__ INONU UNIVERSITEST
EGITIM BILIMLERI ENSTITUSU

THE IMPACT OF CHATBOT-BASED
SPEAKING PRACTICE ON LEARNERS’
FOREIGN LANGUAGE SPEAKING ANXIETY
AND MOTIVATION

YUKSEK LISANS TEZI

MASTER OF ARTS DISSERTATION

GOKCE TOPLUK

MALATYA, 2026



T.C.
INONU UNIVERSITY
INSTITUTE OF EDUCATIONAL SCIENCES

THE IMPACT OF CHATBOT-BASED SPEAKING PRACTICE ON LEARNERS’ FOREIGN
LANGUAGE SPEAKING ANXIETY AND MOTIVATION

Gokge TOPLUK

Department of Foreign Language Education

English Language Teaching Program

Master of Arts Dissertation

Supervisor

Prof. Dr. Giilten GENC

MALATYA

2026

i



iINONU UNIVERSITESI
EGITiM BiLIMLERi ENSTITUSU MUDURLUGU

THE IMPACT OF CHATBOT-BASED SPEAKING PRACTICE ON LEARNERS’ FOREIGN
LANGUAGE SPEAKING ANXIETY AND MOTIVATION
YUKSEK LISANS TEZi

DANISMAN HAZIRLAYAN
PROF. DR. GULTEN GENG GOKCE TOPLUK

JUrimiz tarafindan 20/05/2026 tarihinde yapilan tez savunma sinavi sonucunda bu tez
oybirligi /oycoklugu ile basarili bulunarak Yabanci Diller Egitimi Anabilim Dali Yiiksek Lisans

Tezi olarak kabul edilmistir.

Juiri Uyelerinin Unvani Adi Soyadi imza

1.Prof. Dr. Gllten GENC (Tez Danismani) e
2.Dr. Ogr. Uyesi Peri ASLAN

3.Dr. Ogr. Uyesi Emine KULUSAKLI e

ONAY

Bu tez, inénii Universitesi Lisansuisti Egitim-Ogretim Yénetmeligi’'nin ilgili maddeleri
uyarinca yukaridaki jiri Gyeleri tarafindan kabul edilmis ve Enstitlii Yonetim Kurulu’nun

o/ ../20... tarih ve 20..../.......... sayili Karariyla da uygun gorilmustur.

Enstitli Miidiiri
Prof. Dr. Eyiip iZCi

i1



T.C.
iINONU UNIVERSITESI

EGiTiM BiLIMLERi ENSTITUSU MUDURLUGUNE

ETiK ve YAPAY ZEKA KULLANIM BEYANI
20/05/2026

indni Universitesi Lisansiistii Tez Yazim Kurallarina uygun olarak, “Prof. Dr. Giilten GENC”
danismanhginda hazirlayip sundugum “The Impact of Chatbot-Based Speaking Practice on Learners’

Foreign Language Speaking Anxiety And Motivation” baslikh Yiiksek Lisans tezimde:

1. ETIiK VE BiLIMSEL SORUMLULUKLARIM:

¢ Tezimde yer alan verileri, bilgileri ve belgeleri akademik ve etik kurallar ¢cercevesinde elde ettigimi,
degerlendirme ve sonuglari bilimsel etik ve ahlak kurallarina uygun olarak sundugumu,

¢ Calismada yararlandigim tiim kaynaklara bilimsel kurallara uygun sekilde atifta bulundugumu ve
kaynakca gosteriminde APA 7. baski kurallarina uydugumu,

e Tezimin 6zgin oldugunu, ¢alisma ve yazim siirecinde patent ve telif haklarini ihlal edici hicbir
davranista bulunmadigimi,

¢ Aksi bir durumda dogabilecek tiim hukuki ve akademik sonuglari kabul ettigimi,

2. YAPAY ZEKA KULLANIMINA iLiSKIN BEYANIM:

(V) Tez yazim siirecinde yapay zek3 tabanli araglardan faydalandim.

Bu durumda:

¢ Yapay zeka araglarini, yazim sirecinde ifadelerimi akademik agidan gliclendirmek ve daha agik bir
bicimde ifade edebilmek amaciyla sinirli 6lgtide kullandigimi, bu kullanimin yalnizca dilsel diizenleme
ve ifade netlestirme ile sinirli oldugunu,

* Hipotez gelistirme, veri analizi ve yorumlama gibi calismanin 6zgiin bilimsel katkisini olusturan
asamalarda yapay zekadan yararlanmadigimi ve bu kullanimin tezin 6zgunligline ve bilimsel etik
kurallara aykiri olmadigini,

¢ Usulsiiz kullanimlara kesinlikle basvurmadigimi,

¢ Kullanilan yapay zeka araglarinin danismanimin bilgisi dahilinde seffaf bicimde belirtildigini,

e Yiiksekdgretim Kurumlari Bilimsel Arastirma ve Yayin Faaliyetlerinde Uretken Yapay Zeka
Kullanimina Dair Etik Rehber’de belirtilen ilkelere riayet ettigimi,

kabul ve taahhit ederim.

Gokge Topluk

v



DECLARATION OF HONOUR

| hereby declare that all information in this master’s thesis, prepared under the supervision
of Prof. Dr. Glilten Geng, entitled “The Impact of Chatbot-Based Speaking Practice on
Learners’ Foreign Language Speaking Anxiety And Motivation” has been obtained and
presented in accordance with academic rules and ethical conduct. | also declare that, as
required by these rules and conduct, | have fully cited and referenced all material and results

that are not original to this work.

Gokce TOPLUK



To the eternal legacy of Mustafa Kemal Atatiirk,

whose presence endures beyond time.

vi



ACKNOWLEDGMENTS

It is with immense gratitude and admiration that | acknowledge my supervisor, Prof.
Dr. Glilten Geng, whose unwavering support and exceptional academic insight have been the
cornerstone of this research journey. Her visionary guidance, thoughtful feedback, and
steadfast encouragement have not only shaped the direction of this study but have also

inspired me to reach new heights in my academic development.

| sincerely thank my thesis committee members, Asst. Prof. Peri Aslan and Asst. Prof.
Emine Kulusakl, for their valuable feedback, helpful suggestions, and expert knowledge. Their
thoughtful comments and dedication have greatly improved this research and made it more

meaningful.

To my beloved parents, Turkan and Cerkez Topluk, and my sisters, Tugce and Tuba
Topluk, | owe a debt of gratitude for their boundless love, unwavering faith, and endless
patience. Their support and encouragement have been the unwavering foundation and

driving force behind my perseverance throughout this challenging journey.

| would also like to thank my colleague, Res. Asst. M. Nazif Kutlu, for his helpful
feedback and support during this study. His ideas and willingness to discuss academic topics

have contributed to the development of this research.

Above all, | extend my deepest appreciation to my students, whose openness, trust,
and wholehearted participation breathed life into this research. Their sincere engagement and
genuine curiosity transformed this study into a truly meaningful endeavor. Guiding and
learning alongside them has been one of the most inspiring and fulfilling experiences of my

academic life.

Vil



OzET

Chatbot Tabanlh Konusma Pratiginin Ogrencilerin Yabanci Dil Konusma Kaygisi ve

Motivasyonu Uzerindeki Etkisi
TOPLUK, Gokge
Yiiksek Lisans Tezi, indnii Universitesi Egitim Bilimleri Enstitiisi
ingiliz Dili Egitimi Bilim Dali
Danisman: Prof. Dr. Glilten Geng

Yabanci dil konusma kaygisi, 6grencilerin hedef dilde sozIi performanslarini ve
konusma motivasyonlarini olumsuz etkileyen onemli bir duyussal engel olarak kabul
edilmektedir. Buna karsin, yapay zeka destekli uygulamalarin bu degiskenler tizerindeki etkileri
yabanci dil egitimi baglaminda yapilan arastirmalar sinirh diizeydedir. Bu ¢alisma, yapay zeka
destekli sozIi dil uygulamalarinin ingilizce 6gretmenligi 6grencilerinin yabanci dil konusma
kaygisi ve ikinci dil konusma motivasyonu Uzerindeki etkilerini incelemeyi amaclamaktadir.
Arastirma yari deneysel, tek gruplu 6n test—son test desen ile yiritilmus ve karma yéntem
yaklasimi benimsenmistir. 2024-2025 akademik yilinda bir devlet {niversitesinin ingilizce
o0gretmenligi programina kayith 75 birinci sinif 6grencisi ¢alismaya katilmigtir. Veriler, Yabanci
Dil Konusma Kaygisi Anketi ve ikinci Dilde Konusma Motivasyonu Olceginin yani sira katilimci
portfolyolari, uygulama sonrasi 6grenci yansimalari ve arastirmaci ginlikleri araciligiyla
toplanmis; nicel analizler ile tematik nitel analiz birlikte kullanilarak degerlendirilmistir.
Bulgular, 6lgek puanlarinda istatistiksel olarak anlamh bir degisim géstermemekle birlikte,
nitel verilerin 6grencilerin yabanci dilde konusma anksiyeteleri ve motivasyon dizeylerinde
olumlu gelismelere isaret ettigini ortaya koymustur. Sonuc¢ olarak, yapay zeka destekli
konusma uygulamalarinin tek basina yeterli bir miidahale olmaktan ziyade, gercek yasam
temelli ve sinif ici etkilesimlerle bitlinlestirildiginde sireci destekleyen tamamlayici bir

pedagojik arac olarak daha etkili oldugu gorilmustr.

Anahtar Sézciikler: Chat GPT, sohbet botu, yabanci dil konusma kaygisi, yabanci dilde
konusma motivasyonu, yapay zeka.
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ABSTRACT

THE IMPACT OF CHATBOT-BASED SPEAKING PRACTICE ON LEARNERS’ FOREIGN LANGUAGE
SPEAKING ANXIETY AND MOTIVATION

TOPLUK, Gokge

M.S., Inonu University, Institute of Educational Sciences

English Language Teaching Program

Thesis Advisor: Prof. Dr. Gilten GENC

Foreign language speaking anxiety is considered as a significant affective barrier that
negatively impacts students' oral performance and speaking motivation in the target
language. However, the effects of Al-supported applications on these variables remain
relatively limited in the context of foreign language education. This study aims to examine the
effects of Al-supported spoken language applications on English language teaching students'
foreign language speaking anxiety and second language speaking motivation. The research
was conducted using a quasi-experimental, single-group pretest—posttest design and adopted
a mixed-methods approach. Seventy-five freshman students enrolled in the English teaching
program at a state university in Turkiye during the 2024—-2025 academic year participated in
the study. Data were collected through the Foreign Language Speaking Anxiety Questionnaire
and the L2 Speaking Motivation Scale, as well as participant portfolios, post-intervention
student reflections, and researcher diaries; quantitative analyses and thematic qualitative
analyses were used together for evaluation. The findings revealed that while there was no
statistically significant change in scale scores, qualitative data indicated positive
developments in students' speaking anxiety and motivation level. Consequently, it was
observed that Al-supported speaking applications are more effective as a complementary
pedagogical tool that supports the process when integrated with real-life and classroom

interactions, rather than as a sufficient intervention on their own.

