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This study describes the experiences of students in a flipped intermediate Spanish college 

class who used a video discussion digital tool to develop their confidence to speak in the 

foreign language. Students participated in a series of 10 speaking tasks designed based on 

the framework on technology-mediated tasks (Gonzalez-Lloret & Ortega, 2014) and the 

world-readiness standards for communicative performance of the American Council on the 

Teaching of Foreign Languages (2015). Through semi-structured interviews and reflection 

journals, students shared their learning accomplishments, unveiled their inner fears in 

speaking skills and detailed their journey in gaining confidence to speak in Spanish. Their 

experiences showed that willingness to communicate and self-efficacy are driving forces that, 

fostered in a brave learning environment, enable students to take risks and be creative with 

the language. The study also presents pedagogical implications regarding the design of 

technology-mediated tasks and the conditions of the learning environment that can foster or 

hinder students’ language oral communicative skills. 

 

Implications for practice or policy: 

• Technology-mediated tasks should be designed based on a learner-centred approach and 

the affordances of the tool to promote communicative competence in foreign and second 

language learning. 

• Technology-mediated tasks can promote the development of confidence to use the 

foreign and second language more spontaneously, while allowing students to fail without 

being judged or penalised. 

• Technology-mediated tasks can give students some control over their own learning 

process, facilitating opportunities for self-monitoring to gain confidence in speaking in 

the foreign or second language. 

 

Keywords: technology, task-based, language learning, Spanish, communicative competence, 

confidence 

 

Introduction 
 

Although the overarching goal of learning a second language (L2) is to communicate effectively and 

confidently with other speakers of the L2 (Willis & Willis, 2009; Yashima et al., 2004), spontaneous and 

sustained communication in that L2 is not always ensured even when learners have high linguistic 

competence (MacIntyre, 2007; MacIntyre et al., 1998) or available opportunities for functional uses of the 

L2. In addition, anxiety can negatively affect the language learning experience (C.-M. Chen & Lee, 2011; 

M. R. A. Chen & Hwang, 2020). Some students take advantage of communicative opportunities to use the 

L2, while others opt to avoid it (MacIntyre, 2007; MacIntyre et al., 1998). In other words, learners’ 

willingness to communicate in the L2 depends on the context and the communication situation where the 

L2 is used. 

 

A task-based approach emphasises the use of real-life tasks whereby a person uses the language for 

communicative purposes (Gonzalez-Lloret & Ortega, 2014; Thomas & Reinders, 2010). From a 

pedagogical standpoint, task-based instruction connects linguistic use and content, communication and 

interaction, language process and learners’ personal experiences (Nunan, 2004). As technology has become 

a central element in educational settings, technology-mediated tasks can offer new opportunities for 

learning the L2 and for developing confidence in using it (what students can do with the language) 

(Gonzalez-Lloret & Ortega, 2014; Lai & Li, 2011; Ziegler, 2016). Research has long underscored the 

positive outcomes of technology-mediated tasks for language performance (Chong & Reinders, 2020; 

Ziegler, 2016). However, research on the willingness to communicate and speaking confidence facilitated 
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through asynchronous video tasks is under researched. In particular, research that unveils students’ own 

stories in developing willingness and confidence in speaking is limited. Learning from students’ 

experiences can help instructors situate themselves in their students’ particular circumstances and gather 

in-depth understanding of their feelings and thoughts. This understanding can also guide instructors to 

design technology-mediated strategies with a more empathetic approach responsive to students’ emotional 

needs. 

 

This study investigated the experiences of college students in an intermediate flipped Spanish class. These 

students participated in a series of 10 asynchronous speaking tasks for developing confidence in speaking 

and willingness to communicate in Spanish. 

 

Willingness to communicate 
 

Willingness to communicate (WTC) was originally conceptualised in communication literature for first 

language use as the probability of engaging in communication when free to do so (McCroskey & Baer, 

1985). McCroskey and Baer viewed WTC as a personality trait with focus on speaking, which relates to 

communication apprehension, communicative competence, self-esteem and introversion-extroversion. 

WTC in the L2 is the learner’s “readiness to enter into discourse at a particular time with a specific person 

or persons, using an L2” (MacIntyre et al., 1998, p. 547). WTC interrelates potential influences on the L2 

including enduring and situational aspects. MacIntyre et al. determined that the enduring influences are 

stable and long-term characteristics of the context or individual. Enduring factors include motivation, 

affective-cognitive context and societal and individual contexts. The motivational propensity to 

communicate is mostly an individual difference that can be influenced by interpersonal motivation, 

intergroup motivation and self-confidence in the L2 (MacIntyre et al., 1998; MacIntyre & Doucette, 2010). 

