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Introduction: For decades, oral presentations have become a common method of assessment in language learning classrooms. Nonetheless, anxiety is a persistent negative feeling pervasive in EFL learners. Although applied linguistic research suggests that there is a relationship between motivation and anxiety, the nature and direction of this relationship remain inconsistent.

Methods: To tackle this concern, this mixed-methods longitudinal study aimed to investigate the growth trajectories of Chinese EFL learners’ L2 motivation and anxiety in oral presentations. The participants were 171 second-year undergraduate medical students who attended an English for Academic Purposes (EAP) course. They delivered four oral presentations and reported their L2 motivation and anxiety levels in questionnaire surveys.

Results: (1) As the number of EFL learners giving oral presentations increased, the L2 motivation levels increased, and the anxiety levels decreased. (2) Those who were initially more anxious about giving oral presentations had higher decrease rates during the four oral presentations. (3) There was co-development but inverse relationships between ideal L2 self and anxiety and between ought-to L2 self and anxiety, although a complete parallel process model was not established.

Discussion: These findings suggest that students’ perceptions of L2 motivation interact with anxiety levels over time but in a sophisticated fashion. Finally, pedagogical implications for EFL oral presentation instruction are provided.
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1 Introduction

As a teacher of undergraduate EAP courses, whenever I announce a presentation assignment, regardless of how much it contributes to their final grade, there is always a chorus of complaints and visible terror on students’ faces. Some students clench their fists, widen their eyes, and gasp sharply. Indeed, delivering oral presentations in a public setting has posed great challenges to them in terms of their foreign language proficiency, psychological status, and academic levels. Thus, I often ponder why students are so fearful of giving oral presentations and how we can alleviate their anxiety levels to help them perform better in an oral presentation task.

Research has shown that anxiety and motivation, as recurring traits among learners, have demonstrated their consistent roles in shaping language learning performance (Ahmetović et al., 2020; Alamer and Almulhim, 2021; Wu, 2022; Goldfrad et al., 2023; Papi et al., 2023; Papi and Khajavy, 2023). As learners navigate the intricate landscape of linguistic proficiency, the dynamics of motivation drive their pursuit of excellence, while the subtle undercurrents of anxiety wield the power to both propel and hinder their performance. Delving into the intricate nexus of these psychological forces may illuminate the multifaceted nature of EFL oral presentations and offer educators a profound vantage point from which to enhance pedagogical strategies and foster optimal language learning experiences.

This study addresses a research gap in the existing research on the dynamic interplay between L2 motivation and anxiety among EFL learners during oral presentations. Prior research predominantly relies on cross-sectional data, which fails to capture the evolving trajectories of these psychological states over time. By employing LGCM, this research aims to unravel the complex, time-bound interactions between L2 motivation and anxiety, offering insights into how these factors concurrently develop and influence language performance in an academic setting. By doing so, it aims to shed light on the nuanced and evolving interplay between these crucial psychological aspects, thereby providing a more comprehensive understanding of their profound implications for EFL learners’ oral presentation performance.



2 Literature review


2.1 EFL oral presentations

Oral presentations, extensively utilized by language instructors, hold significant roles in EFL classrooms and has elicited notable research attention (Mak, 2019). Oral presentations, also referred to as public speaking, oratory, or oration, constitute a hands-on, interactive form of communication involving speakers, audiences, and a specific venue. Typically, a speaker prepares an oral presentation with an outline, visual aids, notes, or a script, delivering it to a designated audience. With the dual aims of conveying information and catalyzing further communication, oral presentations are commonly delivered in environments where interaction is expected. The aims of conducting L2 oral presentation events include teaching, assessment of language, and information sharing (Jing, 2009; Soureshjani and Ghanbari, 2012; Mabini, 2023). The aptitude for conducting an oral presentation proficiently and coherently in English stands as a coveted objective for numerous EFL learners. Achieving this goal necessitates a comprehensive understanding of the presentation context and audience and proficiency in communication skills tailored to the oral presentation milieu (Soureshjani and Ghanbari, 2012). EFL oral presentations can be delivered in a variety of forms in a language classroom, including but not limited to monolog, videotaped presentation, PowerPoint facilitated delivery, TED Talks, Toastmasters, blended learning, and Pecha Kucha. The latter of these is the focus of the study due to an ability to control for aspects of the presentation length and complexity in a structured format.

Empirical studies have explored the effectiveness of Pecha Kucha presentations in EFL classrooms. For instance, Zharkynbekova et al. (2017) examined how Pecha Kucha presentations improved public speaking in EFL learners. Conducted with 60 university students split into experimental and control groups, the results showed enhanced performance and positive attitudes toward Pecha Kucha among those using it compared to traditional methods. Likewise, de Armijos (2019) conducted an action research at a public university in Guayaquil, Ecuador and explored how the Pecha Kucha presentation style could enhance EFL skills among 45 undergraduate students of A2 and B1 CEFR levels. The study involved observations, interviews, and other data collection methods to assess the impact of Pecha Kucha on students’ oral performance. Results indicated that while Pecha Kucha improved integration of reading, writing, listening, and speaking skills, it also caused anxiety and highlighted challenges in vocabulary and fluency. While the Pecha Kucha presentations were found to enhance various EFL skills, it also notably increased anxiety among students. Coskun (2017) involving 176 EFL students in Hong Kong explored the relationship between public speaking anxiety, self-perceived pronunciation competence, and actual speaking proficiency. Findings revealed that aspects of pronunciation negatively correlated with anxiety, varying by proficiency level, with differing pronunciation goals identified across proficiency groups. The next section will focus on the specific impacts of anxiety in EFL learning environments.



2.2 Anxiety

Anxiety, a sophisticated psychological phenomenon (MacIntyre and Gardner, 1989), has obtained substantial attention and discourse. It is characterized as a state of uneasy anticipation (Rachman, 2002), often accompanied by restlessness, apprehension, perspiration, muscle tension, tremors, fear, and pessimistic thoughts (Barlow, 2002). Within this spectrum, L2 speaking anxiety shares akin symptoms like physical rigidity, sudden confusion despite preparation (Ortega, 2011), diminished cognitive capacity, unforeseen physiological shifts, and undesirable conduct (Hammad and Ghali, 2015). Oral presentation anxiety, akin to public speaking anxiety, encompasses sentiments of shame, embarrassment, and negative self-assessment of public speech (Blöte et al., 2009). For this study, Blöte et al.’s (2009) definition is adopted due to its pertinence to the proposed oral presentation context.

