my best to learn English.  

Effort2 I am prepared to expend a lot of effort in learning English.  

Effort3 I would like to concentrate on studying English more than any other 
subject. 

Effort4 I would like to spend lots of time studying English.  
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Appendix 7: The Trait Anxiety Inventory  
Chinese version 

这个问卷有关一般情况下你的感受，请阅读每一个句子，并在右边的选项上打勾。答案没有正确错误之分，请根据自己的真实情况回

答。 

 

1 我感到愉快。 几乎从不 有时候 经常 几乎总是 

2 我感到紧张和焦躁不安。 几乎从不 有时候 经常 几乎总是 

3 我对自己感到满意。 几乎从不 有时候 经常 几乎总是 

4 我希望自己能像别人那样开心。 几乎从不 有时候 经常 几乎总是 

5 我感到自己像一个失败者。 几乎从不 有时候 经常 几乎总是 

6 我感到精神焕发。 几乎从不 有时候 经常 几乎总是 

7 我感到放松和自信。 几乎从不 有时候 经常 几乎总是 

8 我感到困难越来越多，克服不了。 几乎从不 有时候 经常 几乎总是 

9 我对不重要的事担忧过多。 几乎从不 有时候 经常 几乎总是 

10 我很快乐。 几乎从不 有时候 经常 几乎总是 

11 我有令自己不安的想法。 几乎从不 有时候 经常 几乎总是 
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12 我缺乏自信。 几乎从不 有时候 经常 几乎总是 

13 我感到心里踏实。 几乎从不 有时候 经常 几乎总是 

14 我很容易做出决定。 几乎从不 有时候 经常 几乎总是 

15 我感到能力不足。 几乎从不 有时候 经常 几乎总是 

16 我很知足。 几乎从不 有时候 经常 几乎总是 

17 某个不重要的念头占据我的脑海，令我烦恼。 几乎从不 有时候 经常 几乎总是 

18 我很容易情绪低落，并无法将它从脑中清除出去。 几乎从不 有时候 经常 几乎总是 

19 我是一个稳重的人。 几乎从不 有时候 经常 几乎总是 

20 当我认真思考最近重要的和感兴趣的事情的时候，会进入紧张或混乱的状态。 几乎从不 有时候 经常 几乎总是 
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The items of the Trait Anxiety Inventory and the item codes 

Code Item 
T1 I feel pleasant.  
T2 I feel nervous and restless. 
T3 I feel satisfied with myself. 
T4 I wish I could be as happy as others seem to be. 
T5 I feel like a failure. 
T6 I feel rested. 
T7 I am “calm, cool, and collected”. 
T8 I feel that difficulties are piling up so that I can’t overcome them. 
T9 I worry too much over something that really doesn’t matter. 
T10 I am happy. 
T11 I have disturbing thoughts. 
T12 I lack self-confidence. 
T13 I fell secure. 
T14 I make decisions easily. 
T15 I feel inadequate. 
T16 I am content. 
T17 Some unimportant thought runs through my mind and bothers me. 
T18 I take disappointments so keenly that I can’t put them out of my mind. 
T19 I am a steady person. 
T20 I get in a state of tension or turmoil as I think over my recent concerns and 

interests. 
 

 

 

 

 

 

 

 



212 
 

Appendix 8: The Foreign Language Anxiety Classroom Scale 
Chinese version 

这个问卷有关你平时学习英语的感受。请仔细阅读下列每一个句子，并在右边你认为合适的数字上画圈，以表明你对该陈述的认可程

度。请注意不要遗漏任何一句话。 

  非
常
反
对 

反
对 

比
较
反
对 

比
较
同
意 

同
意 

非
常
同
意 

1 在英语课上发言时我不自信。 1 2 3 4 5 6 

2 我不担心在英语课上出错。 1 2 3 4 5 6 

3 在英语课上，当我知道自己将被点到发言时会发抖。 1 2 3 4 5 6 

4 当我不明白老师用英语在说什么时会感到害怕。 1 2 3 4 5 6 

5 我不介意上更多的英语课。 1 2 3 4 5 6 

6 在英语课上，我发现自己想和课堂无关的东西。 1 2 3 4 5 6 

7 我一直觉得别的同学的英语比我好。 1 2 3 4 5 6 

8 我对英语课上的测验感到很放松。 1 2 3 4 5 6 

9 英语课上需要即兴发言时我会恐慌。 1 2 3 4 5 6 

10 我担心自己英语考试不及格。 1 2 3 4 5 6 
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11 我不理解为什么有些人上英语课会不高兴。 1 2 3 4 5 6 