The first two constitute the affective and social variables of the act to communicate, while the latter involves 

the relationship between the speaker and the L2. Learners can feel motivated to learn an L2 and identify 

and affiliate with those in the L2 community (Dörnyei, 2010; Lu & Hsu, 2008; Peng, 2012; Yashima et al., 

2004), but also display attitudes of wanting to have less contact with an L2 community and be part of it. 

 

The situational aspects can vary in a given time and can be considered more transient and dependent on 

context. Situational factors relate to communicative opportunities to use the L2. This includes learners’ 

control in the use of the language, their desire to communicate with a specific person and their 

communicative self-confidence. MacIntyre et al. (1998) argued that “the ultimate goal of the learning 

process should be to engender in language students the willingness to seek out communication opportunities 

and the willingness to communicate in them” (p. 547), implying that opportunity alone is not sufficient 

condition to display WTC. According to several scholars (MacIntyre et al., 1998; MacIntyre & Doucette, 

2010; Pawlak et al., 2019), students may take the opportunity to use the L2 because presumably they feel 

confident in their knowledge of the language. They may also feel motivated by the context, content, 

perceived competence, lack of anxiety and interpersonal situation where the communication takes place. 

Additionally, Yashima et al. (2004) postulated that willingness to communicate is not sufficient condition 

to actually display communicative behavior. Other conditions, such the content of the tasks, can create L2 

anxiety and possibly hinder students’ willingness to speak it (C.-M. Chen & Lee, 2011; Valadi et al., 2015). 

Thus, some communicative situations may involve more confidence than others, especially in relation to 

prior experiences in using the L2. 

 

Yashima et al. (2004) asserted that WTC is complex and involves interrelations among several factors such 

as motivation to learn the L2, self-confidence in L2 communication and international posture, which 

influence WTC and frequency of communication in the L2. In L2 instruction, “it is hoped that the students 

acquire the necessary skills and WTC to change the dynamism of interaction by themselves rather than 

leaving it to the empathy/control of partners in intercultural interactions” (Yashima et al., 2004, p. 122). 

Further, Yashima et al. posited that students learning an L2 might have several goals and needs when 

learning the language. Therefore, individual differences related to learners’ intention, readiness and 

confidence to use the L2 seem to influence WTC. 

 

Technology-mediated tasks 
 

In the context of an L2 classroom, a pedagogical task can be defined as a piece of classwork that involves 

“learners in comprehending, manipulating, producing, or interacting in the target language while their 



Australasian Journal of Educational Technology, 2022, 38(2).  

 

 
3 

attention is focused on mobilizing their grammatical knowledge in order to express meaning, and in which 

the intention is to convey meaning rather to manipulate form” (Nunan, 2004, p. 4). While in the process of 

using the language for functional purposes, learners can build a repertoire of linguistic resources, which is 

presumed to induce explicit language knowledge (Ellis, 2005; Nunan, 2004; Skehan, 2003; Van den 

Branden, 2016) without neglecting the focus on linguistic form (Nunan, 2004; Samuda & Bygate, 2008; 

Thomas & Reinders, 2010). The use of technology-mediated tasks offers multiple advantages because these 

types of tasks can resemble realistic uses of the L2 that learners can encounter outside a formal learning 

environment (Godwin-Jones, 2011; Lai & Li 2011; Levy & Stockwell, 2006). 

 

Research on technology-mediated tasks has investigated several aspects, including meaning-making with 

opportunities to focus on linguistic form (Hampel, 2010; Hauck & Youngs, 2008; Rosell-Aguilar, 2005; 

Wang, 2014), goal orientation and intercultural awareness (Hauck & Youngs, 2008), communication and 

negotiation of meaning (Smith, 2004), the development of communicative abilities (Chong & Reinders, 

2020; Kirkgöz, 2011), the achievement of a linguistic objective (Stockwell, 2010), learner centredness 

(Brown Nielson, 2014) and the development of linguistic content and writing processes (Oskoz & Elola, 

2016). Research on online chats, discussion platforms and gaming practices presents insights into the 

potential of digital technologies to promote not only language development but also to increase leaners’ 

WTC in the L2 (Compton, 2004; Freiermuth & Jarrell, 2006; Lepore, 2014; Reinders & Wattana, 2014). 

Online chats have been found to be effective in increasing WTC, interaction (Freiermuth & Jarrell, 2006), 

oral participation (Compton, 2004; Yang et al., 2012) and language performance (Chuang et al., 2018). 

Discussion platforms (Kissau, et al., 2010; Lepore, 2014) have been used to investigate their impact on 

language learning and on WTC. 

 

Asynchronous discussion tasks 
 

Multimodal discussion platforms have shown to promote a highly interaction environment to engage 

learners in real-life tasks (Kent, 2017), interactive tasks (L. Lee, 2016) and WTC. For instance, Lepore 

(2014) conducted a study to foster pronunciation through audio discussions in the digital tool VoiceThread. 