Previous research has demonstrated that EFL learners are experiencing very high levels of anxiety in speaking, especially in oral presentations, and anxiety is associated with the performance of speaking in a second language, with the majority of scholars asserting a negative correlation between anxiety and performance (Amirian and Tavakoli, 2016; Arifin et al., 2023; Barber, 2023). For instance, Ritonga et al. (2020) conducted a mixed-methods study investigating the impact of anxiety on students’ speaking performance, utilizing observation, interviews, and a questionnaire survey. The research involved 220 fifth-semester EFL learners from an Indonesian university. They gaged anxiety levels using the Foreign Language Classroom Anxiety Scale (FLCAS) created by Horwitz et al. (1986), which includes 33 Likert scale items. The researchers observed classes to assess actual performance during teaching and learning sessions. The study reveals that anxiety negatively impacts EFL learners’ speaking performance, with 59% students feeling unprepared and fearful of ridicule, and only 6% felt prepared for English class. This underscores the importance of further research to validate these findings across various educational settings. However, this conclusion must be regarded cautiously. A major limitation of the study is the analysis of questionnaire data, which focused on the descriptive (the average of each questionnaire item) rather than reliability and validity assessments. Additionally, the way L2 speaking performance was operationalized poses issues, as the researcher reported individual errors but not their quantification or type. A proficient L2 learner might make multiple errors while maintaining high fluency and coherence in topic development.

In addition to the FLCAS that measures EFL learners’ language classroom anxiety, McCroskey (1977) developed the 34-item Personal Report of Public Speaking Anxiety (PRPSA), a five-point Likert scale questionnaire to measure language learners’ oral presentation anxiety. Although the PRPSA has been widely referenced, it did not meet the criteria for a valid questionnaire based on confirmatory factor analysis during its initial usage. Several critical issues were identified within this questionnaire. Despite ostensibly having a unidimensional structure, the questionnaire encompassed items that addressed distinct dimensions of anxiety. Compounding these concerns was the scoring methodology, wherein both positively and negatively framed items were aggregated to derive final outcomes.

Anxiety is a psychological construct that can be measured in different ways. Susanto (2022), in a qualitative study, explores Indonesian second-year non-English major EFL learners’ perceptions of the effectiveness of integrating Pecha Kucha in language classrooms, revealing its features, such as re-recording presentations and slide time allocation, as pivotal in reducing anxiety. Likewise, Gurbuz and Cabaroglu (2021) delved into the perspectives of 29 Turkish EFL learners regarding L2 oral presentations, exploring connections between language ability, speech anxiety, and motivation. Results showed that oral presentations positively impacted language skills, reducing speaking anxiety (N = 29, t = 1.87, p = 0.07) and increasing motivation (N = 29, t = −0.99, p = 0.44), as evidenced by pre-and post-survey results and qualitative data analysis. Jiang and Papi (2022) investigated the relationship between chronic regulatory focus, L2 self-guides, L2 anxiety and motivated behavior among 161 EFL learners. Results showed that ought-to L2 self/own positively predicted L2 anxiety (β = 0.17, p < 0.05) while ideal L2 self/own negatively predicted L2 anxiety (β = −0.26, p < 0.05). It seems that anxiety and motivation developed in opposite directions, but the authors did not further draw correlations between the two variables. Thus, this study will advance this topic.



2.3 L2 motivation

Motivation stands as a foundational variable within developmental and educational psychology, as highlighted by scholars, such as Dweck (2013) and Gardner (1985, 2010), and is recognized as pivotal for achieving successful outcomes in second language learning (Dörnyei, 1998; Dörnyei and Ushioda, 2013). Dörnyei and Ushioda (2011) proposed the L2MSS, which provided a comprehensive perspective on L2 motivation, defining it as the direction and intensity of a language learner’s learning behaviors. It encompasses decisions related to learning, levels of perseverance, and invested efforts. Within this framework, L2 motivation serves as the driving force behind learners’ determination, duration of persistence, and dedication to their set goals.

Dörnyei’s (2005) conceptualization of L2 motivation represents a transformative step. It draws upon established self-psychology theories such as Higgins et al. (1985) and Higgins (1987) and relevant empirical studies such as Dörnyei et al. (2006) to reformulate the motivational thinking. L2MSS comprises three primary components: ideal L2 self, ought-to L2 self, and L2 learning experience. The ideal L2 self pertains to the aspirational transformation from one’s present self to a desired self. The ought-to L2 self involves the belief that certain expectations should be met, or potential negative outcomes avoided. L2 learning experience encapsulates the immediate learning environment, including interactions with peers, instructors, curriculum difficulty, and learning achievements (Ushioda and Dörnyei, 2009). In the realm of oral presentations, ideal L2 self pertains to a learner’s vision of themselves confidently delivering speeches, articulating thoughts clearly, engaging the audience, and mastering the linguistic and communicative aspects of the presentation. Ought-to L2 self embodies the sense of duty, moral responsibility, or fear of negative perceptions that compel one to excel in oral presentations. The L2 oral presentation learning experience encompasses the journey of learning, preparation, and presentation, fostering the development of both ideal and ought-to L2 selves.

The integration of Dörnyei’s L2MSS and its components into the context of oral presentations lays a solid foundation for understanding the motivational dynamics within this specific domain. García-Pinar (2019) explored whether engineering undergraduates’ L2 motivational selves to learn English and engage in oral presentations could be enhanced through a multimodal pedagogy utilizing TED Talks. Employing a mixed-methods, one-group pretest-posttest design, the research investigated the impact of the pedagogical intervention over a semester. Results indicated a decrease in L2 anxiety (N = 150, t = 13.686, p < 0.001) and an increase in ideal L2 self (N = 150, t = −13.001, p < 0.001) after the intervention, highlighting the potential benefits of holding oral presentations events in language classrooms. This study also mentioned that L2 anxiety and ideal L2 self were negatively correlated (r = −0.471, p < 0.001). Further to this cross-sectional study, the present longitudinal study will provide additional perspectives to these findings.

Wu (2022) explored the impact of various factors on EFL learners’ oral presentation performance, including L2 motivation and anxiety levels. The study involved 316 second-year Chinese university students participating in a listening and speaking course. Results indicate that there was a negative correlation between ideal L2 self and anxiety (r = −0.255, p < 0.001) and a negative correlation between ought-to L2 self and anxiety (r = −0.402, p < 0.001). Qualitative insights from participants’ self-reflections supported the quantitative findings. However, research has raised concerns about the psychometric validity of measures used in the L2MSS. Teimouri (2017) have spurred calls for a revision of the model to address theoretical and methodological shortcomings, which led to more accurate interpretations of how motivation influences language learning. Further, Al-Hoorie et al. (2023) stated that discriminant validity issues arise when measures intended to assess different constructs are too highly correlated, suggesting they might not be distinctly capturing the intended separate constructs as effectively as presumed.