12 在英语课上由于紧张我会忘记原本知道的东西。 1 2 3 4 5 6 

13 在英语课上主动回答问题令我感到尴尬。 1 2 3 4 5 6 

14 和母语是英语的人说话我不紧张。 1 2 3 4 5 6 

15 当我不明白英语老师在纠正我什么时，我感到沮丧。 1 2 3 4 5 6 

16 即使我准备充分，上英语课还是会感到紧张。 1 2 3 4 5 6 

17 我常常感到不想去上英语课。 1 2 3 4 5 6 

18 在英语课上发言我很自信。 1 2 3 4 5 6 

19 我害怕英语老师会纠正我犯的每一个错误。 1 2 3 4 5 6 

20 英语课上快被叫到发言时我的心会怦怦直跳。 1 2 3 4 5 6 

21 英语考试前我越复习就越感到困惑。 1 2 3 4 5 6 

22 为英语课做好充足准备我没有压力。 1 2 3 4 5 6 

23 我觉得其他同学英语说得比我好。 1 2 3 4 5 6 

24 在其他同学面前讲英语我感到不自在。 1 2 3 4 5 6 

25 英语课进度快，我担心自己跟不上。 1 2 3 4 5 6 
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26 在英语课上我会比其他课上紧张。 1 2 3 4 5 6 

27 在英语课上发言会让我感到紧张和困惑。 1 2 3 4 5 6 

28 在去上英语课的路上，我感到自信和放松。 1 2 3 4 5 6 

29 当我听不懂英语老师说的每个字时，我感到紧张。 1 2 3 4 5 6 

30 英语需要学习的语法太多，我感到茫然不知所措。 1 2 3 4 5 6 

31 我担心说英语时别的同学会笑话我。 1 2 3 4 5 6 

32 和外国人在一起时，我会觉得很自在。 1 2 3 4 5 6 

33 英语老师问到我事先没准备好的问题时，我会紧张。 1 2 3 4 5 6 
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The items of the Foreign Language Classroom Anxiety Scales and the item codes 

Code Item 
L1 I never feel quite sure of myself when I am speaking in my foreign 

language class. 
L2 I don't worry about making mistakes in language class. 
L3 I tremble when I know that I'm going to be called on in language class. 
L4 It frightens me when I don't understand what the teacher is saying in the 

foreign language. 
L5 It wouldn't bother me at all to take more foreign language classes. 
L6 During language class, I find myself thinking about things that have 

nothing to do with the course. 
L7 I keep thinking that the other students are better at languages than I am. 
L8 I am usually at ease during tests in my language class. 
L9 I start to panic when I have to speak without preparation in language 

class. 
L10 I worry about the consequences of failing my foreign language class. 
L11 I don't understand why some people get so upset over foreign language 

classes. 
L12 In language class, I can get so nervous I forget things I know. 
L13 It embarrasses me to volunteer answers in my language class. 
L14 I would not be nervous speaking the foreign language with native 

speakers. 
L15 I get upset when I don't understand what the teacher is correcting. 
L16 Even if I am well prepared for language class, I feel anxious about it. 
L17 I often feel like not going to my language class. 
L18 I feel confident when I speak in foreign language class. 
L19 I am afraid that my language teacher is ready to correct every mistake I 

make. 
L20 I can feel my heart pounding when I'm going to be called on in language 

class. 
L21 The more I study for a language test, the more confused I get. 
L22 I don't feel pressure to prepare very well for language class. 
L23 I always feel that the other students speak the foreign language better 

than I do. 
L24 I feel very self-conscious about speaking the foreign language in front of 

other students. 
L25 Language class moves so quickly I worry about getting left behind. 
L26 I feel more tense and nervous in my language class than in my other 

classes. 
L27 I get nervous and confused when I am speaking in my language class. 
L28 When I'm on my way to language class, I feel very sure and relaxed. 
L29 I get nervous when I don't understand every word the language teacher 

says. 
L30 I feel overwhelmed by the number of rules you have to learn to speak a 

foreign language. 
L31 I am afraid that the other students will laugh at me when I speak the 

foreign language. 
L32 I would probably feel comfortable around native speakers of the foreign 

language. 
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L33 I get nervous when the language teacher asks questions which I haven't 
prepared in advance. 
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Appendix 9: The stimuli of the Non-word Span test 
你将听到几十组汉语中的“非词”。不论你能否听懂，请在听完后立即重复你所听到

的。重复完毕后请按空格键继续。下面先做几个练习，练习不计入分数。(You are 
going to hear some non-words in Chinese. Please repeat immediately what you heard no 
matter you can understand them or not. Now please do some practices, and they will not be 
evaluated.) 

1. diu4, min1 
2. shuan2, teng3 
3. ran1, suan2 
4. dian2, qun4, zang2 
5. te3, nin4, dong2 
6. mie3, pou2, neng4 

下面测试正式开始，请按空格键开始测试。(The test will start from now. Please press the 
Space bar to start the test.) 