Students who participated in these discussions not only improved their French pronunciation but also their 

WTC as a result of their participation and the feedback they received from the instructor and their self-

evaluations. 

 

Asynchronous video discussions allow students to record videos, monitor their language performance and 

correct any linguistic gaps (Hirotani & Lyddon, 2013). In these types of discussions, students can also use 

gestures and personalise their responses (Griffiths & Graham, 2009) facilitating self-awareness. For 

example, Hirotani and Lyddon investigated Japanese and English learners’ L2 self-introductions and 

awareness-raising through the use of asynchronous video recordings. Their L2 speaking production 

resembled a modified discourse structure based on each other’s models of oral production. Students found 

the option to record video beneficial as they could self-monitor their use of language. The results suggest 

that asynchronous video tasks can help develop presentation and interpretive skills. 

 

Although research shows the language benefits as well as the perceived increase in WTC, little is known 

from students’ own account of what the experience is like while they cope with language and technology-

mediated tasks to build their confidence and willingness to speak more spontaneously. In view of this gap 

in the research, the present study examined these experiences as a crucial step to inform the design, 

implementation and evaluation of asynchronous speaking tasks. 

 

Methodology 
 

Qualitative research design 
 

This study is part of a larger research project conducted during the first semester of 2018 at a university in 

the United States of America that investigated the impact of technology-mediated tasks on WTC and oral 

communicative performance in a flipped intermediate Spanish class. This article presents the qualitative 

findings investigating students’ perceptions, beliefs and experiences while they participated in tasks 

mediated through an asynchronous video discussion platform. The study complied with the required ethical 

standards of the university and a research proposal was submitted prior to conducting the study. The 

Institutional Review Board approved the research study (IRB #15-598 – 12/12/2017). 



Australasian Journal of Educational Technology, 2022, 38(2).  

 

 
4 

Participants 
 

The participants in this study were 28 students enrolled in a flipped fourth-year Spanish class. The majority 

of students identified as female (n = 21, 75%). Most students had studied Spanish for more than 3 years (n 

= 25, 89%) and had not lived in a Spanish-speaking country (n = 26, 93%). 

 

Development of technology-mediated tasks 
 

I assisted the course instructor in the design of six pedagogical tasks based on Eddy (2014) and the 

American Council for the Teaching of Foreign Languages (2015) world-readiness standards and 

performance guidelines for the interpretive and presentational communication areas. These areas emphasise 

individual practice and reinforce the processes of understanding, interpreting, and presenting concepts and 

ideas related to familiar contexts and daily life topics. The topics in the textbook were used to guide the 

design of the technology-mediated tasks (Table 1). The tasks required students to respond to specific 

speaking prompts that aimed to engage them in the practical use of spoken Spanish, utilising grammatical 

structures and vocabulary related to each corresponding chapter or other linguistic resources to help them 

accomplish the task. 

 

Table 1 

Topics in the textbook used to design the technology-mediated tasks 

Flipgrid topic Task prompts Topic resource 

Hablemos del 

Capitulo 7 

Compara y contrasta un aspecto cultural entre un país de 

habla española y tu propio país [Compare and contrast one 

cultural aspect between a Spanish-speaking country and 

your own country.] 

Visual input 

Hablemos del 

Capitulo 8 

Describe que haces para proteger el medio ambiente. 

Menciona tres cosas que deberías hacer para proteger el 

medio ambiente pero que no las haces (lo suficiente) 

[Describe what you do to protect the environment, and 

mention three things you should do to protect the 

environment but don’t do (or don’t do enough).] 

Visual and 

video input 

Hablemos del 

Capitulo 9 

Describe cuál crees que es el aspecto más importante 

relacionado a derechos humanos/derechos civiles en los 

Estados Unidos y en países hispano-hablantes actualmente. 

Explica: ¿qué se debería hacer sobre estos aspectos. 

[Describe what you think is the most important issue related 

to civil rights and human rights in the United States and 

Spanish-speaking countries today and explain what should 

be done about it. Explore the website as a resource.] 

Visual input and 

web resources  

Hablemos del 

Capitulo 10 

Imagina que tu puedes participar en un evento histórico. 

Describe cuándo tu visitarías ese evento y qué harías, 

también explica por qué este evento es importante para ti. 

(Mira el video para referencia). [Imagine you could 

participate in an historic event. Describe when you would 

visit and what you would do, as well as why this event is 

important to you. (Watch the video as reference).] 

Visual and 

video input 

Hablemos del 

Capitulo 11 

Escucha la conversación en el video y responde a la 

pregunta al final. [Watch the video and listen for the 

question at the end]. Here is the question prompt: Imagine 

that your Spanish professor suddenly disappeared. [What do 

you think would have happened to them and what 

consequences would it have for you and the class?] 