While previous scholarly works have explored the relationship between L2 motivation and anxiety, a notable research gap exists concerning investigations into EFL oral presentations over time (Bećirović, 2020). This study endeavors to address this void by undertaking an investigation in the realm of EFL oral presentation engagements. Despite the acknowledgment of anxiety and L2 motivation as influential factors in language learning, there remains a distinct gap in the existing literature concerning their specific impact on EFL oral presentations. Therefore, a comprehensive investigation into the intricate relationships between L2 motivation and anxiety is warranted. This study aims to bridge this gap by examining how these factors interact and shape learners’ performance in EFL oral presentations over time, providing valuable insights for pedagogical refinement and more effective language learning strategies.




3 Methods

This study adopts a mixed methods approach, combining quantitative questionnaire surveys and qualitative analyses to investigate the relationship between L2 motivation and anxiety in EFL learners’ oral presentations. This methodology was chosen to capture the dynamics of learners’ experiences, allowing for a comprehensive understanding of how motivation and anxiety levels change over time and why these changes occur.


3.1 Research questions

This study was driven by the following research questions:

1. How did the levels of L2 motivation and anxiety among Chinese EFL learners change over the four successive oral presentations?

2. How did variations in initial levels of ideal L2 self and ought-to L2 self relate to and/or predict the growth rates of these variables throughout multiple oral presentations?

3. What can be teachers’ roles in enhancing EFL learners’ L2 motivation and mitigating anxiety levels in oral presentations?.



3.2 Participants and procedure

The present research investigated the growth trajectories of Chinese EFL learners’ L2 motivation and anxiety levels during multiple oral presentations. The study involved a longitudinal examination of 171 second-year undergraduate medical students (101 males and 70 females) enrolled in an EAP course at a university in Eastern China. The mean age of the participants at the time of the first questionnaire was 19.47 years, with an age range from 17 to 21 years old. The students spoke Chinese as the first language. Over the course of the 2021 Fall Semester and 2022 Spring Semester, the participants delivered four Pecha Kucha oral presentations and completed questionnaire surveys on their anxiety levels and L2 motivation after each delivery. A Pecha Kucha presentation, known for its concise format of 20 slides timed at 20 s each, totals 6 min and 40 s (Levin and Peterson, 2013; Fahmi and Widia, 2021; Susanto, 2022; Wu, 2022). This study also employed the Pecha Kucha style for oral presentations. However, considering the challenges for non-English major students, an adjusted version is adopted, featuring six slides that transition every 20 s, resulting in a duration of 2 min for each participant.

In the 2021 Fall Semester, the students took four training sessions and an assessment session. In the first session, the students chose a topic from a list. Then, the teacher announced the procedure, the requirements, and the assessment method. In the second and third sessions, the students learned to write a script for the presentation, namely a persuasive essay, including its features of organization, content, and style. The students were encouraged to submit a draft to the researcher. For unsatisfactory submissions, such as blurred thesis statements, too many grammatical errors, and unanticipated length (too long or too short), the students were asked to revise. Those two sessions scaffolded their writing ability and guaranteed that their script adhered to the chosen topic. In the fourth session, necessary computer techniques were introduced. The participants were encouraged to rehearse by themselves or with peers. The researcher walked around the classroom to answer their questions. The fifth session was the assessment session. In the first semester, the student participants delivered their prepared speech in front of the whole class twice. In the subsequent semester, the researcher provided a review session with the participants by repeating the requirements, rating methods, and a review of last Pecha Kucha events, followed by two more oral presentation deliveries. Two raters assessed the four deliveries.



3.3 Measures

The questionnaire items measuring the participants’ anxiety levels were acquired from the 34-item Personal Report of Public Speaking Apprehension (PRPSA) developed by McCroskey (1970) and an adapted version of the L2MSS questionnaire developed and validated by Wu (2022) that is focused on students’ ideal L2 self and ought-to L2 self perceptions specifically in oral presentations. The researcher had intended to adapt the L2 learning experience construct from the L2MSS framework, but the piloting participants and an expertise panel considered that the L2 learning experience construct from the L2MSS framework lacks content validity for research in oral presentation. Therefore, the researcher decided to turn this part into qualitative research. Please refer to the Appendix for the questionnaire items of this study.

Following the construction of the item pool, the researcher proceeded to develop the rating scales. In this study, the 7-point Likert scale was chosen, diverging from the 6-point scale used by Taguchi et al. (2009), as well as the 5-point scale employed by McCroskey (1970). Research has indicated that the more points a Likert scale has, the higher accuracy a questionnaire will have regarding its factor loadings, squared multiple correlations, and reliability coefficients (Yusoff and Mohd Janor, 2014). Balancing practicality with visual effectiveness in an online survey setting, this study opted for the consistent use of the 7-point Likert scale across all its measures.

The questionnaire also contains five open-ended questions regarding L2 oral presentation learning experience, which served as the qualitative component of this mixed-methods study. This approach complements the quantitative data, offering a comprehensive view of the participants by integrating diverse methodologies to enrich the research design and deepen the understanding of the findings. The set of five questions is as follows:

1. What difficulties have you met in the Pecha Kucha preparation and delivery phases?

2. How did you overcome those difficulties you have just mentioned?

3. What aspect do you like most in the Pecha Kucha presentation?

4. What aspect do you dislike most in the Pecha Kucha presentation?

5. Are you satisfied with your performance? If so, why? If not, how do you think you can improve?

Then, two recognized experts in educational psychology and psychometrics or L2 speaking, were invited to evaluate the content validity of the questionnaire. Their feedback included theoretical underpinnings, item phrasing, readability, translation accuracy, and construct coherence. Subsequently, slight revisions were applied to two items for improved clarity. After this, the researcher engaged ten Chinese undergraduate students to assess item lucidity, relevance, and the questionnaire’s overall conciseness. Considering their input, minor adjustments were incorporated. The refined questionnaire underwent piloting with 30 undergraduate students in two separate administrations, spaced a week apart. Notably, the test–retest reliability coefficient yielded a value of 0.88, attesting to a high correlation between the outcomes of the two administrations (Brown, 2001).