Keywords: foreign language speaking anxiety, foreign language speaking motivation,
artificial intelligence, chat bot, Chat GPT.
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CHAPTER |

INTRODUCTION

1.0 Introduction

This chapter presents the theoretical basis of the study and is organized into three sections.
The first section establishes the foundation by examining the literature on foreign language speaking
anxiety. The second section defines the research objective by highlighting the gap in the current
literature, particularly within the context of the English Language Teaching Department. Finally, the

research questions that constitute the groundwork of this research are presented.

1.1. Presentation

Paradoxically, avoiding action out of fear of making mistakes may itself lead to another
mistake—withdrawal from active participation that impedes language learning. As unpleasant as it is,
foreign language speaking anxiety is also an ordinary experience for a language learner to hesitate
expressing oneself in the target language in fear of criticism. A generic term for the sense of discomfort
the speaker experiences while using a foreign language in different communication situations is
generally referred to as "foreign language speaking anxiety." Such anxiety may lead to aversion rather
than willingness to verbally communicate in the target language and to a decrease in motivation to
converse in the second language. As a social being, the avoidance or apprehension of expressing
oneself to one's surroundings poses significant concerns for society. Meanwhile, in foreign language
learning processes, motivation encourages learners to actively participate in target language usage
processes and to persevere in their efforts, whereas anxiety undermines their self-confidence,
particularly in speaking situations. When a language learner experiences a loss of motivation
accompanied by anxiety, it often manifests as shyness or withdrawal from participation, thereby
reducing opportunities for developing speaking skills through communication practices. In this context,
the fear of making mistakes is particularly prominent, and this fear may lead learners to avoid
participation altogether. Hence, educational sciences, particularly in the context of foreign language
education, emphasize the significant need to focus on language apprehension and second language

speaking motivation of students, as the literature encompasses a number of studies on improving
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students' ability to express themselves effectively and comfortably. Considering the combined effects
of speech motivation and anxiety on speaking in a foreign language, one could speculate that learners
may develop apprehension and demotivation, with a particular emphasis on the fear of judgment
induced by the human factor. Although advancing technology offers Al-powered bots as an alternative
to the human component, the existing literature provides no empirical evidence regarding ChatGPT’s
speech-enabled function, despite its status as one of the most frequently used Al tools. In particular,
research remains insufficient in examining how this speech-based communication capability, now a
significant and rapidly evolving part of daily life, influences students’ foreign language oral
communication anxiety and speaking motivation. Therefore, the following sections present the
background of the study, the theoretical foundations of speaking anxiety and motivation, and the
design of the current research that explores the effects of Al-based speaking practice on learners’
affective responses. The study investigates how practicing target language speaking with Al bots, as
opposed to human interlocutors, influences speaking anxiety and motivation, with a particular
emphasis on learners’ experiences using OpenAl’s ChatGPT. In this framework, this research was
conducted in the undergraduate department of English Language Teaching at a university in Tarkiye.
Through the continuous procedure of Al-supported speaking practice and regular follow-up of the
students, test-retest at the beginning and end of the semester as well as a final interview were applied,

the results were compared and interpreted.

1.2. Background of the Study

Practicing a foreign language, particularly in a classroom context, may be tremendously
stressful for many. Since learners may refrain from communicating to avoid being evaluated by fellow
students or instructors, they often make mistakes when using that language. Horwitz et al. (1986)
state that the majority of learners who requested assistance from academic support services
displayed anxiety associated with speaking. The presence of such an apprehension of oral
communication is acknowledged by both foreign language educators and learners. Associated
concepts were described as in Friedman’s (1980) identification of shyness or reluctance as a
circumstance in which an individual has the ability and desire to participate in discussion, yet finds it
difficult to articulate their ideas. Nevertheless, no specific definition of “foreign language speaking
anxiety” appears to be prevalent in the literature. Regarding the existing classifications and
statements of opinion on this perception, foreign language speaking anxiety might be described as a
sense of discomfort, unease, or apprehension that individuals experience while speaking or

attempting to speak in a language other than their native language.

Spielberger's (1966) division of anxiety into trait (general disposition) and state (temporary

18



experience) prompted questions about where foreign language anxiety fits. Early research considered
avoidance of speaking as a trait anxiety, but later studies suggested it is both a trait and a state.
McCroskey (1977) examined “communication apprehension” as a continuum, whereas Horwitz
focused on foreign language anxiety (FLA) as a distinct type of apprehension (Dalkilig, 2001 ; Horwitz
et al., 1986). Research has identified several factors behind anxiety in foreign language learning.
Young (1991) categorizes these into six areas: personal and interpersonal anxiousness, beliefs about
language learning, teacher perceptions, teacher-learner interactions, classroom procedures, and
language evaluation. Worde (2003) identifies several contributing factors, including speaking
activities, difficulty in understanding, negative classroom experiences, fear of criticism, native

speakers, teaching methodology, pedagogical practices, and instructors.

In an educational setting, foreign language anxiety among students manifests in various
forms. Students may feel uncomfortable and perform below their potential owing to concerns that
include "not being able to use the target language adequately" or "the possibility of being criticized
by their instructor and classmates when they make mistakes". According to Daly & Friedrich (1981, p.
244), “the positive and negative consequences associated with oral communication performance
become internally mediated without the necessary support of external events such as the actual and
immediate availability of rewards and punishments.” The debilitative outcomes of foreign language
speaking anxiety that emerge when conversing in the target language may manifest in many different
forms. The physical and somatic symptoms of foreign language anxiety include sweating or cold
sweats, heart palpitations, trembling, feeling tense, nervous and the urge to end the conversation
quickly as a “fight or flight” response (Bashori et al., 2022; Marzec-Stawiarska, 2015; Oztiirk, 2015;
Zhang & Zhao, 2024). Emotional and cognitive symptoms include rumination (replaying or
overanalyzing the speaking experience) before and after the speech, anxiety about making mistakes,
being judged by peers or teachers, and receiving negative feedback, along with a persistent concern
regarding performance when speaking in front of others (Aziz & Abubaker, 2023; Lu, 2024; Saleh et
al., 2023). Finally, behavioral indicators suggested avoidance, reluctance to speak, and decreased
engagement (Lu, 2024; Yan, 2024). Therefore, it might be reasonable to hypothesize that the audience
component in the context to which foreign language students are exposed may promote the
anticipation of a negative assessment and anxiety regarding communication, considering the
characteristics and information reported in previous research that illustrate student reflections

(Hardi, 2017; Tom et al., 2013; Young, 1990).

Motivation has a strong influence on FLE and SLA, playing a key role in language learning

achievement. Unlike first language learning, motivation is critical for foreign language acquisition.
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Native language is acquired naturally, while motivation plays a more significant role in learning later
in life. Its presence or absence impacts enthusiasm and success (Ushioda, 2010). Early literature
distinguishes intrinsic motivation (learning for personal interest) from extrinsic motivation (driven by
external reasons) (Dornyei, 1994). Integrative motivation refers to the desire to connect with the
language community, whereas instrumental motivation is associated with practical goals (Dornyei,
2007). Recent research also highlights the role of motivation shaped by teachers, peers, and the
learning context. Enjoyment and emotional attachment also contribute to maintaining strong
motivation (Li et al., 2022; Singh et al., 2021; Zhang et al., 2020). Studies have shown that higher
motivation leads to better language skills and increased engagement (Li et al., 2022; Zhang et al.,
2020). Motivated, engaged learners report more enjoyment, lower anxiety, and higher academic
success (Lapadat & Lapadat, 2024; Shaharuddin et al., 2024; Zhong, 2024). Furthermore, enjoyment
helps sustain effort and accomplishment (Cao et al., 2023; .Thohir, 2017). Ultimately, motivation is
crucial for achieving success in language learning. By creating supportive environments and using

effective teaching methods, educators can boost motivation and language outcomes.

1.3. Statement of the Problem

Speaking anxiety in foreign languages, appearing across both academic literature and
authentic learning environments, presents itself as a common psychological barrier that interferes
with learners' motivation to communicate and demonstrate proficiency in the target language. While
this form of anxiety limits learners' verbal participation, it also prevents them from demonstrating their
language skills in both individual and group settings. As educational practices adapt to the changing
landscape shaped by innovation, recommendations for addressing foreign-language speaking anxiety

are broadening to incorporate both digital solutions and varied teaching methods.

In recent years, artificial intelligence (Al) has transformed language education by creating new
possibilities for personalized and less stressful learning environments. A particularly notable step has
been the launch of ChatGPT’s voice chat feature in 2024. Already recognized for its widespread
popularity, ChatGPT’s addition of this speech-enabled communication has further broadened its use
and influence within language education. However, there is still a lack of research examining how this
feature influences key affective factors, such as foreign language anxiety and motivation to speak in a
second language, especially within English language education. Most existing studies in Tlrkiye have
addressed language anxiety using either conventional or small-scale solutions or have explored Al-

based speaking platforms that do not offer the breadth and capabilities of ChatGPT.
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To address the identified gap in the literature, this study examines the impact of Al-supported
conversational platforms, specifically ChatGPT’s voice mode, on students’ foreign language speaking
anxiety and motivation. Utilizing a quasi-experimental research design, the study was conducted with
undergraduate students enrolled in English language teaching programs in Tirkiye. The intervention
integrated routine Al-mediated conversations, classroom-based instructional activities, and structured
opportunities for reflective feedback. Through this methodological approach, the study seeks to
advance the growing body of research on the pedagogical value of Al, highlighting its potential to
support students’ psychological well-being and foster greater motivation for communication in second
language contexts. Accordingly, the study has sought to find answers to the following research

questions.

RQ1: What is the effect of chatbot-based speaking practice on learners’ foreign language speaking

anxiety?

RQ2: What is the effect of chatbot-based speaking practice on learners’ L2 speaking motivation?

RQ3: What reflections do learners express about chatbot-based speaking practice and its influence on

their foreign language speaking anxiety and motivation?

1.4. Significance of the Study

This study contributes to the literature by examining the interaction between foreign language
speaking anxiety and L2 speaking motivation within an Al-mediated conversational environment.
While previous research has frequently examined anxiety and motivation as separate constructs,
studies addressing their simultaneous development in voice-based artificial intelligence interactions
remain limited. By focusing on ChatGPT’s voice-enabled mode, the study provides empirical insight
into how Al-supported communication environments may influence learners’ affective experiences in

second language learning.