Input from a 

stage 

conversation 

Hablemos del 

Capitulo 12 

Imagina que tienes el poder para cambiar un aspecto en tu 

vida, ¿qué cambiarías y por qué? Explica tantos detalles 

como puedas. [Imagine you have the power to change one 

aspect in your life. What would you change and why? 

Explain as many details as possible.] 

Visual input  
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The tasks were implemented in the video discussion platform Flipgrid. Its affordances, in particular ease of 

use, multimodality, personalisation, self-assessment and custom feedback, were aligned to the design of 

the technology-mediated oral tasks. Ease of use can engage learners in oral interactions supported by video, 

which enhances body language, facial expressions and paralinguistic cues. The simple intuitive navigation, 

use and layout can drive learners to focus on the language use rather than on troubleshooting technical 

problems (Liou, 2012; Zou et al., 2015), especially when the tool is new to learners. The multimodality 

nature of Flipgrid is more appealing to L2 instruction as it combines audio and video, offering “face time 

with faculty and peers … necessary for students to feel included and integrated into the academic 

environment” (Allen, 2006, p. 123). The availability of Flipgrid in multiple devices facilitates the frequency 

of communication and interaction in the L2, an important factor in WTC and actual use of the L2. Learners 

can record their video postings from a computer or mobile device. Flipgrid can also allow personalisation 

of postings by adding titles and using emoticons and animated images to increase engagement. Finally, 

Flipgrid affords learners the option to self-assess and have some control over their performance prior to 

posting the recordings, thus, creating awareness in students of their learning process. It allows them to 

develop their own agency as it gives them the control over the output – an aspect that is critical for 

development of agency and autonomy (McLoughlin & Lee, 2010). 

 

Data collection instruments 
 

The data for this study was collected in the January 2018 – May 2018 academic semester. The study used 

multiple means for collecting students’ experiences including self-reflections, a midterm open-ended 

survey and focus group interviews. First, the self-reflections gathered details on how students made sense 

and meaning of their participation and navigation throughout the tasks and the inherent complexities of the 

experience (Coulson & Harvey, 2012). The written reflections were delivered alongside the Flipgrid tasks, 

one per chapter, to capture students’ thoughts and feelings (inward and outward looking) as well as their 

actions (backward and forward looking). Each reflection was individual, and the questions were related to 

aspects of the experience that could not be easily observed such as students’ reactions, feelings, confidence 

level and challenges (Maxwell, 2012; Patton, 2005). The self-reflections were delivered through the 

Qualtrics online survey platform. Second, the midterm open-ended survey gathered students’ insights from 

their participation in the technology-mediated tasks at a midpoint and helped adjust the tasks when possible 

without impacting the outcomes of the study. For example, instructions and deadlines for completion of the 

tasks were provided more explicitly through weekly reminders and an updated version of the schedule. 

Finally, the focus group interviews collected learners’ overall perceptions and experiences within the 

socially constructed context of students’ participation in the Flipgrid tasks (Merriam, 2009; Patton, 2005). 

A semi-structured interview protocol included questions that elicited students’ reflections and 

considerations for communicating and participating in the technology-mediated tasks. The interview 

protocol had three main overarching areas of inquiry: overall understanding of the course goals, perceived 

speaking skills and experience within the Flipgrid tasks. 

 

Procedure 
 

Students completed all the technology-mediated tasks outside of class. These tasks were included in the 

schedule of classes but were not part of the course grade. Participation in the tasks was offered as an extra 

credit opportunity with specific due dates. Each task had different levels of complexity (e.g., description of 

familiar topics, comments on social issues, comparing information, narrate events), autonomy (e.g., 

impromptu speaking, evaluating progress of learning) and novelty (e.g., up-to-date topics related to social, 

educational or cultural issues, use the language beyond the classroom) (Eddy, 2014). 

 

After students posted their video responses to the prompt in the Flipgrid task, they completed a written self-

reflection for each task throughout the 15-week term. The midterm survey was a paper-based short 

questionnaire administered in the classroom in Week 8. Finally, students were invited to participate in the 

focus group interviews during Week 15. Two interview schedules were planned for students who agreed to 

participate (n = 13, 46%) to conveniently select which time and day they would join the focus group 

interviews. The interview questions were piloted with the non-study participants to ensure the clarity of the 

questions. These interviews were audio-recorded. 
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Data analysis 
 

I used an iterative content analysis to examine learners’ experiences during the technology-mediated 

speaking tasks, which included exploration, memos, coding, description and themes (Creswell, 2012). 