3.4 Data analysis

Initially, IBM SPSS 29.0 was adopted to conduct exploratory factor analysis (EFA). Descriptive statistics and correlation coefficients were computed to examine the association between L2 motivation and anxiety and to assess the stability of the three variables. Then, utilizing SPSS Amos 29, a comprehensive exploration was conducted regarding the mean growth trajectory of the participants’ L2 motivation and anxiety levels. This investigation involved the examination of three independent univariate latent growth curve models, each aimed at discerning the initial level and developmental trends inherent in L2 motivation and anxiety while also considering potential individual disparities. These models encompassed two latent factors: an intercept factor, capturing the average initial level, and a slope factor, delineating the developmental progression and alterations over time. Notably, correlations were analyzed between the initial level (intercept) and the growth (slope) factors. For the repeated measurements, the loading on the intercept factor was held constant at a value of 1 across the four time points. Given the specific focus on the enduring influence of L2 motivation on anxiety levels, fixed loadings of 0, 1, 2, and 3 were assigned to the slope according to the time intervals of assessments for L2 motivation and anxiety from T1 to T4. Furthermore, the mean and variance of the intercept and slope factors described the variability of the initial level and rates of changes separately.

Subsequently, a multivariate latent growth curve model was constructed, employing the aforementioned frameworks to investigate the intricate connections between evolving changes in the participants’ L2 motivation and anxiety levels. In this composite model, the independent latent factors (intercept and slope) representing the participants’ L2 motivation were arranged to predict the dependent latent factors (intercept and slope) representing the participants’ anxiety levels. Correlations coefficients between the intercept and slope of the independent latent factors were calculated. Throughout the analysis, the model fit was assessed utilizing the comparative fit index (CFI), the root mean square error of approximation (RMSEA), non-normed fit index (TLI), and incremental fit index (IFI), adhering to the methodology outlined by Hu and Bentler (1999). Model estimation was undertaken using the maximum likelihood estimation. As the questionnaire was loaded online, and all questions were set mandatory to answer before submission, there was no missing data.

The qualitative data analysis was conducted following the six-stage thematic analysis framework outlined by Braun and Clarke (2021), including familiarizing with the qualitative data, generating primary codes, searching for themes, reviewing themes, defining themes, and writing-up. According to those instructions, the responses were iteratively coded according to the two key themes, namely the L2 motivation and L2 anxiety frameworks. This process ensured that the themes accurately encapsulated the learners’ experiences in relation to the theoretical constructs. NVivo 1.7 was adopted to conduct iterative, open, axial, and selective strategies (Boeije, 2009).



3.5 Ethical consideration

This study was guided by the British Educational Research Association (BERA) (2018). All the student and teacher participants voluntarily took part in the study and remain sensitive and open to withdraw their consent for any reason and at any time. The participants have the right to withdraw their data at any time without giving a reason.




4 Results


4.1 Descriptive data and correlation

Table 1 presents the mean, standard deviation (SD), and correlation coefficients of the primary variables. The precise prediction of growth curves depends on the condition that there are stronger relations between repeated indicators at consecutive measurement points than the correlations observed on non-consecutive occasions (Lorenz et al., 2004). It can be seen from Table 1 that the correlation matrix specified that correlation coefficients between two consecutive occasions (t and t + 1) for each factor were higher than correlations between non-consecutive occasions. These results suggest a high level of stability within the three variables. Furthermore, there existed a positive correlation between ideal L2 self and ought-to L2 self. On the contrary, there existed negative correlations between ideal L2 self and anxiety and between ought-to L2 self and anxiety. Table 1 also shows the developmental trajectory of L2 motivation and anxiety levels, which provides a visual and detailed representation of the growth trajectories of the three variables.



TABLE 1 Descriptive data and correlation coefficients of the variables.
[image: Table1]



4.2 EFA

The construct validity of the three variables was investigated by EFA. The rotation method was the Varimax with Kaiser Normalization. Principal component analysis extracted three factors with eigenvalues larger than 1 in the four time points. The Scree test result indicated that the three-factor solution was a suitable grouping method for the items in the four time points (see Figure 1).

[image: Figure 1]

FIGURE 1
 Scree plots of the factor analysis in the four time points.


Then, the Kaiser-Meyer-Olkin test of Sampling Adequacy (KMO) was performed to examine how the factors explain each other between the variables. The KMO value of the proposed model at the four time points were 0.906, 0.886, 0.887, and 0.844. If the KMO value is larger than 0.80, it can be considered ideal (Everitt and Skrondal, 2010). The Bartlett’s test of Sphericity was adopted to test the null hypothesis that the correlation matrix is an identity matrix. An identity correlation matrix suggests the variables in a model are not unrelated and not ideal for factor analysis. The Bartlett’s test of Sphericity of the proposed model in the four time points were also significant (Time 1: χ2(78) = 1547.918, p < 0.001; Time 2: χ2(78) = 1139.374, p < 0.001; Time 3: χ2(78) = 1429.699, p < 0.001; Time 4: χ2(78) = 1338.618, p < 0.001). The significant test results demonstrate that the correlation matrix is not an identity matrix. Therefore, the null hypothesis was rejected (Dörnyei and Taguchi, 2009), and the three variables were distinct variables. Overall, these test results showed that the proposed model was acceptable. The factor loadings from the final EFA results are illustrated in Table 2.



TABLE 2 Factor loadings for exploratory factor analysis.
[image: Table2]



4.3 Growth of L2 motivation and anxiety

The SEM analysis of the three distinct models in confirmatory factor analysis (CFA) obtained satisfactory model fits listed in Table 3. Several key fit indices are utilized to ensure the adequacy and reliability of the model. The chi-square to degrees of freedom ratio (χ2/df) should ideally be 3 or less (Kline, 2005). The Comparative Fit Index (CFI), as per Bentler (1995), should be at least 0.90, with higher values indicating a closer fit to the ideal model. The Root Mean Square Error of Approximation (RMSEA) should ideally be 0.10 or lower (Browne and Cudeck, 1993). The Non-Normed Fit Index (NNFI), also known as the Tucker-Lewis Index (TLI), is also used to evaluate the fit of a model. Usually, a TLI value above 0.90 is considered to indicate good model fit Bentler (1995). Lastly, the Incremental Fit Index (IFI) is another fit index assessing the adequacy of a model fit to the observed data. A common threshold for a good model fit is 0.90 or above (Browne and Cudeck, 1993).