Pedagogically, this study offers important perspectives for students who struggle with
speaking in a foreign language, as well as for language instructors and curriculum developers
interested in incorporating artificial intelligence into educational practice. The results have the
potential to inform educators in designing technology-enhanced activities—both inside and outside
the classroom—that build students’ confidence, promote learner autonomy, and increase

engagement, all while maintaining low levels of anxiety.
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Finally, this research offers an in-depth examination of how Al-driven speech applications
influence the emotional and motivational aspects of foreign language learning. In this way, the study
contributes to ongoing discussions on the role of artificial intelligence in spoken language learning by
offering evidence-based insights into its pedagogical and affective implications. Accordingly, it
advances the understanding of artificial intelligence’s role in foreign language instruction from

pedagogical, affective, and ethical dimensions.

1.5. Purpose of the Study

The purpose of this study is to investigate the effects of Al-supported, voice-enabled speaking
practice on foreign language speaking anxiety and L2 speaking motivation among undergraduate ELT
students in Tarkiye through a quasi-experimental, mixed-methods design. It aims to highlight how
artificial intelligence, viewed as a potential replacement for human factors believed to contribute to
speaking anxiety, may enhance the language learning process and positively impact students'

experiences by increasing their motivation to converse in the target language.

1.6. Limitations

There are certain constraints to the present research. Reflecting on the limitations may

facilitate data interpretation and suggest possibilities for future research:

1. The study adopted a single-group pre-test—post-test design in order to ensure equal access to
learning opportunities for all participants. While the absence of a control group limits causal
generalization, this design was considered appropriate for the educational context and ethical
constraints of the study. Since the participant group of the current study includes university
freshmen, the findings may not be directly generalizable to learners from different age groups or
educational levels.

2. Another limitation of the present study concerns participant attrition over the course of the
intervention. Although 75 participants completed the pre-test, only 65 participants took part in
the post-test, and the analyses were therefore based on matched cases. This reduction in sample
size, which is not uncommon in longitudinal research (Creswell, 2012), may have affected the
statistical power of the analyses and contributed to the absence of statistically significant
differences in the quantitative findings. Accordingly, the results should be interpreted with
caution, as the observed patterns may not fully capture potential changes that could have emerged
with a larger and more stable sample.

3. The relatively modest sample size may limit the generalizability of the results beyond the specific

institutional context of the study.

22



4. Finally, variations in students’ familiarity with Al technologies and differences in access to digital
resources may have influenced their engagement with the Al-powered voice-based speaking

practice.

1.7. Definitions of Key Terms and Concepts

Adaptive Learning: Adaptive learning refers to a method of delivering online learning materials in
which the learner's interaction with the preceding content, either partially or entirely,

determines the quality of the materials that are subsequently presented (Kerr, P., 2016, p.88).

Artificial Intelligence (Al): It refers to the science and engineering of developing intelligent machines,
especially computer programs. Al seeks to model aspects of human intelligence using

computers, without being restricted to biologically observable processes (McCarthy, 2004).

Al-Assisted Language Education (AILE): The term Artificial Intelligence-Assisted Language Education
(AILE) refers to an educational approach that leverages the potential of artificial intelligence

technology to personalize, collaborate, and support learners' foreign language learning.

Automated Feedback System: An automated feedback system is a technology-driven instrument that
enables users to provide data, process it, and receive an automated response without requiring

human intervention. (ZINFI Technologies, n.d.)

Automatic Speech Recognition (ASR): ASR is a system that processes natural, fluent speech,
accounting for the statistical properties of spoken language. (Juang, B. H., & Rabiner, L. R.,

2005).

Chatbots: A chatbot is an artificial intelligence system designed to engage users in natural language
interactions, either through text or voice, within a specified domain (Smutny, P., &

Schreiberova, P., 2020, p.1).

Computer-Assisted Language Learning (CALL): The term “CALL” refers to the use of a computer to

learn a language.

English Language Teaching: English Language Teaching (ELT) denotes the discipline of teaching English

to non-native speakers of English as part of foreign language education.

English as a Second Language: English as a Second Language (ESL) is the teaching and learning of

English by individuals that do not speak English as their first language.
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Foreign Language Anxiety: Foreign Language Anxiety encompasses self-perceptions, beliefs,
emotions, and behaviors that arise specifically within the context of classroom-based language

learning. (Horwitz, and Cope, 1986, p. 128).

Foreign Language Speaking Anxiety: Foreign language speaking anxiety refers to the discomfort,
unease, or apprehension individuals experience when communicating in a language other than

their native tongue.

L2 Speaking Motivation: This concept refers to the learner's motivation to engage in spoken

communication while acquiring a second language.

Natural Language Processing (NLP): NLP is an interdisciplinary field that integrates computer science
and computational linguistics. Its primary objective is to convert spoken and written human

language into structured, analyzable data (Fanni, S. C. et. al., 2023).
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CHAPTER Il

LITERATURE REVIEW

2.0. Introduction

The present chapter is divided into four parts. Part one examines the individual differences of
the foreign language learner and the reflections of these differences on the language learning process.
The second part addresses the significance of communication in language, including communicative
competence, its components, and their dimensions in a foreign language. It provides a review of the
definitions in the literature to introduce the concepts of foreign language speaking anxiety and second
language speaking motivation. Part three provides insights into the use of artificial intelligence models
in educational practices by addressing the reflections of modern pedagogical approaches to the
inequality of instructional opportunities arising from individual differences. Finally, part four aims to
provide the reader with sufficient information about the findings reported in the literature, presenting
the data acquired as a result of analyzing national and international literature within the scope of the
thesis. In the present thesis, individual differences are not treated as isolated learner traits, but rather
as a meaningful framework for understanding why learners may experience different levels of speaking
anxiety and motivation even when they are exposed to the same instructional conditions. Learners’
affective reactions to speaking tasks and their willingness to engage in oral communication are shaped
by the unique combination of their cognitive and emotional characteristics. For this reason, the
following section focuses on the individual-difference constructs that are most directly related to

anxiety, motivation, and technology-mediated speaking practice.

2.1. Individual Differences and Foreign Language Learning

The variation in performance achievement values of individuals in second language acquisition
when compared to first language acquisition necessitated the examination of individual differences
(ID) and their influence on the underlying mechanisms of language learning in the relevant literature.
(Dixon et al., 2012; Dérnyei, 2005; Ellis, 1994; Skehan, 1991) These variations can be interpreted as
comparatively constant personal characteristics that each individual possesses, though to varying

extents, and that impact their ability to acquire an additional language (D6rnyei, 2006, p. 42).
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The extensive nature of this concept has made it particularly important for language
acquisition researchers to better understand how such variations appear in authentic instruction
contexts. In particular, the role of individual differences has gained prominence in explaining the
achievement discrepancies between first and second language acquisition. While first language
acquisition typically leads to success unless hindered by severe developmental deprivation, second
language outcomes show greater variability, influenced by individual learner characteristics. This
variation has prompted scholars to explore and interpret the factors that contribute to language
learning (Fillmore, 1979). The research results acquired from studies on the concept of "IDs"
demonstrate that individual variables manifest in a variety of emerges, each of which influences
language acquisition in a unique manner (Dornyei, 2005; Ellis, 1994; Skehan, 1991). Table 1 presents
categorizations from significant field research (Fillmore, 1979; Ellis, 1994; MacIntyre & Charos, 1996;
Dornyei & Skehan, 2003; Dornyei, 2005; Zafar & Meenakshi, 2012), emphasizing how individual

differences have been conceived and classified.

Table 1. Theoretical classifications of individual differences in second language acquisition

Scholar(s) Theoretical Categorization Theoretical Emphasis

&

Illustrative Constructs of IDs

Cognitive (contextual interpretation, pattern

Fillmore (1979) o ) o ) IDs emerge from
recognition) and Social strategies (interaction,

interplay of cognitive and

cooperation)

affective dispositions shaping

language use.

Ellis (1994) Age, Aptitude, Motivation, Beliefs about language IDs are multidimensional

learning factors influencing

success.

Maclintyre & Charos Personality, Affective variables, Motivation (WTC)  Personality and motivation

(1996) directly affect learners’

willingness to communicate.
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Aptitude, Cognitive & Learning Styles, Motivation,
Doérnyei & Skehan

(2003)

Strategies

Personality, Aptitude, Motivation, Learning Styles
Dérnyei (2005) . ) . .
& Strategies, Other variables (anxiety, creativity,

self-esteem)

Zafar & Meenakshi Age, Sex, Aptitude, Motivation, Learning Styles &
(2012) Strategies, Personality

IDs are central determinants
of SLA outcomes, integrating
cognitive  and  affective

domains.

IDs operate as
interconnected and dynamic
determinants of language

learning.

IDs are viewed as a
multifaceted construct
encompassing psychological,
biological, and pedagogical

dimensions.

The differences in L2 learners' proficiency level outcomes in the target language despite their

exposure to similar instructional processes, materials, and environments are explained by their

individual differences (Dornyei, 2005). This variation in language outputs stems from the fact that

learners' differences in cognitive and affective factors, which can be classified as intrinsic factors, as

well as social, external contexts affecting their language acquisition processes (Ellis, 2004).

Understanding the implications of IDs for foreign language acquisition not only helps explain

learner differences but also provides valuable insights for more customized and effective language

teaching practices. The following section examines how fundamental constructs of identity—such as

language aptitude, working memory, motivation, ability, age, learning styles, and beliefs—contribute

to second language acquisition and demonstrates how these constructs are measured by scholars.

2.1.1. Cognitive Factors in Language Learning

Cognitive factors, commonly classified under intrinsic individual variables in L2 acquisition,

refer to variables associated with mental capacity and the efficiency of information processing

mechanisms in learners. These variables elucidate the range of pathways through which the learner

approaches the linguistic input, the pattern of mental processing of the acquired data, and the means
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of developing second language proficiency. Regarding cognitive factors, the literature typically refers

to three principal constituents: language aptitude, intelligence, and working memory.

2.1.1.1. Language Aptitude

The concept of language aptitude refers to an individual’s innate potential or natural ability to
acquire a foreign language. It incorporates specific abilities such as grammatical sensitivity, associative

memory, phonemic coding ability, and inductive language learning ability (Skehan, 1991).

2.1.1.2. Intelligence

Intelligence, on the other hand, represents a broader construct encompassing general

cognitive abilities such as reasoning, problem-solving, and abstract thinking.

Although both intelligence and language aptitude have cognitive components and are often
thought to be interchangeable, they are conceptually distinct. According to Doughty (2018), the
concept of foreign language aptitude is best understood as a set of distinct cognitive abilities that
Carroll (1959) identified as critical components in facilitating language learning. It should, however, be
noted that high intelligence -in itself- is not a decisive predictor of success in second language learning.
As research using Intelligence Quotient (IQ) tests suggests, though intelligence has shown some degree
of correlation with language acquisition, the strength of this relationship appears to be relatively

limited.