Following Saldaña’s (2016) eclectic method of data analysis, a compatible set of coding methods were 

employed in the first and second cycles of data analysis. To analyse the task I used NVivo (v. 11.4.2). It 

involved initial question-based coding to gather a sense of the data, help formulate the questions in the 

upcoming reflections and create notes for future reference (Saldaña, 2016), followed by a second thorough 

reading of all data to generate phrases or concepts related to the topic of inquiry. Then, structural coding 

analysis was performed for the focus group interviews by segmenting the data to combine a question-based 

analysis to code preliminary topics and examine any similarities and differences in the segments. In this 

combined analysis, I coded sentence by sentence, searched for participants’ actions as well as expressions 

of feelings and reflective thoughts and identified potential conceptual ideas that could group the codes 

together. Next, I coded the existing codes into more meaningful and analytical categories that exemplify 

the major themes and reduce any overlapping or redundant codes. The multiple sources of data used in the 

study helped to develop a more compressive understanding of the learners’ experiences and triangulate the 

findings. 

 

Findings 
 

The findings of this qualitative study showed five major themes in students’ experiences in the technology-

mediated tasks: (a) communicative performance opportunities, (b) language learning experience, (c) 

feelings and perceptions, (d) language performance barriers, and (e) experience using the Flipgrid tool. 

Table 2 presents a summary of the themes and description of categories. 

 

Table 2 

Five major themes and description of categories in students’ experiences in the technology-mediated tasks  

Themes Description of categories 

Communicative performance 

opportunities 
• Understanding flow of conversational style 

• Extending language practice 

• Self-monitoring 

Language learning experience • Practice-oriented use of language 

• Beneficial for speaking, perspectives and boosting 

confidence 

Feelings and perceptions 

 
• Satisfaction with scope of responses 

• Confidence in oral skills and language use 

• Maintaining focus on topic 

• Elaboration in answers 

Language performance barriers • Unfamiliarity with content 

• Challenges in spoken performance 

• Anxiety and nervousness 

Experience with Flipgrid  • Ease of use 

• Flexibility 

• Safe environment 

 

Communicative performance opportunities 
 

Students mentioned that their speaking was faster while creating responses, leading them to perceive a more 

spontaneous and fluent oral language production. This is illustrated by a student’s comment that “it’s good 

to speak off command and not have much to think about your answer before you say it because it makes 

me feel more fluent” (Student #1). Another student wrote, “I spoke spontaneously with a couple of notes, 

and I got my message across clearly” (Student #9). The perceived immersion in a pseudo-conversational 

style is illustrated in the comment, “[Flipgrid task] helped me practice thinking of conversational sentences 

rather than responses to questions” (Student #10). Some students also mentioned that the tasks facilitated 

the flow of speaking when ideas seemed to become disconnected, for example: 
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[Flipgrid task] helps when you’re speaking, and then you say a couple of things and then 

you’ve said enough where you can’t really, change what you’re going to say in Spanish and 

you kind of just have to figure out how to finish it. (Student #5) 

 

Although the technology-mediated tasks afforded the practice of spontaneous speaking, students 

acknowledged that at the beginning they needed to prepare notes prior to completing the tasks. However, 

later on the notes were no longer needed. For example, a student mentioned that at the beginning: 

 

I wrote just small notes about things that I could talk about [in Flipgrid], but as I went on, I 

feel like I gained more confidence and didn’t have to write those notes, and just like read 

the questions, and then just kind of came up with what I wanted to say and then just said 

that. (Student #3) 

 

Students perceived that the tasks allowed them the opportunity for extended practice of their speaking skills. 

A student commented that she felt good because she “got in some extra speaking to help in my learning” 

(Student #4). In addition, a student wrote that “[Flipgrid tasks were] a good way to learn Spanish better and 

practice [Spanish] speaking skills more” (Student #13). Another student shared that he developed “ways to 

speak about certain topics on the spot” (Student #10). It was also mentioned that the Flipgrid tasks afforded 

performance monitoring since the affordances of the tool “helped to see and hear myself speak and to know 

what I can do better” (Student #10). This is supported by another student, who said that “you could actually 

record yourself and could see a video so that you can, kind of like, correct yourself when you saw it” 

(Student #7). 

 

Language learning experience 
 

The technology-mediated tasks furthered students’ learning of Spanish by implicitly guiding the integration 

of the vocabulary studied in class and more complex grammar structures into their speaking. 