TABLE 3 Model fit measures of CFA on the three distinct variables.
[image: Table3]

The direction and extent of growth of L2 motivation and anxiety that the participants experienced during the four oral presentations is listed in Table 4. The means and slopes of the three variables were statistically significant. The strong correlations at the 0.001 level indicate robust connections between these variables. The results indicated that ideal L2 self and ought-to L2 self increased over time, and anxiety levels decreased over time.



TABLE 4 Results of the parallel process model (PPM).
[image: Table4]



4.4 Heterogeneity of L2 motivation and anxiety

Heterogeneity describes the diversity of data (Guyatt et al., 2011). The significant variances in the intercepts of the variables in Table 4 shows the heterogeneity of data in the initial session. Furthermore, an examination in the slope variances shows the heterogeneity of data in the four oral presentation events. Statistically significant variances in three variables highlight the existence of variations between individuals in the developmental trajectories of L2 motivation and anxiety levels. Put differently, certain participants demonstrated a higher rate of change in L2 motivation and anxiety, while others exhibited comparatively lower rates of change throughout the four oral presentations. The measurement invariance results in Table 5 indicated that metric invariance and scalar invariance was successfully established (ΔCFI, ΔTLI, and ΔRMSEA <0.01) (Cheung and Rensvold, 2002; Brown, 2015; Klassen et al., 2023), which suggests that the constructs maintained consistent intercepts and factor loadings over different time periods. However, even though the longitudinal analysis in Table 3 showed satisfactory model fit indices, the measurement invariance analysis in Table 5 exhibited poorer fit, as indicated by CFI and TLI values. The reason lies in that the impact of sample size is significant; smaller sample sizes within each group can affect the stability of the fit indices, generally leading to lower values. In other words, parameter estimation in group analysis might not be as robust as that in the overall sample, particularly when dealing with smaller group sizes (Meade et al., 2008).



TABLE 5 Longitudinal measurement invariance.
[image: Table5]



4.5 Association of the change between L2 motivation and anxiety

The covariance matrix in Table 6 illustrates the interplay between the latent factors representing the participants’ ideal L2 self, ought-to L2 self, and levels of anxiety. Notably, the covariance between the ideal L2 self intercept factor (Ideal-I) and the ought-to L2 self intercept factor (Ought-I) was statistically significant (σ = 0.635, p < 0.01). This suggests a positive relationship between participants’ ideals and perceived obligations related to their L2 oral presentation selves. Furthermore, a negative covariance is observed between the ideal L2 self intercept factor (Ideal-I) and the anxiety intercept factor (Anxiety-I) (σ = −0.473, p < 0.01), indicating that individuals with higher ideals about their L2 oral presentation abilities tend to experience lower levels of anxiety.



TABLE 6 Covariances of the three variables.
[image: Table6]

Turning attention to the slope factors, notable relationships emerged between the participants’ evolving L2 motivation and anxiety levels. The covariance between the ideal L2 self slope factor (Ideal-S) and the anxiety slope factor (Anxiety-S) is statistically significant (σ = −0.024, p < 0.05). This suggests that individuals who experienced a more positive shift in their ideal L2 self over time tended to exhibit a reduction in anxiety related to oral presentation.

Additionally, the covariance between the ought-to L2 self slope factor (Ought-S) and the anxiety slope factor (Anxiety-S) was slightly negative, although not statistically significant (r = −0.008, p > 0.05). This indicates a tendency for individuals experiencing a change in their perceived obligations to their L2 selves to also experience a slight decrease in anxiety, though the relationship is not strong enough to reach significance.



4.6 The predictive power of L2 motivation on anxiety levels

Figure 2 is the parallel process model describing the association between L2 motivation and anxiety levels. This model obtained satisfactory model fits. Red lines indicate the causal relationships are statistically significant. Results showed that:

1. The ideal L2 self intercept factor significantly predicted the anxiety intercept factor (β = −0.712, p < 0.001). This finding suggests that individuals with a higher initial ideal L2 self tended to experience lower levels of anxiety related to oral presentation delivery journey. As the ideal L2 self intercept factor decreases, indicating a less positive self-concept, the anxiety intercept factor tended to increase.

2. The ideal L2 self intercept factor significantly predicted the anxiety slope factor (β = 0.342, p = 0.048). This result implies that participants with a more positive initial ideal L2 self tended to exhibit a slightly steeper increase in anxiety over time. It suggests that as individuals’ ideal self-concept became more favorable, they might have become more sensitive to potential threats or discrepancies in their oral presentation delivery progress.

3. The ideal L2 self slope factor significantly predicted the anxiety intercept factor (β = −0.223, p = 0.008). This significant relationship indicates that individuals who experienced a more positive shift in their ideal L2 self over time tended to have lower initial levels of anxiety. As their ideal self-concept improved, they were likely to start their language learning journey with a lower level of anxiety.

4. There was no causal relationship between the ideal L2 self slope factor and the anxiety slope factor (β = −0.211, p = 0.113). This suggests that changes in the trajectory of participants’ ideal L2 self over time were not significantly associated with changes in their anxiety levels over time. In other words, shifts in their ideal self-concept did not predict changes in anxiety trends.

5. The ought-to L2 self intercept factor significantly predicted the anxiety intercept factor (β = −0.309, p = 0.012). This outcome indicates that participants who initially perceived a higher sense of obligation (ought-to L2 self) tended to experience lower initial levels of anxiety in the context of foreign language learning.

6. There was no causal relationship between the ought-to L2 self intercept and the anxiety slope factor (β = 0.349, p = 0.053), implying that higher initial levels of ought-to L2 self perceptions were associated with a slightly steeper increase in anxiety levels over time. However, the p-value of 0.053 is slightly above the conventional threshold of 0.05, which means that the observed relationship is not statistically significant at a standard level of significance. This suggests that the relationship between the ought-to L2 self intercept and anxiety slope may not be strong enough to draw confident conclusions, and there is a possibility that the result could be due to chance.

7. The ought-to L2 self slope factor significantly predicted the anxiety intercept factor (β = −0.145, p = 0.078), which means that there was a relationship between the rate of change in participants’ ought-to L2 self perceptions over time and their initial levels of anxiety. However, the p-value of 0.078 is slightly above the conventional threshold of 0.05, which means that the observed relationship may not be statistically significant at a standard level of significance. This suggests that while there is an indication of a relationship, the result could still potentially be due to chance, and further investigation might be needed to confirm the significance of this relationship.