Many intelligence tests, as suggested by Carroll and Sapon (1959), examine several cognitive
abilities at once, including verbal thinking, memory, and logic. Nevertheless only a small percentage of
these are associated with learning a foreign language, so the overall correlation between general

intelligence and language success remains uncertain.

2.1.1.3. Working Memory

Working memory is the brain’s system for holding and processing information over short
periods, making it readily available for immediate mental use, which enables complex thinking and

everyday tasks such as reasoning, comprehension, and learning. (Baddeley, 2010).

2.1.2 Personality Factors in Language Learning

It is widely accepted that personality plays a significant role in the discipline of affective
variables, which influence how individuals recognize, interpret, and regulate their emotional states.

Since personality constitutes a comprehensive framework, it is often addressed by segmenting it into
28



sub-dimensions in order to make certain traits that affect foreign language learning more
comprehensible. In this regard, one of the most widely used approaches is the Model of Big Five

Personality Traits.

The Big Five Personality Traits framework has emerged as the predominant model for
conceptualizing human personality within the field of psychological research. Notably, it delineates
five core dimensions, Extraversion, Agreeableness, Conscientiousness, Neuroticism, and Openness to
Experience (see Figure 1), that together encompass the majority of empirically observable personality
characteristics. This taxonomy provides a foundational lens through which individual differences can
be systematically examined and interpreted. The Big Five model conceptualizes personality through
five broad dimensions: Extraversion, characterized by sociability, assertiveness, and positive affect;
Agreeableness, reflecting compassion, cooperativeness, and interpersonal trust; Conscientiousness,
associated with organization, dependability, and self-regulation; Neuroticism, marked by emotional
instability and heightened anxiety; and Openness, denoting imagination, creativity, and intellectual

curiosity.

Big Five
Personality
Traits

Neuroticism Qpenness

Figure 1. The big five personality traits

2.1.3 Affective Factors in Language Learning

Affective factors comprise the dimension of IDs in terms of emotional tendencies, intrinsic
dispositions, and personality-related parameters that individuals exhibit during the learning process.

Though there are several subsumed variables that could be addressed within the scope of this title,
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the main factors that both stand out in the literature and constitute the theoretical framework of this

study are indicated, respectively, below:

2.1.3.1. Attitude

Attitude, along with motivation, anxiety, and self-assurance, constitutes the core set of
affective elements that influence second language acquisition and are influenced by situational and
contextual circumstances rather than inherited tendencies. According to studies, attitude affects
language learning outcomes just as much as cognitive or ability characteristics. There are reportedly
two types of attitudes: positive and negative attitudes. Higher achievement and improved
performance are linked to positive attitudes, whereas negative attitudes (such as reluctance or
disengagement) may prevent advancement. These might constitute cross-domain generalizations that
suggest a learner's disapproval of formal education may carry over into language acquisition before
any authentic interaction. Moreover, learners' affective orientation toward the language is greatly
influenced by English's collective status as the lingua franca. Consequently, fostering a positive mindset
has been reported to be crucial for optimizing student engagement and accomplishment in foreign

language classes (Henter, 2014).

2.1.3.2. Motivation

Motivation in foreign language acquisition refers to the individual's desire to learn the target
language and the conscious effort to accomplish this aspiration. This motivation can stem from a
variety of internal or external sources, such as personal interest, career goals, or social influences. In

this regard, Brown (2001, p.72) states:

One of the more complicated problems of second language learning and teaching has been to
define and apply the construct of motivation in the classroom. On the one hand, it is an easy catchword
that gives teachers a simple answer to the mysteries of language learning. “Motivation is the
difference.” However, the exact nature of motivation, its sources, and its impact on learners can be
complex and multifaceted. Teachers must explore not only how to foster motivation but also how to

sustain it throughout the language learning process.

According to Saville-Troike (2006), as cited in Zafar and Meenakshi (2012), motivation ranks
second only to aptitude as the most significant factor influencing success in second language
acquisition. This highlights the critical role that motivation plays in language learning outcomes.
Gardner and Lambert (1972), as cited in the same study, categorize motivation in second language

acquisition into two main types:
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i. Integrative Motivation:

Individuals with this motivational orientation actively seek to integrate into the target society
or culture. Their genuine interest in being accepted as members of that community drives them to
modify their behavioral patterns and identities in alighnment with the norms of that populace (Gardner

& Lambert, 1972).

ii. Instrumental Motivation:

Learners who pursue a second language for pragmatic reasons are presumed to be motivated
by instrumental factors. This specific form of motivation encompasses aspirations such as educational
success, professional advancement, or a more refined professional orientation (Gardner & Lambert,

1972; Dérnyei, 1994).

2.2. Foreign Language Anxiety

Foreign language anxiety (FLA) is an exclusive form of anxiety that individuals experience when
learning or using a foreign language. It is an emotional response that is strictly situational and may
possess a detrimental effect on language performance and acquisition (Horwitz, Horwitz & Cope,

1986).

2.2.1. Definitions and Theoretical Framework

FLA may frequently be observed among language learners and is considered a significant
impediment to effective language attainment (Luo, 2013). Whereas FLA resembles stage fright or test
anxiety, this sort of anxiety often manifests itself in foreign language classrooms or in contexts where
a foreign language is spoken. Horwitz, Horwitz & Cope (1986) describe this conception as “A distinct
complex of self-perceptions, beliefs, feelings, and behaviors related to classroom language learning
arising from the uniqueness of the language learning process.” In the same study, the researcher
systematically investigated the concept of FLA within the framework of three basic categories (see

Figure 2).
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Adapted from Ekalestari et al., 2023

Figure 2. The concept of FLA

Communication Apprehension

Communication apprehension, as conceptualized by McCroskey (1977), refers to an
individual's anxiety and inhibition in the processes of verbal interaction with others. This anxiety may
manifest in various forms, such as difficulty with dual or multiple interactions, uneasiness when
speaking in front of a crowd, or discomfort when receiving verbal messages. These manifestations are
closely linked, as all contribute to the development of foreign language anxiety (Horwitz et al., 1986).
In particular, learners who already struggle with speaking in groups may experience even more intense
apprehension in specific environments, such as the foreign language classroom, where control over

communication is limited and performance is constantly monitored (Horwitz et al., 1986).

Test Anxiety

Test anxiety is yet another type of foreign language anxiety, which is a type of performance
apprehension stemming from the fear of failure (Spielberger, 1972). In foreign language classes,
students with this type of apprehension may experience significant struggles due to the high frequency
of exams, as they may make mistakes in testing, even though their level of proficiency is high (Horwitz
et al., 1986). Oral exams in particular can become even more challenging for affectively susceptible

learners by triggering oral communication anxiety at the same time as test anxiety (Horwitz et al.,
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1986).

Fear of Negative Evaluation

Fear of negative evaluation (FNE) involves the individual's concern about others' evaluations
of themselves, the tendency to avoid situations involving evaluation, and the expectation that others
will judge them negatively (Watson & Friend, 1969). This type of anxiety is one of the other types of
anxiety associated with foreign language learning (Horwitz et al., 1986). Although it has similar aspects
to test anxiety, it has a broader scope as it is not limited to exam situations. For example, it may occur
in any social and evaluative environment, such as attending a job interview or speaking in a foreign

language class (Horwitz et al., 1986).

While foreign language anxiety is a broader construct, the present thesis is primarily concerned
with anxiety emerging during oral communication, as speaking requires real-time processing and is
typically accompanied by heightened fear of evaluation (Fitriah & Muna, 2019; Horwitz et al., 1986;
Maclntyre & Gardner, 1991; Young, 1990). Therefore, the following subsection narrows the focus from
general FLA to Foreign Language Speaking Anxiety (FLSA), which is more directly aligned with the

study’s intervention and research questions.

2.2.2. Foreign Language Speaking Anxiety

As a skill-oriented dimension of overall foreign language anxiety, Foreign Language Speaking
Anxiety (FLSA) is a common form of anxiety experienced by individuals who are expected to use a
language other than their mother tongue, particularly in communicative settings that require the
active use of productive skills (Horwitz et al., 1986; Maclntyre & Gardner, 1994). This form of anxiety,
elicited as a context-dependent emotional response, has similar characteristics to performance-
related strains, such as public speaking or test anxiety, and has the potential to substantially disrupt
learners' ability to effectively acquire and utilize a foreign language (Horwitz, 2010). A number of
theoretical models have been proposed to explain the cognitive mechanisms underlying FLSA. Among
the most widely used frameworks in this context, the first is Horwitz et al.'s (1986) tripartite model,
which conceptualizes the FLSA as a combination of communication anxiety, fear of negative
evaluation, and test anxiety. This model suggests that foreign language speaking anxiety is rooted in
social interactions and the requirement to perform. According to Horwitz, learners experience
increased self-consciousness due to the fear of being evaluated by third parties and social judgment,
especially in situations where they have to communicate verbally in a foreign language, which induces
a fear of failure. Consequently, the anxiety levels of individuals significantly increase in such

communicative contexts, which in turn may negatively affect their speaking output. Another three-
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stage model, proposed by Tobias (1986), operates in the pattern of input-processing-output and
explains how anxiety interferes with cognitive functioning in the language learning process.lt is
suggested that anxiety could hinder attention and perception during the input stage, reduce working
memory efficiency and information processing during the processing stage, and limit performance by
restricting retrieval and the fluent use of information during the output stage. Anxiety may serve as a
cognitive diversion, according to Macintyre and Gardner (1994). Anxiety, as they dispute, hinders the
efficient use of cognitive resources by redirecting the individual's attention away from task-related
information, which leads to impaired execution of the task. Empirical findings in the literature
consistently indicate that high levels of speech anxiety correlate negatively with target language
acquisition and performance (Woodrow, 2006; Susanti, Nabilah, & Irasanti, 2018; Chen et al., 2022;
Mora et al., 2024; Hu et al., 2024). In this paradigm, both MacIntyre and Gardner's model and Tobias'
three-stage cognitive model suggest that anxiety affects cognitive functioning in the language learning
process in various ways. It is highlighted that anxiety may adversely influence an individual's capacity
to use language by interfering with the stages of comprehension, processing, and production,

particularly in speaking scenarios.

FLSA is a multidimensional phenomenon that may manifest in individuals in multiple forms
depending on the context, and the factors from which this anxiety stems are considered a critical
research topicin the literature. Common affective stressors thatincrease anxiety in L2 speaking involve
the distress of making mistakes, fear of negative evaluation, embarrassment, low self-esteem,
emotional intelligence, and self-perception of inadequacy. Such sentiments might increase the level of
anxiety by obstructing the person from perceiving oneself competent and comfortable in the
communication process (Sadighi & Dastpak, 2017; Lin et al., 2021; Ekalestari et al., 2023).Regarding
the drivers of speaking anxiety in the context of foreign language classes, peer pressure, interpersonal
dynamics related to gender, and the perception of the instructor's attitude by the learners seem to
have significant relevance (Effiong, 2016). Evidence from research under the FLSA shows that there is
a significant correlation between this anxiety and FNE (Safranj & Zivlak, 2019; (Shabani, 2012; Aydin,
2008).