1. mou1, shuan2  
2. te3, chuo2  
3. dei4, jiong1 
4. rui1, gei4, nen3  
5. jiong1, qun4, niao1  
6. diu4, zhun2, xiong3  
7. nie2, kei4, run3, zang2  
8. lia4, miu3, le2, neng4  
9. niao1, mie3, kao1, sai3  
10.die3, le2, dei4, ruan1, miu3  
11.gei4, fou1, ruan1, xiong3, kao1  
12.de4, nue3, ken4, min1, mang1  
13.teng3, lue3, fo4, dong2, fou1, diu4  
14.nen3, yue2, run3, fo4, lue3, pou2  
15.dian2, teng3, suan2, pou2, ran1, qiong4  
16.mie3, rong1, diu4, chuo2, ka2, dei4, niang3  
17.ran1, shuan2, qiong4, mang1, sai3, ken4, zhun2  
18.ruan1, lue3, mou1, zhun2, gei4, zang2, yue2  
19.nen3, nuo1, teng3, ka2, fo4, rui1, miu3, run3  
20.qun4, dian2, de4, rui1, dong2, niang3, nue3, nuo1  
21.kei4, ran1, fou1, neng4, die3, chuo2, lia4, nie2  
22.yue2, suan2, nie2, kei4, zang2, mie3, rong1, nin4, ka2  
23.ken4, kao1, nin4, nue3, rong1, le2, te3, qiong4, niao1  
24.shuan2, pou2, jiong1, suan2, sai3, qun4, de4, min1, mang1 

Note. The number after each syllable represents the lexical tone of Chinese Pinyin; the short 
and long strings were alternated in the real test.  
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Appendix 10: The stimuli of the Listening Span test 
你将听到很多组句子。每组句子数量不等。在听到每个句子时，你要完成两个任务。

一是判断该句子是否讲得通，符合逻辑。如果讲得通，请按“正确”键；如果讲不

通，请按“错误”键。二是记住该句子末尾的词。整组句子做完后，电脑上会出现

“请回忆”。看到这三个字后，请对着话筒回忆该组所有句子的末尾词。请按顺序回

忆末尾词。需要注意的是，判断每个句子是否符合逻辑时的反应时间，判断的准确

度，以及句尾词回忆的准确度都是评分依据，三者同等重要。请先做几个练习。 

(You are going to hear some groups of sentences. The number of sentences in each group 
varies. After hearing each sentence, you need to do two tasks. One is to judge the plausibility 
of the sentence. If the sentence makes sense, please press ‘correct’; if not, please press 
‘incorrect’. The other task is to memorise the end word of each sentence. After you hear the 
whole group of sentences and finish judging their plausibility, you will see ‘Please recall’ on 
the screen. When you see it, please recall the end words in the order they were presented. Do 
mind that the three criteria are equally important: your reaction time to the judgement of 
plausibility of each sentence, the correctness of your judgment, and the correctness of the 
recalled words. Now please do some practices.) 

练习一 (Trial 1) 

他应该参考别人的意见，谨慎做出决定。  

(He should consider others’ opinions, and make decisions cautiously.) 

*今天忙了整整一天，我累得说起来没完。  

(*I have been busy the whole day, so I couldn’t stop talking.) 

 

练习二 (Trial 2) 

*他从小就注重锻炼，所以就弄坏了身体。  

(*He has been doing physical exercise since his childhood, so he ruined his health.) 

李先生工作很辛苦，但收入却不太理想。  

(Mr. Li works hard, but his payoff is not satisfactory.) 

*过去，北京的公交车站牌将要加注英文。  

(*In the past, bus station signs in Beijing will be appended with English notes.) 

 

练习三 (Trial 3) 

老人一想到过去的苦日子，就心酸难过。  

(Every time the old man thinks about the hardships he experienced in the past, he feels bitter 
and sad.) 
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这些茶壶除了实用外，也很有艺术价值。  

(These tea pots have pragmatic and artistic value.) 

*除课本内，还可以借无关书籍回来参考。  

(*Except for and besides the textbooks, irrelevant books can be borrowed for reference.) 

 

练习到此结束，现在开始考试。(The practices have ended. Now please start the test.) 