Correspondingly, their speaking confidence boosted and allowed some level of language creativity. For 

instance, a student said he “tried to use different tenses and vocabulary” (Student #4), while another student 

shared that “I added some humor, which allowed me to play with the sentence structure” (Student #8). Even 

further, a student mentioned that using grammar and vocabulary correctly along with enough details helped 

her “to demonstrate what I was trying to discuss” (Student #5). Students also believed that the Flipgrid 

tasks served as opportunities to take risks in using uncommon and new vocabulary as well as new grammar 

tenses. As one student commented, “[Flipgrid tasks] helped me practice vocabulary I may have not used 

otherwise” (Student #13), pushing students to breakthrough their thinking and perspectives on the topic and 

their current range of vocabulary, such as when the topics of human rights and politics were discussed in 

the tasks. In addition, students perceived a boost in their confidence in using Spanish. A student believed 

that he did not have to “worry about my speaking being perfect, … I am able to relax and think, which 

makes my speaking more accurate” (Student #7). The focus on using accurate use of the language was 

prominent in students’ accounts of their experience. For example, a student shared that although he liked 

that he “can speak freely with no mistakes” he will try to use “better grammar” in the next Flipgrid task 

(Student #6). 

 

Students’ reflections also highlighted their perceived confidence in speaking more freely. A student said 

that “I tried and used what I know and stuff and make mistakes, so it was nice that, like, you were just, kind 

of, speaking to yourself and, kind of, thinking things through in your head” (Student #2). The extended 

practice that Flipgrid tasks provided seemed to have aided in students’ gaining confidence to speak in 

Spanish, as one student pointed out, the tasks “just make you more confident because you’re just getting 

practice” (Student #1). 

 

Feelings and perceptions 
 

While completing the Flipgrid tasks, students not only had the time to reflect on their learning process, but 

they also became aware of their feelings. The vast majority of students shared that they felt good after 

completing the tasks for multiple reasons, including “It’s a low-stress way of practicing Spanish” (Student 

#7), “[it] allowed me enough time to complete the task” (Student #2) and “I can answer the questions and 

carry out a conversation” (Student #10). Students’ reflections also showed that the feelings of satisfaction 

were accompanied with self-perceptions of confidence in the language abilities and instances of struggles 
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with language use and accuracy. This can be illustrated by a comment from a student who shared that “I 

feel like my Spanish communication skills are getting better. Next time I will try and make it longer” 

(Student #11). Another student reflected that, “I find it satisfying that I could discuss in depth about a topic, 

but I felt like I stumbled on finding the correct Spanish words many times” (Student #3). 

 

Language performance barriers 
 

Students reported barriers related to their unfamiliarity with the content of some of the tasks, challenges in 

language accuracy and feelings of nervousness and anxiety. Several students mentioned the difficulty of 

elaborating answers because of their limited knowledge on more complex topics. A student commented 

that “it’s tougher to create intellectual ideas for certain topics that I do not know that much about, or do not 

have enough vocabulary to give” (Student #13). Interestingly, the findings showed some frustration due to 

the lack of ideas and sufficient vocabulary or because the topics were “irrelevant to everyday conversation” 

(Student #5). 

 

The results also highlight communicative barriers for language accuracy. A recurrent line of thought in 

students’ comments showed their struggle with “talking for a longer amount of time” (Student #11) or 

“without thinking of a general outline in my head first” (Student #12). One student shared that her worries 

were about “[conjugating] verbs correctly spontaneously” (Student #5), while another student kept thinking 

that through his participation in the Flipgrid tasks, he realised “how much I still stumble to use the right 

tenses” (Student #11). In addition, a student shared that he was frustrated “because I was getting stuck a 

little and pronounced things slowly” (Student #6). 

 

Experience with Flipgrid 
 

Several students indicated that Flipgrid was easy to use and manage, allowing them to “speak in a 

comfortable and relaxed environment” (Student #10). The technology application facilitated the recording 

of answers multiple times allowing students to watch their videos and “be able to tell what I did right and 

what I need to work on more” (Student #7). In addition, a student said that he “felt like I could just click 

like three buttons and [the response] would be uploaded. I mean like you could play around with it” (Student 

#8). Another student commented on the convenience of using the application in a mobile device because “I 

didn’t have to sit down and be like oh it’s time, I would be like pull out my phone quick and record myself 

in Spanish and go along with the rest of my work” (Student #9). 

 

Discussion 
 

In varying degrees, the technology-mediated tasks facilitated speaking practice environment which, 

according to students, was flexible, free from judgement and offered self-evaluation. This has implications 

for the task design, the instructional approach, the learning environment and the technology tools. 

 

First, the findings in this study revealed high levels of students’ willingness to communicate and confidence 

in speaking in Spanish. These perceptions are evidenced by students’ reports on their increased ability, 

confidence and frequency to use Spanish in more spontaneously, flexibly and free from judgement. 

Participants’ comments revealed a gradual growth in the actual speaking behavior through the continuous 

participation in the Flipgrid tasks, and more precisely, about their increased confidence in speaking 

spontaneously, the integration of more complex grammar and vocabulary in their speaking, all within a 

flexible and joyful environment. Students’ perceptions of growth in their oral production was manifested 

in their account of being able to accomplish the communicative tasks. Specifically, as students pointed out, 

their ability to interpret and present information in a sustained oral format with enough confidence, they 

acknowledged their concerns about accuracy. Students initially worried about their language production 

lacking correct or perfect grammar. 