Thus, the presence of human interlocutors often intensifies the fear of making mistakes and
being judged. As reported by Ali et al. (2024) and Wang & Chen (2022), such a situation may lead to
individuals' inability to articulate themselves expressively in face-to-face interactions and may lead to
social withdrawal. (Caplan, 2007; Stoeckli, 2009) Hence, FNE constitutes a major factor that triggers
speaking anxiety, especially in language learners. Individuals who aspire to reduce the risk of being

criticized in social settings tend to use alternative forms of communication that appear comparably
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less threatening and judgment-free. In this regard, Al supported chatbots have become an important
instrument for foreign language learners that want to practice speaking within the target language yet
are afraid of being judged negatively as they may prefer to communicate with chatbots instead of
human beings as it is hypothesized that interacting with a non-judgmental Al-based speaking tool may

lower learners’ perceived risk of being evaluated and thus create a safer environment for oral practice.

When the literature is considered as a whole, speaking anxiety is closely linked to learners’
sensitivity to being evaluated, especially in the presence of teachers and peers. Bu bolimdeki birkag
kaynakgayr tam bu noktaya ekleyelim This implication becomes especially relevant for technology-
mediated speaking environments, as Al-based conversational agents may reduce the salience of
human judgment and provide a low-stakes space for repeated oral practice (Capan & Simsek, 2012;
Doyman & Yumru, 2020; Giray et al., 2022; Yaniafari & Rihardini, 2021). Building on this theoretical
rationale, the next sections review motivation in relation to speaking and then discuss how Al-assisted
language learning, particularly voice-based conversational practice, may influence learners’ anxiety

and motivation.

2.3. Foreign Language Motivation

While anxiety is widely recognized as a major barrier to verbal participation, learners’
willingness to speak is also shaped by the motivational forces that help sustain their effort and
engagement (Birkner, 2016; Megariti, 2024; Mufioz Valderrama, 2023). Research consistently shows
that anxiety and motivation are closely intertwined: motivation can encourage learners to persist
despite difficulties (Hernandez, 2010; Lin, 2023; Saito et al., 2018), whereas heightened anxiety may
limit initiative and lead to withdrawal from communication. Since the present study examines these
two constructs together, the following section focuses on L2 motivation, with particular attention to

motivation related to speaking.

Originating from the Latin term movere, which means "to move," motivation is a crucial
psychological mechanism that both initiates and sustains human endeavors. It refers to the inner force
that stimulates people to perform well and overcome challenges with the goal of advancing and
progressing (Tohidi & Jabbari, 2012) Beyond its role in stimulating actions, motivation plays a vital role
in influencing the thoughts and decisions of individuals, as well as their interactions with others; it

guides the ways we react in complex social situations (Neta & Haas, 2019).

The conceptualization of motivation within foreign language learning has evolved
considerably, reflecting a shift from predominantly external determinants, such as societal

expectations or employment imperatives, toward a more nuanced understanding that foregrounds
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learners' self-perceptions and intrinsic aspirations. Notably, contemporary research increasingly
situates motivation as an affective variable shaped by internalized goals and personal agency. Within
this evolving understanding, Dérnyei's (2009) L2 Motivational Self System (L2MSS) and Ryan and Deci's
(2020) Self-Determination Theory (SDT) have emerged as influential frameworks, offering valuable

insights into the complex interplay between individual identity and motivational processes.

Dornyei's L2ZMSS model explains second language learning motivation as rooted in the
individual's self-concept. The model identifies three primary dimensions: the Ideal L2 Self, the Ought-
to L2 Self, and the L2 Learning Experience. The Ideal L2 Self refers to an individual's envisioned future
self as a proficient English speaker. The Ought-to L2 Self encompasses the attributes an individual
believes they should possess to meet the expectations of family, teachers, or society, reflecting
external pressures. The L2 Learning Experience encompasses contextual factors, including the learning
environment, teacher attitudes, and the emotional responses elicited during the learning process.

Classroom experiences are particularly influential in sustaining learner motivation.

In contrast, Ryan and Deci's (2000) Self-Determination Theory (SDT) conceptualizes motivation
as a function of the degree to which an individual's actions are self-initiated and self-regulated. The
theory posits that three fundamental psychological needs; autonomy, competence, and relatedness,
underpin the emergence of intrinsic motivation. Intrinsic motivation is when an individual performs a
behavior merely because they are interested in it, feel pleasure, or consider it relevant. Such
motivation is grounded in a sense of fulfillment stemming from the experience of the activity itself,
rather than external incentives (Deci & Ryan, 1985). Conversely, extrinsic motivation can be defined as
an individual's engagement in an action for the purpose of obtaining specific benefits. The actual
source of motivation in this context is not the activity itself and the inner consciousness it generates,
but rather the outcomes that result from it (Deci & Ryan, 1985). Autonomy encompasses the
individual's sense of volition and agency in decision-making; competence reflects the perceived ability
to achieve desired outcomes; and relatedness denotes the experience of meaningful connection with
others. When these needs are sufficiently supported within the instructional context, learners are
more likely to engage in activities out of genuine interest or personal significance, rather than out of
an external obligation. However, when these needs are not sufficiently met, motivation may shift
toward external factors or decrease, which can lower engagement and negatively affect learning

outcomes (Ryan & Deci, 2000).

Since both theories fundamentally emphasize individual self-perception and internal
processes, they are complementary in nature. Dornyei's L2MSS reflects an individual's intrinsic desire

and self-direction in language learning, aligning with the concept of intrinsic motivation in SDT. In
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contrast, the Ought-to L2 Self reflects external expectations from family, teachers, or society,
paralleling external motivation. The L2 Learning Experience dimension refers to the extent to which an
individual's needs for autonomy, competence, and relatedness are fulfilled within the learning
environment. Therefore, integrating LZMSS and SDT enables a comprehensive approach to motivation
in foreign language learning, encompassing both self-based and needs-based perspectives (Dornyei,

2005; Ryan & Deci, 2000).

In other words, motivation is particularly important in language education, as most learners
acquire a second language under challenging circumstances. Many factors that support successful
second language acquisition, such as exposure to adequate levels of English input, opportunities to
interact with native speakers, having strong role models, or sufficient social acceptance of English, are
frequently absent, particularly in EFL settings. Given these constraints, a learner is required to be
extremely motivated to accomplish in foreign language learning (Gilakjani et al., 2012). Likewise,
several statements in the literature emphasize the fact that motivation plays an indispensable role in
the language acquisition process. For example, Ushioda (2016), as cited from Corder (1967), states that
an individual is likely to acquire a second language if they are motivated enough and exposed to
language data. Additionally, Henry et al. (2015) suggest that the Ideal L2 Self is emerging in
motivational classroom activities: "The Ideal L2 Self is beginning to find its way into motivational

practices in the classroom."

Nevertheless, research indicate that achieving the optimal language outcome requires more
than just learner motivation. In this regard, Ryan and Deci (2020) claim that student motivation is
influenced not just by individual traits but also by classroom interactions and teacher attitudes. From
a similar perspective, Mercer and Dornyei (2020), as well as Lamb (2017) and Menggo (2018) suggest
that motivation is not just an individual desire but also closely linked to the opinions that are prevalent

in the learner’s community and teachers’ self-motivation.

2.3.1. Foreign Language Speaking Motivation

Considering the general overview of L2 motivation has been presented, it is essential to
address the implications for speaking, which is a primarily productive language skill and one of the

main concerns of the thesis.

Although L2MSS and SDT offer comprehensive explanations of second language motivation,
this study focuses on motivation as it relates specifically to speaking, since the intervention centers on
voice-based oral practice. (Dérnyei, 2009; Ryan & Deci, 2017) Speaking motivation refers to learners’

willingness to begin and maintain oral communication in the target language, and it is shaped by both
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their personal aspirations (such as their Ideal L2 Self) and the extent to which their psychological needs
are supported in the learning environment (including autonomy, competence, and relatedness)
(Alzabidi, Khadawardi & Baeshin, 2022; Sugita, & Takeuchi, 2010). For this reason, the following

subsection turns to foreign language speaking motivation and the key factors that influence it.
2.3.2. Definitions and Theoretical Framework

As Putra states (2017, p. 37-28), “The existence of speaking is important and cannot be
separated from the existence of a language.” It is widely acknowledged that speaking skills are the
foundation of communication and have been mentioned by numerous researchers in published works
on multiple instances (Ismayilli et al., (2025); Ugur-Gé¢mez & Unal (2024); Horverak et. al, 2022;
Amoah & Yeboah (2021); Kehing & Yunus (2021); Rao (2019); Ounis (2017); Doan, 2011). Speaking a
foreign language is an ability that extends beyond cognitive processes; it also involves emotional
engagement. Since speaking requires both “skillful” technical proficiency and “thoughtful” conscious
content (Sudarmo, 2021), it is also necessary to consider the motivational factors related to L2
speaking skills separately, rather than merely emphasizing the importance of foreign language

speaking proficiency.

Foreign language speaking motivation could be defined as the goal-directed force that initiates
alearner to communicate in the intended language, necessitating persistent diligence in order to attain
communicative objectives (Fowler, 2022; Lapddat & Lapadat, 2023). Pertaining to the four
fundamental language skills, speaking is the only productive skill in which the individual is actively
engaged in verbal performance through vocalization while engaging in the target language, usually
under audience evaluation pressure (Horwitz, 2010 ;Husain, 2015). Indeed, foreign language learners
often perceive speaking in the target language as the most worrisome skill in terms of overall language
skills (Oztirk & Giirbliz, 2014; Yalgin & incegay, 2014; Cagatay, 2015; Tercan & Dikilitas, 2015;
Akkakoson, 2016; Karatas et al., 2016; Bashori et al., 2022). As a result, learners are more exposed to
motivational and psychological challenges while interacting verbally in FL, which positions speaking

skills in a FL on a separate level, distinct from the performance anxiety associated with other skills.