 

测试一  

我们待人应心胸宽广，对己要严格要求。  

*经过漫长的急救，小狗总算救活了兽医。 

*我国天然货物很多，种类只有煤和石油。  

 

测试二  

*人人都买手机，因为它用起来很不方便。  

这个节目非常有趣，适合全家老少观赏。 

*我昨天工作到很晚，直到回家才十二点。  

*这么重要的事给他做，我真的不能小心。  

*大地震过后，各国都主动地捐款来购买。  

 

测试三 

*他不仅夸奖顶头上司，还给上司加薪水。  

写论文引用资料时，应注明文献的出处。  

*我出门没带钱，不幸遇到老友才没丢脸。  

美国东北部出现罕见的暴雪，损失惨重。  

老先生医术精湛，给患者留下深刻印象。  

如果不经常吸收新知识，很容易被淘汰。  

 

测试四 

*我们必须认真修正五香十色的财经法规。  
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*这项工程已经竣工，可是无法准时完成。  

受国际油价飙升影响，物价呈上涨趋势。  

当义工不仅让自己充实，也使别人受惠。 

 

测试五  

*老张疑心太重，不论人家说什么他都信。  

*这次我考得不理想，因为时间不够充满。  

外面风声很紧，这件东西根本脱不了手。  

 

测试六  

*公路暂时封闭，导致飞机不能正常起降。  

*他每天一下课就从电影院跑出来看电影。  

这位候选人的政治见解很好，深得民心。  

*我每次主动打扫卫生，妈妈都会训斥我。  

*他显然从错误中吸取了教训，又犯了错。  

*这列火车会到过那站，但是不会停下来。  

 

测试七  

爸爸常对我说，一分耕耘就有一分收获。  

*每到清明，总有五花八门的人采购礼物。  

由于生活压力太大，他的睡眠质量不好。  

他坚持每天读书，不断吸收并积累知识。  

 

测试八  

专柜售货员说这双鞋看起来非常适合你。  

恐怖事件发生后，各国都加强防范措施。  

*看到热腾腾的鸡汤，无法令人五颜六色。  

你千万不要错过这个千载难逢的好机会。  
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测试九  

最近天气多变，你们出门要多加件外套。  

*他学习用功，顺利地没有通过这次考试。  

网络犯罪猖獗，应该采取有效防范措施。  

 

测试十  

*这事情与我无关，对不起，都是我的错。  

*学校一定会对大家优异的表现得到批评。  

三餐饮食要均衡，毕竟药补还不如食补。  

*这些贝壳各有特色，都不值得慢慢欣赏。  

哥哥做事认真负责，领导对他信任有加。  

 

测试十一  

*只要有一点瑕疵，商品都可以退换顾客。  

考试快到了，他正为考试做最后的冲刺。  

*虽然他有过失，你也犯不着当众表扬他。  

在高考失败之后，他就变得失魂落魄了。  

*他很愤世嫉俗，从来都不会抱怨和挑剔。  

研究表明，饮食习惯与肥胖有一定关系。  

 

测试十二  

经济不景气，想找到好工作非常不容易。  

*姐姐打电话，不论一高兴，就忘了时间。  

为了爸爸身体健康，全家人都劝他戒酒。  

因为事先没有规划，今天才会如此失败。  

*疫情日趋严重，使得各产业恢复了正常。  
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测试十三  

*流感病例越来越多，大家不必再量体温。  

抱怨与诉苦，对减轻痛苦一点用都没有。  

哥哥没准备好就去比赛，他感到很紧张。  

你桌球打得最好，应代表班级参加比赛。  

 

测试十四  

我们要从长远的角度，来思考两岸关系。  

*我打工赔了钱，不再需要跟父母要钱花。  

我在德国留学的那段日子，常想起家人。  

黄金枫开始落叶的时候，景色美不胜收。  

关节内视镜手术可治疗肩颈关节的损伤。  

 

测试十五  

*学校放假期间，学生每天都按时去上课。  

应该趁年轻多读一些书，不要虚度时光。  

*他看书不多，要是历史类，就是地理类。  

 

测试十六  

*他不敢回家，父母不知该怎么向他交代。  

*开会时我劝你闭上眼睛，认真看着老板。  

人口老龄化已成为发达国家最大的隐患。  

虽然她现在已不发烧了，但仍有些虚弱。  

*这是全球电脑市场增长最快的地区之间。  

*他游得实在太好了，平常应该多练一练。 

Note. The sentences starting with an asterisk do not make sense in Chinese.  
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Appendix 11: The background information survey 
Chinese version: 

请回答以下背景问题，以便我们更好地了解你之前提供的信息。 

1. 姓名： 
2. 性别： 
3. 年龄： 
4. 专业： 
5. 年级： 
6. 从（小学/中学）___ 年级起学校开始设置了英语课，到现在为止，上英语课已

经有___ 年了。 
7. 从学英语起到现在，上过哪些英语课外辅导班呢？辅导内容是什么？每个辅导

班上了多久呢？（若没参加过任何形式的英语课外辅导班，请注明“没参加

过”；若参加过，请列出参加过的所有课外辅导班） 
8. 有出国学习的经历吗？（有/没有）如果有，国家是 ___ 。学了多久___ 。在那

里交流的主要语言是 ___ 。 
9. 有出国旅游的经历吗？（有/没有）如果有，国家是 ___ 。呆了多久___ 。在那

里交流的主要语言是 ___ 。 
10.  目前每周有 ___ 节英语课，主要学习 _____。 
11. 除去和英语课有关的活动外，每周我会花 ___ 小时学习英语。主要用来学习 

_____。 

 

English version: 

Please answer the following background information survey, so that we can better understand 
your answers on other questionnaires.  