8. The ought-to L2 self slope factor significantly predicted the anxiety slope factor (β = 0.259, p = 0.029). There is a statistically significant relationship between the changes in the participants’ ought-to L2 self perceptions over time and changes in their anxiety levels over time in oral presentations. In other words, as participants’ sense of obligation (ought-to L2 self) increased more rapidly or steeply over the four oral presentation delivery, their anxiety levels exhibited a corresponding change.

[image: Figure 2]

FIGURE 2
 Standardized estimates of the parallel process model describing the association of L2 motivation and anxiety.




4.7 Qualitative results

The qualitative analysis of this study delves into the learning experience of the Chinese EFL learners. Through thematic analysis of the five open-ended questions, two primary themes emerged, namely L2 motivation and anxiety levels, offering insights into the complexities of language learning from a psychological perspective. This section unpacks these two themes to better understand the factors influencing learners’ experiences in EFL oral presentations.


4.7.1 Evolution of L2 motivation in EFL oral presentations

This theme captures two codes, namely ideal L2 self and ought-to L2 self. The former refers to learners’ aspirational image of themselves as successful English speakers in delivering oral presentations. The latter relates to the attributes that learners believe they should possess to meet external expectations and avoid negative outcomes. The participants’ responses reveal a shift toward a more positive self-perception. Sample 9 below is an example of ideal L2 self, while Sample 142 is an example of ought-to L2 self (see Section 4.7.3).


In my first Pecha Kucha presentation, I was quite nervous about my performance. However, I received positive constructive feedback from the lecturer. I realized that I could communicate my ideas effectively, even not perfectly. By the second presentation, my confidence began to grow; I started to envision myself as a more competent speaker. I could engage my audience. My mind changed a little bit in the third and fourth presentations. Not only did I feel more comfortable speaking in front of others, but I also began to enjoy the process.
 

Sample 9 underscores the importance of ideal L2 self, demonstrating how positive reinforcement and successful experiences contribute to a stronger motivation for language learning. The narratives point to a gradual identification with being capable language users, suggesting that enhancing self-perception is crucial for sustaining language learning efforts.



4.7.2 Dynamics of anxiety and coping strategies

The second theme addresses how the participants experienced and managed anxiety associated with oral presentations. It delineates the high anxiety levels posed by initial challenges, such as the timing requirements of Pecha Kucha presentations, and the subsequent adaptation through various coping mechanisms, including thorough careful preparation and the pursuit of professional feedback. Sample 112 described their change of anxiety levels as:


Before my first Pecha Kucha presentation, the format and timing of Pecha Kucha made me very nervous and anxious. My performance was not good the first time, but I realized I had issues with my pronunciation. I asked my teacher to help me with pronunciation corrections, which was very beneficial. At the same time, I learned to control the duration of each PowerPoint slide. These practices greatly improved my performance and significantly reduced my anxiety. (Sample 112)
 

Notably, Sample 112 believed that English pronunciation was the main reason for their oral presentation anxiety. However, they lowered the anxiety levels by seeking help from the lecturer and coped with Pecha Kucha’s timing requirements through repeated rehearsals. This theme illustrates the fluid nature of anxiety, highlighting a general trend of decreasing anxiety as learners accumulate more presentation experience.



4.7.3 The interaction between L2 motivation and anxiety in oral presentations

The interplay between the evolution of self-perception and the dynamics of anxiety underscores a reciprocal relationship where changes in one domain may predict the other. For example, Sample 142 linked their sense of duty to perform well in presentations that was triggered by the teacher-researcher and peers to an initial surge in anxiety, which then diminished as they gained experience. This narrative pattern resonates with the quantitative findings:


My teacher repeatedly emphasized on the importance of English oral presentation abilities in our future career development as a doctor (even though I cannot feel it right now), which makes me stressed and feel obliged to put more energy in it. My roommate is very good at giving Pecha Kucha presentations, so I sought advice from him. Our joint practice alleviated my anxiety about giving presentations, and I felt that my performance in the last event was better than the first three. (Sample 142)
 

Some interesting phenomena can be observed from those responses. First, the feeling of anxiety is a dynamic process; a student’s level of anxiety might spike due to a single comment from a teacher, or it could decrease with the encouragement and assistance from classmates. Second, a common way for students to reduce their anxiety about giving presentations was repeated practice, which is diversified in forms, such as seeking advice from teachers, learning from skilled peers, and watching tutorial videos online. Third, as learners’ self-perceptions evolve toward a more positive self-view, bolstered by successful experiences and recognition of their language capabilities, there may be a corresponding decline in anxiety levels.





5 Discussion

The findings of this study align with and extend the theoretical frameworks of Dörnyei’s (2005) L2MSS and the measures of anxiety in educational psychometrics. L2 motivation and anxiety have been recognized as crucial factors in language learning, particularly within the context of second language acquisition (Dörnyei, 1998; Dörnyei and Ushioda, 2013). As oral presentations constitute a fundamental aspect of language learning, especially in EFL contexts, delving into the dynamics of L2 motivation and anxiety during oral presentation events offers insights for instructional refinement. L2 motivation serves as a key determinant of learners’ dedication, involvement, and tenacity in language acquisition (Dornyei and Csizér, 2002; Csizér and Kormos, 2009; Taguchi et al., 2009; Ushioda and Dörnyei, 2009; Papi, 2010), while research into oral presentation anxiety may unveil potential stressors and obstacles that learners encounter (Woodrow, 2006; Blöte et al., 2009; Hammad and Ghali, 2015; Shi et al., 2015; Coskun, 2017; Leeming, 2017; Wu, 2022).


5.1 The development trajectory and characteristics of L2 motivation and anxiety

In line with Dörnyei’s framework, the observed increase in ideal L2 self and ought-to L2 self over time suggests learners’ evolving self-concepts and motivations. The increase over time could be due to the learners’ improving confidence in their language abilities and growing awareness of the importance of effective presentations for their academic and professional goals. As the participants engaged in successive oral presentations, their self-perceptions and motivations might align more with their desired future selves and obligations. The questionnaire items related to ideal L2 self and ought-to L2 self resonated with the Chinese cultural emphasis on academic achievement and social expectations (Wu, 2019, 2022; Wu et al., 2022). Sample 112’s response also resonates with García-Pinar’s (2019) findings, where multimodal pedagogies positively impacted learners’ ideal L2 self and decreased their L2 anxiety. This study extends these results by demonstrating how these shifts influence EFL learners’ oral presentation experiences over time.