The factors influencing FL learners’ motivation to speak can be examined in terms of internally
and externally driven motivational forces, both of which play a significant role in shaping learner
engagement. Based on a review of the literature, findings indicate that factors influential in the internal
context of speaking motivation include self-confidence, sense of internal fulfillment, intrinsic,
instrumental, and integrational motivation, and aspiration for personal development (Astuty et al.,

2013; Martina et al., 2021; Sari, 2022; Latauga et al., 2023; Larasaty et al., 2024; Vu & Nguyen, 2024).
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Extrinsic factors that have been identified as influencing motivation to speak are examined as
instructional and interpersonal factors, which include teacher support, classroom climate, and social
dynamics; environmental and sociocultural factors, including the learning environment, exposure to
the target language, and peer support; as well as curricular and task-related factors, consisting of task
structure, educational content, and formative feedback (Astuty et al., 2013; Larasaty et al., 2024;
Maming et al., 2023). Given that L2 speaking motivation is influenced by a complex interplay of internal
and external variables, there is an increasing need to reexamine and reconceptualize it as a construct
with social, experiential, and emotional elements at its core. Among affective factors, motivation and
anxiety are closely connected. Motivation helps learners stay engaged and keep trying, whereas
anxiety could make them hesitate or avoid participation. For this reason, exploring how Al-supported
speaking environments might both reduce anxiety and increase motivation forms the main purpose of

this study.

Both theoretical and empirical studies suggest that anxiety and speaking motivation are closely
connected and are strongly influenced by the conditions in which speaking practice takes place
(Ahmetovi¢, Becirovié¢, & Dubravac, 2020; Alrabai, 2022; Wu, 2024). How learners interact, who they
interact with, and the environment in which communication occurs all shape their emotional
responses to speaking. This becomes especially important in Al-assisted language learning, where
conversational agents can offer repeated, personalized, and less judgment-focused opportunities for
interaction (Lee & Hsieh, 2019; Lindberg, McDonough & Trofimovich, 2022; Yu; 2025). With this
perspective in mind, the next section reviews Al-assisted language learning, focusing on voice-enabled
conversational systems and the opportunities and limitations they present for learners’ affective

experiences.

2.4. Artificial Intelligence-Assisted Language Learning (AIALL)

The concept of artificial intelligence, first used by John McCarthy in 1956 (Russell & Norvig,
2010, p. 17; as cited in Zawacki-Richter et al., 2019), has progressed through numerous discussions
about the possibility of a machine that might imitate human intelligence (Arf, 1959) and is now an
established reality. Since then, long-standing theoretical discussions have been raised regarding the
integration of artificial intelligence systems into various disciplines, including educational sciences.
Such discussions have been brought to a concrete ground with the emergence of generative Al systems
(GenAl) such as ChatGPT, developed by OpenAl and currently in widespread use, thus demonstrating
that Al-based cognitive technologies can be effectively integrated into virtually all aspects of

contemporary life, with foreign language education (FLE) being no exception.
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As a concept that emerged as a result of all these, Al-assisted language learning is a
contemporary educational approach that enables individuals to support their target language learning
processes through an Al-based platform. The foundations of this approach were laid in the 1960s with
the emergence of Computer-Assisted Language Learning, which evolved into a framework similar to
the current approach in the 1970s with the introduction of Intelligent Computer-Assisted Language
Learning (ICALL). This framework eventually became known as Al-Assisted Language Education (AILE)

in the 2010s (see figure 3).

CALL
(1960s)

ICALL
(1970s)

Figure 3. Technological evolution in language learning

Studies on the utilization of Al tools in the foreign language acquisition process demonstrate
both the potential benefits of these tools in supporting learning processes and the possible risks they
may entail. In the reviewed section of the literature, the advantages offered by Al include learner
autonomy (Azhar & Abdullah, 2024; Khasawneh et al., 2024; Alm; 2024), personalized learning
(Merino-Campos, 2025; Akpabio et al., 2025; Alm, 2024; Yang & Taele, 2025; Font de la Vall & Araya,
2023; Gokgearslan et al., 2024; Kamalov et al., 2023; Ma & Chen, 2024), engagement (Akpabio et al.,
2025; Yang & Taele, 2024; Ma and Chen, 2024), enhanced learning outcomes (Gokgearslan et al., 2024;
Kamalov, 2023), motivation (Yang & Taele, 2025; Gokgearslan et al., 2024), positive reinforcement
(Yang & Taele, 2025), instant feedback (Gokgearslan et al., 2024), reduced procrastination (Ma & Chen,
2024), and academic buoyancy (Khasawneh et al., 2024). On the other hand, possible disadvantages
brought about by Al include ethical concerns (Merino-Campos, 2025; Font de la Vall & Araya, 2023;
Kamalov, 2024), data privacy (Merino-Campos, 2025; Akpabio et al., 2025; Yang & Taele, 2024; Font
de la Vall & Araya, 2023; Gokgearslan et al., 2024; Kamalov, 2024), algorithmic bias (Akpabio et al.,
2025; Font de la Vall & Araya, 2023; Kamalov, 2024), lack of human interaction (Font de la Vall & Araya,
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2023; Gokgearslan et al., 2024); and misleading feedback (Gokgearslan et al., 2024).

2.4.1. Overview and Theoretical Foundations of Al in Language Education

Al is rapidly transforming FLE by enabling more personalized, interactive, and enjoyable
learning opportunities. Hwang et al. (2020) categorized Al-powered education (AIEd) applications into
four basic categories in order to systematically evaluate the multidimensional contributions of Al to

educational processes:

1. Intelligent Tutor: This type of system acts like a teacher, using Al to help students learn and fill in
gaps in their knowledge. For example, Duolingo lets users learn a language with the help of Al-

powered software.

2. Intelligent Tutee: In this system, students take on the role of teacher while the Al acts as the learner.

This approach motivates students to learn actively. Betty’s Brain is one example of this type.

3. Intelligent Learning Tools or Partners: These systems track how students learn and offer

personalized recommendations to guide them more effectively.

4. Policy-Making Advisor Applications: These systems help education administrators by using Al to

analyze data like school performance and create reports based on the findings.

Al's function of teaching languages or assisting language acquisition primarily operates within
the categories of intelligent tutor and intelligent learning tool / partner. Supported by Al, these systems
provide comprehensive support to their users for foreign language acquisition through features such
as speech recognition systems, adaptive learning platforms, and intelligent chatbots. Research
indicates that Al tools make valuable improvements to education in areas such as skill development
(Karatas et al., 2024), motivation and engagement (Song & Song, 2023; Zhang et al., 2024; AlTwijri &
Alghizzi, 2024; Guo & Wang, 2024.), personalized feedback (Mageira et al.,, 2022; Wei, 2023),
emotional factors (Zhang et al., 2024; Liu & Fan, 2024), and learner autonomy (An et al., 2022; Golub
et al., 2024). These systems offer benefits that surpass general educational outcomes. The specific
advantages, such as language processing capabilities and skill development, vary according to the

technology implemented.

2.4.1.1. Natural Language Processing (NLP) and Intelligent Tutoring Systems

In this study, NLP is discussed only to the extent that it enables voice-based conversational

interaction and feedback in language learning settings. Rather than providing an extensive historical
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overview, the focus here is on how NLP-supported systems facilitate spoken input processing,
response generation, and feedback mechanisms that may shape learners' anxiety and motivation

during oral practice (Warschauer & Healey, 1998; Godwin-Jones, 2009).

The discipline of Natural Language Processing (NLP) is a subset of computer science that
enables computers to understand and interpret human language and thereby generate meaningful
responses, narrowing the gap between human communication and machine cognition, thus
establishing interaction with computers through the use of natural language (Agarwal, 2019; Geetha
et al., 2023). NLP is commonly conceptualized as comprising five primary components: morphological
analysis, syntactic analysis, semantic analysis, discourse analysis, and pragmatic analysis (Johri et al.,

2021 cited from Manning & Schuetze, 1999).

The history of NLP is multifaceted, spanning from early analytical and algorithmic approaches
to today’s artificial intelligence-based applications. Major milestones include World War I
developments (Enigma, Tunny, Colossus), Alan Turing’s Turing Test in 1950, and the mainstream
adoption of NLP through Apple’s Siri (2011), Google Assistant, Amazon Alexa, Google Translate, DeeplL,
Duolingo’s Al-powered conversation bots, and OpenAl’s ChatGPT (2022). Following Turing’s
foundational work, numerous theoretical arguments have emerged regarding whether machines can
possess human-like cognitive capabilities. On this note, Ord. Prof. Dr. Cahit Arf also presented an
important interpretation on the possibility of machines developing the ability to think during a
conference he held (Arf, 1959). These advancements demonstrate the state of NLP's language
processing skills and its position in human-machine interaction. NLP forms the linguistic core of Al-
based learning environments. The mutual dependency between Al and NLP is evident in language-
oriented technological applications, necessitating their integration in educational institutions. Foreign
language education, in particular, has aligned its pedagogical practices with technological

advancements.

Key motivations for the popularity of Al tools augmented with NLP include personalized
learning, adaptation to individual differences, access to rich resources, instant feedback, pedagogical
transformation, time savings, and concrete contributions to pronunciation, grammar, and vocabulary
(Godwin-Jones, 2009; Warschauer & Healey, 1998). Such tools are especially valuable in fulfilling both
cognitive and affective needs of learners (Chapelle, 2001). Recent studies have begun to inquire
whether NLP-based Al tools reduce foreign language anxiety and increase student motivation, creating

new discussions in the field of language education (Golonka et al., 2014).

There are some fundamental motivations for the increasing popularity of Al tools augmented
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with NLP. One frequently reported factor in the literature is the capacity to personalize the learning
process and adapt to individual differences (Liang et al., 2021; Son et al., 2023; Baha et al., 2023; Dai
& Liu, 2024; Gusman et al., 2024; De la Vall & Araya, 2023; Yunina, 2023). Furthermore, such tools
facilitate access to rich and accessible learning resources by providing students with interactive
environments (Biju et al., 2024; Dai & Liu, 2024; Gusman et al., 2024), accelerate the learning process
by providing instant feedback (Amin, (2023); Dai & Liu, 2024; Mohamed, 2024) and contribute to
fundamental pedagogical transformations in teaching methods (Gusman et al., 2024; Mohamed, 2024,
Hazaymeh et al., 2024). Another important factor that increases the functionality of these tools in
language teaching is the fact that they offer time savings (De la Vall & Araya, 2023; Derakhshan &
Ghiasvand, 2024) and make concrete contributions to pronunciation training, grammar corrections,
and vocabulary development (Zhao, 2024; Atayeva & Mowlamova, 2025; Polakova & Klimova, 2024;
Oluwafemi Ayotunde et al., 2023).

Such qualifications are especially appealing in foreign language teaching, as they fulfill both
the cognitive and affective needs of learners. Recent studies have begun to inquire whether NLP-based
Al tools reduce foreign language anxiety and increase student motivation (Baha et al., 2023; Ibrahim
& Bilquise, 2024; Sobirov, 2025), thereby creating a new discussion ground in the field of foreign
language education (FLE), and even more specifically, ELT. By linking natural language understanding
with pedagogical design, these systems create authentic, feedback-rich communication experiences

essential for developing speaking competence.