1. Name: 
2. Gender: 
3. Age: 
4. Major: 
5. Grade: 
6. I have been attending English classes from (primary / middle school) for ___ years. 
7. What extra-curricular English classes have you attended? What are they? How long 

have you been attending each class? (If you have never attended any extra-curricular 
class, please write down ‘None’; if you have experience in this regard, please list all 
of the classes).  

8. Have you studied abroad? (Yes/No) If yes, the countries are ______. How long have 
you been there? The main language you used in that country was ______. 

9. Have you travelled abroad? (Yes/No) If yes, the countries are ______. How long have 
you been there? The main language you used in that country was ______. 

10. At present, I have ____ English classes per week. The subject is _______. 
11. Each week I spend ____ hours learning English (not including the English classes and 

the extra-curricular classes). I primarily study _________. 
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Appendix 12: The stimulated recall protocol for the main study 
Chinese version 

昨天在你看动画片以及复述故事的过程中，其实我们打开了摄像头，记录下了你的表

现。一会儿我将回放那段视频，和你一起观看。在看的过程中，请你仔细回忆当时的

感受，如果回忆起某个时刻你对这个任务的喜爱程度/你的焦虑感上升或下降了，请你

暂停视频，告诉我为什么发生了那样的变化。同时，你需要对那个时刻的喜爱程度/焦
虑感打分，分值从 0 到 9。0 是最低分，代表“不喜欢”/“没有焦虑感”；9 是最高

分，代表“非常喜欢”/“非常焦虑”。请尽可能多地回忆当时的感受。 

（当视频播放到参与者入座时）此时你刚刚进到实验室，请问此时你对这次任务的喜

爱/你的焦虑感有多少呢？请解释一下你的评分。 

（当参与者暂停视频，并给出喜爱度/焦虑感变化的理由后）请你在这个图表中打分，

用 0-9 中的一个数字表示你当时的喜爱/焦虑程度。 

（当参与者的本次打分与上次打分比有变化时）我们可以看到此时你的喜爱度/焦虑感

上升/下降了，请问是因为什么呢？ 

English version 

While you were doing the task yesterday, the camera was recording what you did and said. I 
will play the video now and watch it with you. While we are watching the video, please try 
your best to recall your feelings and thoughts back then. If you recall a rise or a drop of your 
motivation to do the task/your anxiety level, please pause the video, and tell me why the 
change occurred. Then you will rate your motivational/anxiety level at that point, from 0 to 9. 
0 is the lowest rating, representing ‘not interested in doing the task’/‘no anxiety’; 9 is the 
highest rating, representing ‘extremely motivated to do the task’/ ‘extremely anxious’. Please 
engage actively during the process.  

(When the participant is taking a seat in the video) Now you had just entered the lab. Are you 
feeling motivated about the task/anxious? Please give a rating. Please explain your rating.  

(When the participant pauses the video, and comments on his or her motivational/anxious 
feelings) Please give a rating of your motivational/anxiety level. 

(When the participant’ rating is different from his or her previous rating) I can see a rise/drop 
of your motivational rating/anxiety rating. Can you explain the change? 
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Appendix 13: Sensitivity analysis of the anxiety models  
According to Salciccioli, Crutain, Komorowski and Marshall (2016), sensitivity analysis tests 
“how sensitive a model is to fluctuations in parameters and data on which it is built” (p. 265). 
It is usually conducted to justify that the model “always performs better when tested on the 
dataset from which it was derived” (p.266). To examine the validity of Factor One of task 
anxiety, i.e., language related anxiety and the models presented in Section 5.2.3.4, a sub-group 
of variables (questionnaire items) was selected and put through the same analyses as in the 
thesis, i.e., exploratory factor analysis and structural equation modelling. The results of the 
analyses are presented below.  

1) Data reduction 

For the task anxiety questionnaire, the codes that were commented on by more than five 
participants were selected. In this way, the task anxiety questionnaire was shortened from 41 
items to 15 items (See Table 29 for the item list). For the Foreign Language Classroom Anxiety 
Scale (FLCAS), the items that seemed directly related to the core of the construct – foreign 
language anxiety – were selected. The 33-item-questionnaire was reduced to 8 items (See Table 
30 for the item list). All items of the Trait Anxiety Inventory were included in the sensitivity 
analysis because the original questionnaire has 20 items which is moderate in length.  