 

Second, the technology-mediated tasks allowed students more frequent opportunities to develop their 

readiness and inclination to speak in Spanish. A plausible explanation of the increased perceptions of their 

WTC and increased confidence for spontaneous speaking pointed to the implementation of the technology-

mediated tasks facilitated by the affordances of the digital tool. These tasks offered students an opportunity 

to speak when they were ready to do so and steadily become more confident in the use of the language. The 

technology platform provided them with a space to feel safe and brave – a learning environment where 
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making mistakes was normalised as a key part of the learning process instead of being penalised or judged 

for linguistic inaccuracies. The tool offered an out-of-classroom space to practise speaking in a joyful way 

where students had the opportunity to play with language and have greater engagement in their own learning 

process. The tool also facilitated a space where students had alternatives to rehearse and master the 

interpretive and presentational communicative goals (American Council for the Teaching of Foreign 

Languages, 2015), as well as to self-assess their own speaking performance until they were satisfied with 

their oral production. 

 

Third, students’ comments on the Flipgrid environment showed that their willingness to communicate and 

communicative performance seemed to be determined by the pressure (or lack thereof) of affective as well 

as linguistic factors. Because the tasks opened a space for students to post their responses asynchronously 

without having others seeing the posts in real-time, it appears to have lessened students’ anxiety. As 

students themselves mentioned, there was no one to judge or criticise their speaking in real time, promoting 

fast thinking and speaking on-the-fly rather than perfecting their responses. This finding relates to studies 

that have used computer-mediated communication to enhance speaking practice, suggesting that the use of 

video is helpful for practising the language and that re-recording facilitates deeper learning (Lys, 2013) and 

promoting learning in more joyful ways (J. S. Lee & Lee, 2020). The findings reveal how students 

exteriorised their feelings and thoughts of the experience; presumably perceiving themselves more 

confident and competent in Spanish as they steadily moved from using notes to aid their speaking to actual 

spontaneous speaking in the technology-mediated tasks. In addition, the digital platform Flipgrid allowed 

them to have some control over their speaking output, thus promoting their agency and confidence to use 

Spanish in more spontaneous ways. 

 

Notwithstanding, students also reported language barriers related to the content of the tasks, language 

accuracy and anxiety. This finding is in line with other studies that reported connections between language 

performance and anxiety (C.-M. Chen & Lee, 2011; Liu, 2012). It is clear that students’ fear of being 

embarrassed, making mistakes and being judged in their language skills prevails as a potential barrier for 

communicating in Spanish. The findings might indicate that the more anxious and nervous students feel, 

the less likely they are to want to communicate. This anxiety decreased as students felt more comfortable 

and confident with speaking in a more spontaneous way, as well as altered their own approach to speaking. 

In addition, presumably students’ unfamiliarity with the topics as a major barrier to produce language might 

prevent them from elaborating ideas and communicating more substantially in the target language. 

Students’ limited knowledge on some of the topics in their own language might have also prevented them 

from sharing and elaborating on ideas (C.-M. Chen & Lee, 2011). 

 

Implications for designing technology-mediated tasks 
 

When Gonzalez-Lloret and Ortega (2014) spoke of the integration of technology and tasks to truly respond 

to task-based language teaching and to the “transformative nature of new technologies” (p. 5), they had 

already recognised the non-neutrality of technology in learning and language use. This research study builds 

on the task-based learning and teaching framework by suggesting a structured and mutually informative 

design approach for technology-mediated tasks. This approach might serve as the place to start connecting 

instructional design with language teaching, technology and pedagogical tasks to maximise language 

learning and creativity while minimising language barriers, including fear of failure and embarrassment. 

 

The approach to design technology-mediated tasks suggested in this study was to re-envision the design, 

development and evaluation of these tasks with a more student-driven experience. This suggests that 

teachers, educators and researchers alike need to centre the task design on students’ affective as well as 

language needs to create a learning space that supports taking risks, being creative with the language and 

making mistakes as part of the learning process. This approach to task design can lead to creating activities 

that give students an approximation of the interactions and communications they will encounter outside the 

classroom (Bygate, 2016; Nunan, 2004; Van den Branden, 2016). Yet, task design should also provide 

learners with opportunities to focus on their own learning process not solely on the product. The 

technology-mediated task design approach can be realisable across language levels. It requires theoretical 

and practical knowledge of language learning and teaching, as well as the skills to treat technology 

critically. This design approach includes focal points at the intersection of learner, task and technology. 
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The learner, the task and the technology 
 

It is critical to the design of the tasks to empathise with students, especially when they are expected to 

communicate in speaking. Research has shown that speaking inherently brings about higher levels of 

anxiety for students (C.-M. Chen & Lee, 2011; M. R. A. Chen & Hwang, 2020); thus, a proactive action to 

minimise it would likely help students focus on using the language for communication. Understanding that 

learning a language is a context and situated process mediated by the learner can guide the design to keep 

the affective, language and communicative needs at the center of the task-based learning process. 