2.4.2. Al Applications Across the Four Language Skills

Al-based tools have been applied to all four language skills, each benefiting from distinct
technological affordances. Although this study focuses primarily on speaking, a brief overview of Al’s
role in the remaining skills provides contextual grounding. A review of the literature reveals that, when
foreign language education is considered in the context of artificial intelligence, GenAl tools are
examined with respect to their effects on the four fundamental language skills—reading, writing,
speaking, and listening—separately. The majority of the research indicates that artificial intelligence
has a significantly positive impact on the development of the four core language skills. (Divekar et al.,
2021; Fathi et al., 2024; Ismoilovna, 2025; Liao et al., 2023; Song & Song, 2023; Wei, 2023; Wu & Li,
2024; Zhang et al., 2024). However, a minority of the studies also state that Al tools have several
limitations in terms of the inability of Al to thoroughly cultivate human-centric skills such as cultural
sensitivity and critical thinking, along with the necessity for balanced integration with traditional
teaching methods (Ismoilovna, 2025; Qassrawi & Karasneh, 2025 ; Selvam & Zakaria, 2024; Urbaite,
2025). From a skill-based perspective, Al-supported language practice presents unique opportunities
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for each language skill, while exhibiting certain limitations as well.

Although the present study focuses on speaking, Al-based tools have been examined across all
four language skills. A brief overview of these skill-based applications is provided to situate speaking-
oriented conversational practice within the broader AIALL landscape and to clarify what is unique

about Al-supported speaking in relation to affective outcomes.

2.4.2.1. Al in Reading and Writing

In addition to tools such as ChatGPT, Deepseek, and Gemini, Al-based writing tools like
Grammarly and Quillbot are noted for making significant contributions to improving students'
grammar accuracy, strengthening text coherence, enriching vocabulary, and developing translation
skills. Such applications support writing processes through instant and unbiased feedback
mechanisms; as a result, meaningful improvements in writing proficiency and increased learning
motivation are observed (Ayotunde et al., 2023; Hwang et al., 2024; Song & Song, 2023; Vincent et al.,
2025).

Regarding reading skills, Al-mediated agents have been observed to personalize materials by
adapting to learners' proficiency levels, provide instant feedback, and thereby enhance
comprehension and engagement in the learning process in a meaningful way (Chea & Xiao, 2024;
Hassen, 2025; Lestari et al., 2022). It is also reported that features such as content recommendation
and progress tracking support students in deriving greater enjoyment from their reading experience

and achieving academic progress (Ayotunde et al., 2023; Qassrawi & Karasneh, 2025).

2.4.2.2. Al in Listening and Speaking

Artificial intelligence-supported technologies play a crucial role in developing listening skills.
Through features such as speech recognition, adaptive feedback, and real-time listening exercises,
along with subtitle support, immediate error detection, and authentic materials tailored to various
accents, Al-based tools have been shown to enhance students' comprehension abilities in this context

(Loebis, 2025; Vincent et al., 2025).

Finally, in terms of speaking skills, Al-based chatbots like ChatGPT's voice mode and Elsa Speak,
as well as virtual dialogue partners and speech recognition systems, have been shown to improve
students' fluency, pronunciation, confidence, and motivation. With the help of these technologies,
language learners can practice in a safe and accepting environment, receiving immediate, tailored

feedback that helps alleviate anxiety. The literature's findings indicate that these tools have a
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significant impact on speaking ability and communication willingness, particularly when incorporated

into regular practice sessions.

2.4.2.3. Al in Speaking Practice: Chatbots and Conversational Agents

The relevance of Al on foreign language instruction has been the subject of attention,
particularly with regard to its influence on speaking skills. The vast majority of findings indicate that
such technology significantly improves the fluency of foreign language learners, increases motivation
and self-confidence, reduces speaking anxiety, and supports autonomy in the learning process.
Regardless of all these favorable outcomes, it has also been emphasized that GenAl tools cannot fully
replace the capabilities provided by human interaction, and that users still require a certain degree of

dependence on human dialogue (Pituxcoosuvarn et al., 2025).

Reinforced Speaking Competency

Findings in the current literature reveal that experiments using GenAl-based tools show
significant increases in learners’ speaking proficiency along with their self-regulations compared to
applications conducted using traditional methods (Fathi et al., 2024; Khasawneh, 2023; Qiao & Zhao,
2023; Wei, 2023). An analysis of specific sample inferences in the experimental groups revealed that
introverted students, as well as individuals with relatively low initial levels, progressed their speaking
levels by utilizing the adaptable practice opportunities offered by the low-pressure environment of the

Al tool (Qiao & Zhao, 2023; Warman et al., 2023).

Augmented Speaking Motivation

The use of GenAl tools with speech capabilities in foreign language learning has been shown
to significantly increase students' motivation to improve their speaking skills (Du & Daniel, 2024; Fathi
et al., 2024; Han, 2020; Huang & Zou, 2024; Sun, 2025). These Al-mediated speaking platforms create
low-stakes environments in which errors are viewed as essential to interlanguage development rather
than as failures. As a result, learners experience reduced anxiety and greater motivation to engage in
communicative activities. (Darmawansah & Hwang, 2024; Ding & Yusof, 2025; Geathers et al., 2025).
Al conversational agents enhance speaking motivation primarily through offering immediate and
customized feedback, facilitating error correction and self-improvement recognition, thereby
reinforcing self-efficacy and intrinsic motivation (Hu et al., 2021; Nguyen & Pham, 2024; Zou et al.,
2023). However, it has been emphasized that motivation acquired solely from technological
innovations, as in GenAl products, may lack permanence without authentic human interaction,

suggesting the complementary rather than supplementary function of Al in speaking pedagogy,
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particularly for extroverted students who favor interpersonal engagement. (Pituxcoosuvarn et al.,

2025; Wang et al., 2025).

Reduced Speaking Anxiety

In Al-assisted speaking practice, a commonly noted advantage is the reduction of anxiety
associated with speaking among learners. Al chatbots and automatic speech recognition algorithms
facilitate oral assignments for learners by replicating communication engagements in a low-pressure
setting, detached from the immediate consideration of instructor assessment or peer comparison.
Research confirms the above pattern: Wang (2024) demonstrated that engagement with Al-driven
tools significantly diminished learners’ anxiety while Chen et al., (2024),Nhan et al., (2025) and Saha
(2025) suggested that such practices alleviated foreign language classroom anxiety and fostered
increased willingness to communicate. Similarly, Labadze et al., (2023), and Salameh (2025) stated that
the delivery of immediate, direct input minimizes the ambiguity that often induces anxiety, thereby
encouraging higher levels of engagement. On the other hand, MacIntyre (2017) argues that whilst
technology may provide temporary alleviation, the enduring durability of diminished anxiety relies on

the incorporation of authentic interpersonal interactions (Hohenstein et al., 2023).

Promoted Personalization and Self-Regulation

A noteworthy development in Al-driven speaking technologies is their capacity to enhance
personalization and reinforce learners' self-regulatory skills. When compared to conventional
educational approaches that typically mandate a standardized schedule and task structure, Al-
mediated systems modify content, feedback, and task complexity based on each learner's specific
requirements and level of proficiency, thereby enhancing learner autonomy and engagement (Dai &
Liu, 2024). According to Gusman et al. (2024), the potential of customized instruction is further
developed by mechanisms such as individualized progress monitoring, adaptive goal formulation, and
tailored feedback, all of which promote learner autonomy by encouraging students to actively oversee
and guide their own educational development. Additionally, scientific data displays that Al-supported
customized instruction contributes to more sustainable learning habits. For example, Mohamed (2024)
emphasizes the importance of immediate feedback in allowing learners to self-correct in real-time,
while De la Vall and Araya (2023) highlight the cost-effective potential of automated scaffolding that
enables learners to focus on specific areas of weakness. In this sense, Al not only personalizes the
speaking experience but also fosters self-regulated learning behaviors such as planning, monitoring,
and reflecting, which are critical for long-term competence advancement. Collectively, these findings

reveal that Al-assisted speaking practice not only improves linguistic competence but also fosters
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affective growth by lowering anxiety and enhancing motivation—two critical variables explored in the

present study.

Having established the theoretical background and pedagogical potential of Al-assisted
speaking practice, this chapter now moves to empirical evidence from previous research. The following
sections bring together national and international studies that have explored Al-supported speaking
environments in relation to speaking anxiety and speaking motivation. By reviewing these studies, the
aim is to highlight common trends, conflicting results, and the specific research gap that the present

thesis seeks to address.

2.5.1. Research Regarding The Influence of Artificial Intelligence on Foreign Language Speaking

Anxiety and L2 Speaking Motivation in Tiirkiye

The study conducted by Aybat (2025) revealed that ChatGPT's voice mode significantly
decreased speaking anxiety compared to peer conversation practice and that students perceived
interaction with artificial intelligence as less threatening. This finding provides a fundamental basis for
the literature, as it demonstrates that Al-based voice systems have the potential to reduce the
pressure of evaluation in traditional classroom settings and offer alternative environments where

students can express themselves more comfortably.

Research conducted by Kurt (2025) showed that the use of Al chatbots reduced students'
foreign language anxiety and improved their autonomy; however, no statistically significant difference
was found between the groups. Meanwhile, qualitative data showed that students felt more self-
assured and confident when working with Al. These findings support the idea that Al's impact may not
always be reflected in standardized test scores, yet it could be a critical source of “affective support”

in assisting students overcome psychological barriers to language development.

The study conducted by Kog (2024) concluded that although the use of Al-powered chatbots
led to individual progress in students' speaking skills, there was no statistically significant difference in
final test scores when compared to the control group. Nevertheless, qualitative findings indicated that
students viewed this process as an opportunity to enhance their language skills and developed their
own strategies to overcome challenges encountered during interactions. The results present academic
evidence that directly supports the pattern of “positive qualitative assessment despite the quantitative
stagnation” found in this study. It provides a solid basis for the claim that the effectiveness of Al tools
should be evaluated not only through standard achievement scores, but also through the way students

interpret the process and build their communicative self-confidence.
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The research conducted by Batu (2024) revealed that anxiety about speaking in a foreign
language seriously hinders language performance, whereas high self-efficacy belief facilitates the
language production process. The study found a statistically significant and mutually reinforcing
interaction between anxiety, self-efficacy, and performance variables. These findings academically
validate the central role of the affective factors focused on in the study on language success. Although
the current study did not reveal a statistically significant difference in quantitative achievement scores,
the “anxiety-preventing - self-efficacy-facilitating” pattern pointed out by Batu (2024) explains the
reason for your students' positive perception of Al use. This is significant in that it demonstrates that
Al tools, rather than being direct “score enhancers, provide a safe preparatory environment that eases

anxiety that may limit performance and supports language production.