Table 29  
Task anxiety questionnaire items for sensitivity analysis 

Task anxiety questionnaire item 
I didn’t feel nervous because I was not familiar with this activity.  
I felt nervous when I paused.  
I felt nervous when I couldn’t think of a word to describe something.  
I felt nervous when I was struggling between different words. 
I didn’t feel nervous because the atmosphere was relaxing.  
I felt nervous because of the audio and video recording.  
I didn’t feel nervous because there wasn’t a crowd of people listening to me. 
I was nervous because I had to do it alone instead of in a group.  
I felt nervous when I didn’t know the language to describe a segment of the video.  
During the task, I could feel that I was fidgeting.  
During the task, I could feel that my heart was racing.  
When I felt nervous, I felt more incented to do better.  
When I felt nervous, I couldn’t think of the words. 
Because I was nervous, I forgot some scenes. 
When I felt nervous, I couldn’t pay attention to grammar. 
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Table 30 
Foreign Language Classroom Anxiety Scale items for sensitivity analysis 

Foreign Language Classroom Anxiety Scale items 
I can feel my heart pounding when I'm going to be called on in language class.  
I never feel quite sure of myself when I am speaking in my foreign language class.  

I feel very self-conscious about speaking the foreign language in front of other students.  

It embarrasses me to volunteer answers in my language class.  

I feel more tense and nervous in my language class than in my other classes.  

I get nervous and confused when I am speaking in my language class.  

It wouldn't bother me at all to take more foreign language classes.  

I often feel like not going to my language class.  
 

2) Exploratory factor analyses 

The exploratory factor analysis of task anxiety identified three factors, i.e., language-related 
anxiety, anxiety reliefs, and setting-related anxiety and physiological symptom (See Table 31 
for the factor loadings).  

Table 31 
Factor loadings of task anxiety (sensitivity analysis) 

 Factor 1 Factor 2 Factor 3 
Afluen 0.82 0.03 0.10 
Avocab2 0.84 0.04 -0.08 
Asenten1 0.73 -0.03 0.05 
Bvocab1 0.66 0.07 -0.05 
Bgrammar 0.64 -0.18 0.00 
Asetting3 -0.03 0.83 0.08 
Asetting2 0.07 0.62 -0.14 
Asetting4 -0.06 0.00 0.81 
Asetting1 0.26 0.1 0.53 
Bphysio2 0.25 0.16 0.38 
Variance 0.30 0.12 0.12 
Eigen values 3.98 1.63 1.10 

 

The exploratory factor analysis of foreign language anxiety identified three factors, i.e., 
speaking anxiety in English classes, anxiety about English classes, and emotions relating to 
English classes (See Table 32 for the factor loadings). 
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Table 32 
Factor loadings of foreign language anxiety (sensitivity analysis) 

 Factor 1 Factor 2 Factor 3 
L20 0.62 0.16 0.04 
L1 0.46 0.33 0.00 
L24 0.58 0.06 0.09 
L13 0.68 -0.15 -0.01 
L26 -0.12 0.78 0.01 
L27 0.21 0.72 0.07 
L5 -0.10 -0.06 0.64 
L17 0.08 0.06 0.65 
Variance 0.20 0.18 0.11 
Eigen values 6.69 1.81 1.60 

 

The exploratory factor analysis of trait anxiety identified two factors, i.e., positive self-
perception and negative self-perception (See Table 33 for the factor loadings). 

 

Table 33 
Factor loadings of trait anxiety (sensitivity analysis) 

 Factor One Factor Two 
T10 0.79 0.00 
T1 0.74 -0.16 
T6 0.70 0.09 
T7 0.67 0.28 
T16 0.45 -0.06 
T11 0.03 0.72 
T17 0.03 0.68 
T9 -0.10 0.65 
T5 0.23 0.49 
T15 0.29 0.34 
Variance 0.24 0.21 
Eigen values 4.60 1.40 

 

According to Table 31 to Table 33, the underlying factors of task anxiety, foreign language 
anxiety, and trait anxiety were comparable with the original analysis, despite the fact that each 
factor consisted of fewer items due to data reduction (except for trait anxiety). Then these items 
were combined as a composite dataset of anxiety and subjected to another exploratory factor 
analysis. Five factors of anxiety were identified, i.e., foreign language anxiety, language-
related anxiety, trait anxiety – positive self-perception, setting-related anxiety and 
physiological symptoms, trait anxiety – negative self-perception (See Table 34 for the factor 
loadings). 
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Table 34 
Factor loadings of the composite data of anxiety (sensitivity analysis) 

Items 1 2 3 4 5 
1. Foreign language anxiety      

L27 0.80 -0.04 0.02 0.17 0.08 
L1 0.61 0.23 0.00 -0.12 0.04 
L20 0.59 0.25 -0.02 -0.05 0.14 
L26 0.53 -0.27 0.09 0.24 0.14 
L24 0.48 0.12 0.29 -0.26 -0.02 
L13 0.46 0.12 0.04 -0.24 -0.12 
L17 0.38 -0.14 0.18 0.06 0.07 