 

Task-learner interaction refers to the nature of the language performance expected from the students. 

Instructors should utilise pedagogical strategies to balance the communicative nature of the tasks with 

systems of support for language forms (Bygate, 2016; Skehan, 2003). In designing pedagogical tasks, 

instructors should consider the task demands, including complexity, communicative goal, accuracy, fluency 

and cognitive load. As these aspects intersect at different stages of language development and performance, 

effective tasks will find a balance to match the learner’s developmental level (Ellis, 2005). The choice of 

tasks will influence learners’ performance and will have implications for accuracy and fluency over time 

(Bygate, 2016; Skehan, 2003). Therefore, in the context of the tasks with which learners interact, there 

needs to be an opportunity that while learners engage in meaning-centred activities and focus on form, they 

use the L2 in creative ways that normalise making mistakes as a critical factor in language learning instead 

of seeking to become a perfect speaker of the L2. 

 

Finally, at the learner, task and technology interaction, it is important to consider how learners will access 

the technology, how they will likely interpret the tasks and what skills besides language they will need to 

address the demands of the tasks. This interaction should reflect the change that is intended for technology 

to offer ways to transform learning (Kenning, 2007; Laurillard, 2008) and language learning in particular 

with the appropriate support. In this interaction stage, learners’ language level, types of tasks and 

technology affordances converge leading to increased but more complex opportunities for interlanguage 

development. 

 

In a communicative approach, students are expected to interact and communicate with others and use the 

language they are learning inside and outside the classroom. Because computer-assisted language learning 

can focus on individual and collective work, the design of the language learning experience and the 

technology-mediated tasks become mutually connected. It is impossible to assume that any technology-

mediated task on its own will address the students’ needs and that its affordances facilitate learning 

outcomes. The design approach used in this study encourages instructors and researchers to examine more 

closely the complexity of designing computer-assisted language learning experiences. 

 

Limitations and further research 
 

It is necessary to present some limitations that might have affected the results. First, the study was based 

on self-reported data from students, which might have provided a limited understanding of the entire 

experience in the technology-mediated tasks. Second, the data collected corresponds to students’ 

experiences in a non-interactive set of tasks aimed to promote two aspects of the communication goal area 

of the American Council on the Teaching of Foreign Languages (2015) world-readiness standards: the 

interpretive and presentational communication standards. This might have limited the understanding of how 

students perceive the use of the tool to help them break the barrier of responding in a real-time interaction 

with a peer or Spanish-speaker interlocutor. Having students actually converse with one another in the 

technology-supported tasks would help draw more concrete conclusions on the impact of these tasks on 

their speaking production in a conversational situation. 

 

The findings of this study warrant some directions for further research on technology-mediated pedagogical 

tasks. First, the study participants came from an intermediate level of Spanish and had already established 

a foundational understanding of the language. Having learners from lower levels of proficiency might 

enhance our understanding of the aspects that need further consideration in the design of tasks for beginner 

students. In addition, to better inform the design of tasks, it would be helpful to investigate the sequencing 

of the tasks and scaffolding strategies facilitated by the affordances of the technology tool (e.g., audio only, 

with audio and video, with other interlocutors). Finally, other factors impacting learners’ willingness to 

communicate could be investigated to determine what motivates and what hinders their desire and intent to 
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speak in the foreign or second language and that can be overcome with technology affordances (e.g., 

automatic feedback, peer interaction multimodality of input and output). 

 

Conclusion 
 

The technology-mediated pedagogical tasks not only facilitated students’ growth in the willingness to 

communicate and communicative performance but also contributed to their increased perceived confidence 

to use the L2 in a spontaneous and joyful way. The video feature provided students with the option to 

rehearse and self-monitor their speaking, promoting learning through noticing gaps in their oral language 

production. Students developed confidence in spontaneous speaking and an emerging notion of the nature 

of a conversational style, where the importance of conveying meaning by using repair communication 

strategies and a repertoire of own linguistic resources prevails. The intent of the tasks was to help students 

develop their willingness and confidence to communicate spontaneously in diverse contexts and for 

multiple purposes by interpreting and presenting information as they would do in a realistic conversation. 

These findings can help L2 instructors design technology-mediated instruction that responds to L2 

acquisition principles and language learning approaches to support the affective needs of students, 

especially for the speaking skill, which inherently generates higher anxiety. 
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