Furthermore, the findings of this research indicated a noteworthy trend: as EFL learners gained experience in delivering oral presentations, their anxiety levels exhibited a decline. This study aligns with previous research on Chinese EFL learners, which suggests that anxiety can be a significant barrier to effective language learning (Cheng and Dörnyei, 2007). Chinese learners often experience high levels of language anxiety due to the pressure of performing well academically and the fear of being humiliated in front of peers. However, Sample 142’s response implies that repeated exposure to oral presentation scenarios may help reduce EFL learners’ sensitivity to anxiety and increase their L2 motivation during such activities. In the qualitative results, many participants reported that they were not as anxious as they had been before. The decreasing anxiety levels suggest that the participants became more comfortable and experienced with oral presentations as they progressed through the four instances. Familiarity with the presentation format, coupled with improved language skills and confidence, could contribute to the gradual reduction in anxiety over time. The observed decline in anxiety levels throughout the four oral presentations is consistent with previous research (Ritonga et al., 2020; Gurbuz and Cabaroglu, 2021; Susanto, 2022) and underscores the reducible nature of anxiety during EFL learners’ language learning journey.

In summary, these results collectively indicate a complex interplay between learners’ L2 motivation and anxiety levels during oral presentations. The upward shifts in self-concepts and the downward trend in anxiety imply positive development and adaptation over the course of the presentations. These findings suggest that learners’ perceptions and emotions are dynamic and subject to change based on their experiences and self-perceptions.



5.2 Can L2 motivation predict anxiety? If so, how?

The answer is possibly a “yes” just like many teachers would answer this question intuitively. However, since the fluctuation of psychological status is a dynamic process, the predictive power of L2 motivation over anxiety operates in a very delicate manner.

First, Ideal L2 self intercept predicts anxiety intercept and anxiety slope. Individuals with a higher initial ideal L2 self may possess a stronger belief in their language proficiency, leading to increased self-assuredness in facing oral presentations. This confidence can act as a buffer against anxiety, allowing them to approach presentations with a more positive mindset.

Second, Ought-to L2 self intercept predicts anxiety intercept. A higher sense of obligation to excel in oral presentations can create a heightened focus on preparation and performance. Individuals with a stronger initial sense of duty might perceive presentations as crucial to their learning goals, thereby experiencing lower initial anxiety levels.

Third, Ought-to L2 self slope predicts anxiety slope. As individuals’ sense of obligation intensifies over time, they might exhibit heightened preparedness and proactive engagement in oral presentations. This increased commitment could lead to a decrease in initial anxiety levels and a more controlled and gradual increase in anxiety levels as learners become more accustomed to the demands of presentations.

Those findings highlight the intricate relationships between L2 selves and anxiety in the context of EFL oral presentations. The upward trajectory of self-concepts and the downward trend in anxiety suggest that these factors are not static; instead, they dynamically evolve based on learners’ experiences and self-perceptions. This resonates with previous conclusions that L2 motivation is negatively correlated with anxiety levels (Mak, 2019; Gurbuz and Cabaroglu, 2021; Susanto, 2022). Additionally, this study contributes further empirical evidence, such as the predictive powers of L2 motivation on anxiety levels in the parallel process model, to refine the conclusions drawn from previous research. In fact, the decreasing anxiety levels observed among Chinese learners may suggest that familiarity with the Pecha Kucha presentation format, coupled with improved confidence, contributed to the gradual reduction in anxiety over time. This is in line with cultural factors that may shape the Chinese learners’ attitude toward oral presentations (Ye, 2014; Zhang and Ardasheva, 2019). For instance, the questionnaire items related to anxiety captured the participants’ fear of forgetting prepared content and concerns about making mistakes. In the context of Chinese culture, where losing face and maintaining harmony are significant, such fears could be more pronounced, thus influencing their anxiety responses during oral presentations. However, this study provides convincing evidence that with the increase of L2 motivation during multiple oral presentation delivery, EFL leaners’ anxiety levels can be reduced. However, this study provides opposite findings regarding the causal relationship between ideal L2 self and anxiety in Jiang and Papi (2022), which may result from the cultural context, educational settings, and nature of tasks. This discrepancy highlights the complexity of language learner psychology across different cultural landscapes. It suggests that while motivational strategies are generally effective, the specifics of their implementation must be culturally sensitive to optimize learning outcomes. Additionally, the divergent results highlight the need for educators to tailor their approaches, particularly in diverse classroom settings where cultural backgrounds vary.

In summary, the results suggest that learners’ perceived ideal selves and obligations all have nuanced relationships with anxiety levels during oral presentations. These findings underscore the intricate interplay between cognitive and affective factors in shaping language learners’ experiences and provide valuable insights for designing interventions that target specific aspects of learners’ psychological experiences.



5.3 Teachers’ Roles in Enhancing EFL Learners’ L2 Motivation and Mitigating Anxiety Levels in Oral Presentations

The research findings revealed a reverse relationship between L2 motivation among EFL learners and their levels of anxiety. The observed decrease in anxiety as students engaged in more oral presentations indicates that repeated exposure to such activities may diminish EFL learners’ sensitivity to anxiety during oral presentations. This crucial insight has significant pedagogical implications for instructors tasked with enhancing EFL learners’ oral presentation skills.

First, language teachers can adopt an incremental approach to guiding learners’ oral presentations. By gradually increasing the number and complexity of oral presentations, learners can build their confidence and become more skillful in expressing themselves in a foreign language. If possible, language teachers can also provide regular opportunities for EFL learners to practice oral presentations, which helps them become more familiar with the process, reducing the fear of the unexpected, and improving their capability to manage anxiety in future presentations. However, in the qualitative results, many Chinese students, due to the intensive nature of oral presentations, perceived the pressure of having two sessions per semester as overwhelming. Many of them considered these rigorous speech requirements in EAP courses to be more focused on assessment rather than genuinely on beneficial learning experiences. However, driven by their commitment to their attendance in a prestigious university in China, they still strived to fulfill the assessment criteria. Those comments warn teachers that while having students give repeated oral presentations can reduce their anxiety and better self-concepts, too many oral presentation tasks have the potential to increase their academic load and instead negatively affect their learning motivation. When assigning oral presentation tasks, teachers may want to take students’ academic burdens into consideration. After all, EAP and ESP courses are just one of the non-major courses for these non-English major medical students, so teachers could consider lowering the difficulty of the oral presentation tasks or providing more scaffolding (Gibbons, 2002) during the task process. The scaffolding in this study included various supports mentioned in Section 3.2, such as explicitly teaching students how to write scripts for Pecha Kucha presentations, providing feedback on scripts, and teaching computer skills.