2. Language-related anxiety      
Afluen -0.02 0.73 -0.01 0.24 0.30 
Asenten1 -0.10 0.72 0.05 -0.09 0.01 
Avocab2 0.14 0.62 0.10 0.14 0.07 
Bvocab1 0.18 0.60 -0.01 0.14 -0.17 
Bgrammar 0.22 0.57 0.14 -0.22 -0.17 

3. Trait anxiety – positive self-perception      
T10 -0.05 -0.01 0.75 0.03 0.08 
T6 0.01 -0.1 0.74 0.05 0.06 
T7 0.14 0.04 0.69 0.00 0.12 
T1 -0.07 0.18 0.65 0.07 -0.09 
T16 -0.10 -0.05 0.52 -0.04 -0.09 

4. Setting-related anxiety and physiological 
symptoms 

     

Asetting3 -0.09 0.07 0.15 0.75 -0.15 
Asetting4 0.28 -0.03 -0.08 0.55 0.00 
Asetting1 0.21 0.24 0.01 0.54 -0.03 
Asetting2 -0.07 0.05 0.07 0.47 -0.06 
Bphysio2 0.21 0.15 0.05 0.45 0.19 

5. Trait anxiety – negative self-perception      
T17 -0.01 0.08 0.15 -0.09 0.66 
T11 0.19 -0.05 0.14 -0.18 0.64 
T9 0.03 0.18 0.03 0.05 0.55 
Variance  0.12 0.11 0.11 0.08 0.07 
Eigen values 6.82 2.63 2.09 1.92 1.32 

 

Compared with the parallel analysis presented in the thesis (Table 24), in the sensitivity 
analysis, the two foreign language anxiety factors merged as one factor “foreign language 
anxiety”; the trait anxiety factor split into “trait anxiety – positive self-perception” and “trait 
anxiety – negative self-perception”. Despite these differences, the three types of anxiety 
remained as separate factors. In other words, task anxiety, foreign language anxiety, and trait 
anxiety were demonstrated to be distinct constructs.  
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3) Structural equation modelling 

The models depicting the causal relationship between trait anxiety, foreign language anxiety, 
and task anxiety presented in Section 5.2.6.1 were replicated with the reduced data.  

First, models were established demonstrating the causal relationship between any two of the 
three types of anxiety. The causal relationship between trait anxiety and foreign language 
anxiety was manifested through two models. In Model One, “positive self-perception” 
significantly predicted “foreign language anxiety” (Figure 32). The fit indices of Model One 
are χ² (53) = 68.252, p = 0.077, CFI = 0.951, TLI = 0.939, SRMR = 0.069, RMSEA = 0.055, 
RMSEA Confidence Interval ranged from 0.000 to 0.089.  

 
Figure 32 The schematic representation of the model of trait anxiety (positive self-
perception) and foreign language anxiety (sensitivity analysis) 

 

In Model Two, “negative self-perception” significantly predicted “foreign language anxiety” 
(Figure 33). The fit indices of Model Two are χ² (34) = 41.022, p = 0.19, CFI = 0.967, TLI = 
0.957, SRMR = 0.057, RMSEA = 0.047, RMSEA Confidence Interval ranged from 0.000 to 
0.089. Model One and Model Two together confirmed that trait anxiety, represented by positive 
self-perception and negative self-perception, significantly predicted foreign language anxiety. 
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Figure 33 The schematic representation of the model of trait anxiety (negative self-
perception) and foreign language anxiety (sensitivity analysis) 

Model Three and Model Four depicted the causal relationship between trait anxiety and 
language-related anxiety during task completion. In Model three, “positive self-perception” 
significantly predicted “language-related anxiety” (Figure 34). The fit indices of Model Three 
are χ² (34) = 39.065, p = 0.253, CFI = 0.981, TLI = 0.974, SRMR = 0.058, RMSEA = 0.044, 
RMSEA Confidence Interval ranged from 0.000 to 0.098.  
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Figure 34 The schematic representation of the model of trait anxiety (positive self-
perception) and task anxiety (sensitivity analysis) 

In Model Four, “negative self-perception” significantly predicted “language-related anxiety” 
(Figure 35). The fit indices of Model Four are χ² (34) = 39.065, p = 0.253, CFI = 0.981, TLI = 
0.974, SRMR = 0.058, RMSEA = 0.044, RMSEA Confidence Interval ranged from 0.000 to 
0.098. 