Second, teachers should create a supportive classroom atmosphere. Oral presentation in public is commonly regarded as the primary fear that language learners are likely to encounter (Smith and Sodano, 2011). Teachers should encourage a supportive and non-threatening classroom atmosphere (Zhang et al., 2020), where mistakes and failures are viewed as opportunities for learning and improving. Teachers should encourage learners to give mutual encouragement during presentations to create a safe space for them to practice.

Third, teachers should offer formative feedback and support throughout the learning process. Constructive and formative feedback can help learners identify their areas of weaknesses, address concerns, and build on their strengths, reducing their anxiety levels in oral presentations. In the qualitative results, the participants addressed that the quality of guidance during the speech preparation and after the oral presentation delivery is more crucial than the sheer quantity of oral presentation sessions. They placed a higher emphasis on instructor feedback, especially pertaining to pronunciation accuracy and rhythm of their speech. This finding is align with Wu (2022), who mentioned that the accuracy and fluency are among students’ top pursuits.

Fourth, language teachers should consider model effectiveness in oral presentations and provide learners with examples of successful oral presentations. Observing skilled speakers would inspire learners and provide them with a blueprint for their oral presentations. In the qualitative results, many participants reported that they were inspired by and followed their peers who got high grades in their oral presentations. They also reported that they benefited a lot from the TED talk video clips and other well-performed Pecha Kucha samples given by the teacher-researcher. The use of TED talk clips and Pecha Kucha samples in teaching aligns with social learning theory, which posits that people learn by observing others. This method allows students to see effective presentation techniques in action, enhancing their learning and motivation by modeling successful behaviors (Bandura, 1977).

Fifth, language teachers should encourage learners to engage in self-reflection after each presentation. This practice allows students to identify their progress, set realistic goals, and develop a growth mindset toward improving their oral presentation skills. Studies such as those by Dweck (2013) highlight the importance of growth mindsets in educational settings, demonstrating how they can enhance learners’ motivation and learning outcomes by encouraging resilience and a commitment to learning. Furthermore, goal-setting theories suggest that clear, achievable goals can significantly boost students’ engagement and performance Locke and Latham (2002).

The researcher hopes that those pedagogical suggestions would help language teachers create a dynamic and supportive learning environment that empowers EFL learners to develop their oral presentation skills with reduced anxiety and increased effectiveness. However, the quantity, complexity, and difficulty of oral presentation tasks should cater to students’ academic needs and burdens.




6 Limitations and suggestions for future research

While the study contributes valuable insights, it is important to acknowledge its limitations. The focus on a specific group of Chinese EFL learners in a particular context restricts the generalizability of the findings. Further research could encompass a diverse range of learners across different contexts to validate the observed relationships. Additionally, the reliance on self-reported data may introduce biases, warranting future investigations using mixed-methods approaches for a comprehensive understanding of learners’ experiences. Moreover, due to the longitudinal nature of this study, there were many confounding variables that could have caused unavoidable noises. For instance, students learned English for a year, and their English proficiency might have been improved in the process, which alleviated their feelings of anxiety. Additionally, the instructor might have inadvertently used positive encouraging words or negative urging or pushing phrases, leading to changes in the participants’ emotional perceptions. Furthermore, this study lacks a comparison with a control group. Given the extended duration and the real-world teaching environment, setting up a control group is relatively impractical.

While this research makes strides in exploring the growth patterns of anxiety among Chinese EFL learners during oral presentations, it also opens avenues for future research. Scholars can build upon these findings to investigate the impact that teachers may have on learner anxiety and motivation, investigating the role of the teacher could provide valuable insights in EFL oral presentations. This could include examining teaching styles, feedback mechanisms, and the interpersonal dynamics between teachers and students as potential areas of study.

Investigate additional factors that influence anxiety levels, explore potential individual differences in anxiety responses, and evaluate the long-term effects of anxiety reduction on language proficiency and overall communication competence. Such endeavors can enrich the understanding of language learning and inform evidence-based pedagogical practices in the realm of EFL oral presentation instruction.

To advance the topic, future research could investigate additional factors predicting anxiety levels during oral presentations, such as individual differences in genders, language proficiency, personality traits, or cultural backgrounds. Moreover, investigating the potential long-term effects of anxiety reduction on language development and overall communication competence would provide valuable insights. Ultimately, understanding the dynamics of anxiety in EFL oral presentation settings will equip language teachers with evidence-based teaching decisions to better support learners and foster their language learning journey.



7 Conclusion

This study explores the relationship between L2 motivation and anxiety in Chinese EFL learners’ oral presentations. The findings show that as learners became more motivated, their anxiety levels tended to decrease. This suggests that increased practice and confidence in speaking can positively affect students’ anxiety. The growth in learners’ ideal L2 self and ought-to L2 self over time indicates that their self-confidence and understanding of the importance of oral presentations in their academic and professional futures improved. This study supports the idea that L2 motivation and anxiety are closely linked, and that this relationship is influenced by learners’ experiences and cultural context. By focusing on strategies that boost motivation and reduce anxiety, educators can make oral presentations a more effective and less stressful part of language learning. This work aligns with previous research but adds new insights into how educational practices can evolve to better support EFL learners.
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Appendix

Questionnaire Items

Read the following statements and choose a number from 1 to 7 to indicate how much anxiety you felt in the oral presentation.

1: strongly disagree; 2: disagree; 3: somewhat disagree; 4: either agree or disagree; 5: somewhat agree; 6: agree; 7: strongly agree

Ideal L2 Self:

1. I can imagine myself delivering an oral presentation fluently.

2. The things I want to do in the future require me to deliver an oral presentation in English.

3. I imagine myself as someone who is able to deliver an oral presentation in English.

4. I can imagine myself delivering an English presentation as if I were a native speaker of English.

Ought-to L2 Self

1. Delivering oral presentations in English is important to me in order to gain the approval of my teachers.

2. Delivering oral presentations in English is important to me because the people I respect expect me to be good at it.

3. Delivering oral presentations in English is a necessary skill because people surrounding me expect me to do so.

4. Delivering oral presentations in English is important to me because an educated person is supposed to be able to do so.

Anxiety

1. My thoughts become confused and jumbled when I am giving a speech.

2. I do poorer on speeches because I am anxious.

3. When I make a mistake while giving a speech, I find it hard to concentrate on the parts that follow.

4. While giving a speech I get so nervous I forget facts I really know.

5. I am in constant fear of forgetting what I prepared to say.
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