232 
 

 
Figure 35 The schematic representation of the model of trait anxiety (negative self-
perception) and task anxiety (sensitivity analysis) 

Model Five demonstrated the causal relationship between foreign language anxiety and 
language-related anxiety during task completion (Figure 36). The fit indices of Model Five are 
χ² (87) = 110.865, p = 0.043, CFI = 0.939, TLI = 0.927, SRMR = 0.075, RMSEA = 0.054, 
RMSEA Confidence Interval ranged from 0.017 to 0.080. 
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Figure 36 The schematic representation of the model of foreign language anxiety and task 
anxiety (sensitivity analysis) 

Second, the three types of anxiety were fit into one model. In Model Six, “positive self-
perception” predicted “foreign language anxiety” which further predicted “language related 
anxiety”. It should be noted that the significant prediction of trait anxiety on language-related 
anxiety during task completion disappeared after the amalgamation (Figure 37). The fit indices 
of Model Six are χ² (117) = 135.34, p = 0.118, CFI = 0.962, TLI = 0.955, SRMR = 0.078, 
RMSEA = 0.043, RMSEA Confidence Interval ranged from 0.000 to 0.067.  
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Figure 37 The schematic representation of the model of trait anxiety (positive self-
perception), foreign language anxiety, and task anxiety (sensitivity analysis) 

Model Seven featured the predictive power of “negative self-perception” on “foreign language 
anxiety” which future predicted “language related anxiety” (Figure 38). The fit indices of 
Model Seven are χ² (88) = 111.70, p = 0.045, CFI = 0.936, TLI = 0.924, SRMR = 0.074, 
RMSEA = 0.054, RMSEA Confidence Interval ranged from 0.016 to 0.080. 
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Figure 38 The schematic representation of the model of trait anxiety (negative self-
perception), foreign language anxiety, task anxiety (sensitivity analysis) 

Model Six and Model Seven implied that the overarching trait anxiety had a direct impact on 
learners’ anxiety experienced in foreign language classes and an indirect influence on anxiety 
in task contexts. These results are congruent with the results as reported in the thesis, suggesting 
that the anxiety models presented in the thesis are sufficiently robust.   
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Appendix 14: A sample of task performance coding 
 

{this is a} this is a story about some sheeps and a dog| 

in this story {the sheep the }the sheeps and a dog are very smart| 

someday when{when}they {when they} saw their host ::is eating pizza:: they are very 
hungry| 

so that they want to eat pizza| 

so {so}they have a good idea together| 

that is{that is}:: {some} the other of sheep to pretend {to pretend} the host ::to buy pizza| 

when they at bus ::have a people:: who{who} sat {sat sat}beside them ::want to {want 
to}give {give}them {some some}somethings:: can eat| 

but {but} their {but their} hands is too big| 

so that they can't get it| 

so the people was very hungry:: and {and}hit it| 

when they arrived in the pizza store :: {they want to}: they bought many pizzas| 

when it times to {get}give money::they haven't catch| 

so they first{they first} give some {give some}leaves and cop| 

{but the but the catcher was}but it is {it is}not useful| 

then {then}they threw a cute {cute}animals| 

so {so} the business give the pizza to them| 

they eat pizza very happily| 

{every people eat}every people ate it | 

{when they when they was to}when they ate too {too}much:: they are very sleepy| 

at night when the host saw them ::was very {was very}cautious| 

Note. 1) AS-unit boundary is marked by an upright slash (|);  

2) A clause boundary within an AS-unit is marked by a double colon (::); 

3) False starts, functionless repetitions, and self-corrections are put inside brackets {};  

4) Errors are highlighted in red; 

4) The number of syllables of a speech was counted manually. The lexical diversity and the lexical 
sophistication measures was calculated through online tools. Therefore, they are not marked on this sample. 
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Appendix 15: The scatterplots of the explanatory variables and the response variable/the correlations 
between the explanatory variables/the Q-Q plot/the scatterplot of the residuals for each regression 

analysis 
 

 

The scatterplots of the explanatory variables and the dependent variable ‘D’ and correlations between the explanatory variables 



238 
 

 

 

The scatterplots of the explanatory variables and the dependent variable ‘New GSL 500’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘New GSL 1000’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘New GSL 2500’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘GSL Offlist’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Mean length of AS unit’ and correlations between the explanatory 
variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Subordination’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Number of errors per minute’ and correlations between the explanatory 
variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Percentage of error-free AS unit’ and correlations between the 
explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Speech rate A’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Speech rate B’ and correlations between the explanatory variables 
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The scatterplots of the explanatory variables and the dependent variable ‘Pause length’ and correlations between the explanatory variables
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The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘D’) 

   

Plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘New GSL 500’) 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘New GSL 1000’) 
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The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘New GSL 2500’) 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘GSL Offlist’) 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Mean length of AS unit’) 

 



251 
 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Subordination’) 

 

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Number of errors per minute’) 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Percentage of error-free AS unit’) 
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The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Speech rate A’) 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Speech rate B’) 

  

The plots for diagnosing normal distribution of residuals and homoscedasticity of variance 
(dependent variable: ‘Pause length’) 
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