The study conducted by Ballidag (2024) determined that the use of an Al-based chatbot
resulted in no statistically significant decrease in speech anxiety compared to a peer-interactive control
group, but item-based analyses revealed that students' confidence in speaking English increased. It
concluded that traditional classroom activities appear to be more effective in reducing anxiety, but
that Al could be used as a supportive tool. Despite the static nature of the quantitative results, these
findings provide concrete academic support for the current research by reinforcing the positive
perception pattern revealed in the qualitative findings. Overall, Ballidag's (2024) study confirms that
the effect of artificial intelligence tools may not always be reflected in quantitative scores, but it

provides a critical improvement in the student's affective attitudes toward speaking in L2.

Oztiirk (2012) found that increased anxiety about speaking a foreign language is associated
with decreased motivation to learn, and that speaking anxiety constitutes a distinct psychological
phenomenon with its own underlying causes. These results clarify the interplay of emotional variables
in the present research. Oztiirk’s (2012) conceptualization of speaking anxiety as a “structure with
unique sources” justifies the emphasis placed in this study on addressing specific psychological barriers
rather than general language proficiency. In summary, the findings indicate that alleviating speech
anxiety is not only beneficial for academic achievement but also essential for sustaining learners’

motivation.

Kayaalp’s (2025) research demonstrated that integrating Al into blended learning
environments led to notable improvements in students’ language proficiency and motivation to learn
English, compared with the control group. Qualitative evidence further indicated that students
maintained a high level of motivation and exhibited positive attitudes toward this technological
integration. These results provide academic support to the present study’s qualitative finding that
students generally perceive Al use positively. While the current study did not yield a statistically
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significant difference in quantitative achievement scores, Kayaalp’s (2025) observation of increased
learning motivation is valuable, as it highlights how the positive influence of artificial intelligence on
students’ emotional experiences serves as a key motivational driver underpinning language
development. This finding deepens the perspective put forward in this study: artificial intelligence is
not merely intended to improve immediate test results, but rather acts as a meaningful support system
within the learning environment. Its greatest strength lies in empowering students to face and manage
the psychological and emotional challenges of using a new language, which, in turn, helps them remain

motivated and engaged as they progress.

Kipgli’s (2025) research demonstrated that the integration of artificial intelligence
applications into textbooks led to significant improvements in students’ speaking skills compared to
traditional instructional approaches. Qualitative data further showed that students experienced
increased motivation, greater classroom participation, and enhanced confidence in speaking, largely
due to the personalized support offered by artificial intelligence. These findings provide an academic
foundation for the present study’s conclusion that artificial intelligence positively influences student
motivation and self-confidence. Although the quantitative findings of the current study did not yield
statistically significant differences, the evidence remains valuable, as it supports the argument that

artificial intelligence tools represent a strategic pedagogical resource.

Cakmak’s (2022) study found that engaging with an artificial intelligence chatbot led to better
speech performance than interacting with peers, but also unexpectedly heightened speech anxiety
among participants. Qualitative findings showed that students sometimes viewed the experience as
“strange” and developed negative impressions of Al due to disruptions in communication. This result
provides a valuable counterpoint to the positive qualitative perceptions observed in the current study,
enriching the academic discussion. Cakmak (2022) further notes that, although artificial intelligence
can support language learning, technical issues or unnatural exchanges can actually reinforce
emotional barriers such as anxiety. While the present study did not identify significant differences in
guantitative achievement scores, the positive attitudes reported by students remain important. These
attitudes suggest that for artificial intelligence to be effective in education, it is not enough to simply
use the technology. Building a sense of trust and natural communication between the learner and the

Al is also essential for managing anxiety and fostering success.

Uztosun’s (2021) research showed that self-regulated motivation for speaking accounted for
34% of students’ speaking proficiency, with affect regulation as the most significant predictor of
success. The study demonstrated that students who excelled in speaking skills were also better at

managing their own learning motivation. These findings provide important theoretical support for the
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current study’s focus on improvements in emotional processes. By identifying affect regulation as the
strongest predictor, Uztosun (2021) highlights the dual role of artificial intelligence tools: they serve
not only as sources of language input but also as “psychological regulators” that help reduce anxiety
and motivational barriers in language learning. This perspective helps explain why immediate gains in
test scores were not observed in the current study; instead, real progress likely began with the
development of students’ underlying emotional and motivational foundations, which are crucial for

building lasting language competence.

2.5.2. Research Regarding The Influence of Artificial Intelligence on Foreign Language Speaking

Anxiety and L2 Speaking Motivation in Abroad

Alghorbany (2021) investigated the relationships between oral communication proficiency,
emotional intelligence, and second language speaking anxiety among Malaysian ESL undergraduates.
A mixed-methods correlational methodology was employed, involving the survey of 209 students and
the in-depth interviews of 6 participants. The findings demonstrated a high level of anxiety, low
emotional intelligence, and low communication competence, with regression analysis indicating that
competence moderated the association between anxiety and emotional intelligence. Metacognitive
awareness, confidence in oneself, prior experiences, and socialization were among the aspects
highlighted in qualitative data. The study emphasized the need to develop emotional intelligence and

communicative competence to reduce speaking anxiety.

Park and Neumann (2024) examined prior research on the use of social robots to assist L2
learners in higher education. The authors concluded, upon reviewing research from countries such as
Japan, Turkiye, Taiwan, Russia, and Northern Cyprus, that social robots have the potential to enhance
the language development, motivation, and overall well-being of L2 learners. However, limitations
such as students' negative attitudes, unfamiliarity with robots, novelty effects, and technological

constraints were also identified.

Zhang, Meng, and Ma (2024) used a quasi-experimental design to investigate the impact of an
Al-speaking assistant (Lora) on Chinese EFL learners' foreign language enjoyment (FLE), foreign
language anxiety (FLA), and willingness to communicate (WTC). A total of 131 university students were
divided into an experimental group (n = 65) and a control group (n = 66) for a six-week intervention.
Results showed that the experimental group reported significantly higher enjoyment and WTC and

lower anxiety compared to the control group.

Ali, Zhang, Tauni, and Shahzad (2024) investigated the role of social interaction anxiety (SIA) in

shaping compulsive chat behavior with the social chatbot Xiaoice among Chinese university students.
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The results of the survey data collected from 366 students, along with variance-based structural
equation modeling (PLS-SEM), indicated that SIA significantly increased compulsive conversing
through FNE, and fear of rejection (FOR), with FNE exhibiting a stronger mediating effect. According to
the authors, individuals with social anxiety tend to rely on social chatbots as low-risk communication
companions to fulfill their emotional and social requirements. This behavior may result in both

beneficial and detrimental consequences.

Hsu, Chen, and Yu (2023) tested TPBOT (TOEIC Practice Bot), a task-oriented chatbot system
designed to improve the speaking abilities of EFL learners and reduce speaking anxiety. The study
included 48 Taiwanese university students with TOEIC speaking scores less than 100 who were
randomly assigned to experimental and control groups. During the four-month intervention phase, the
experimental group used TPBOT for one hour per week, whereas the control group practiced with
TOEIC textbooks and audio CDs. The experimental group's TOEIC speaking scores improved
significantly between pre- and post-tests, whereas the control group exhibited no progress. The results
support the claim that Al-based chatbot systems might effectively reduce foreign language speaking

anxiety while improving oral proficiency.

Tai (2024) investigated the use of intelligent personal assistants (IPAs), specifically Google
Assistant, to enhance EFL learners' speech proficiency outside the classroom. Over the course of a
semester, eighty-nine Taiwanese students were given 10-minute sessions twice a week to practice
with Google Assistant, L1 English speakers, or L2 English speakers. Pre- and post-tests with a speaking
scale, as well as focus group interviews, revealed that the Google Assistant and L1 groups
outperformed the L2 group in terms of fluency, vocabulary, and overall content. Learners appreciated
Google Assistant's accessibility, rapid feedback, and stress-free practice, which increased confidence
and lowered fear, even if technical issues such as recognition failures were mentioned. The findings
suggest that IPAs can effectively complement verbal practice, offering benefits comparable to

interactions with native speakers.

Azizimajd (2023) reported that voice-based chatbot interactions significantly improved the
verbal proficiency of Iranian EFL learners and decreased their speaking anxiety. Under the guidance of
an instructor, the experimental group utilized the chatbot Replika to practice speaking, resulting in
increased communication speeds with fewer interruptions. The findings suggest that supervised
classroom integration of voice-based chatbots can create a low-anxiety environment, foster
meaningful conversational practice, and enhance speaking fluency more effectively than peer-only

interactions.

51



Zhong, Luo, and Zhang (2024) conducted a systematic review and meta-analysis of 18
randomized controlled trials (N = 3477) on Al-based chatbots for depression and anxiety. Across
studies in the US, China, South Korea, Japan, Italy, Canada, Switzerland, and Poland, results showed
significant reductions in depressive (Hedge’s g = —0.26) and anxiety symptoms (Hedge’s g = —0.19), with
the strongest effects after 8 weeks but not sustained at 3 months. Subgroup analyses indicated higher
efficacy with frequent interaction and CBT-based designs. While chatbots demonstrated short-term
accessibility and effectiveness, limitations included sample homogeneity, design variation, and lack of

long-term impact.

Yang, Kim, Lee, and Shin (2022) examined Ellie, a task-based speech chatbot for South Korean
EFL learners (N = 314; ages 10-15). With 76% of the vocabulary meeting curriculum requirements,
students participated in three speaking exercises in class, averaging 9.63 conversational turns per
session, a rate rarely achieved in traditional classroom settings. The authors concluded that well-
designed task-based chatbots could enhance interaction and meaning negotiation in EFL situations, as
students had favorable opinions and valued authentic practice and vocabulary development, despite

challenges with recognizing errors and rapid speech.

Bao (2019) conducted a pilot study of speech-enabled Al chatbots to minimize foreign
language anxiety (FLA) among 40 employees in Thailand. The experimental group used Google
Assistant to practice their English over a four-week period, while the control group did not. Participants
in the Al group valued Al as a low-pressure, non-threatening interlocutor, and they demonstrated
moderate improvement in IELTS scores and larger reductions in speaking anxiety. The study provided
evidence that conversational Al may mitigate anxiety and enhance oral skills in casual settings, despite

its limitations, which included a small sample size, short duration, and a simple Al agent.

Park, Jang, Lee, Park, and Lim (2022) developed FREETALKY, a deep learning-based persona-
driven chatbot embedded in the humanoid robot NAO, to assist learners with foreign language anxiety.
The system allowed for configurable personalities, naturalistic interaction, and tailored feedback.
Evaluations with anxious students revealed decreased anxiety levels, higher comfort than with human
interlocutors, and gratitude for grammar input, but difficulties such as topic shifts, overcorrection, and
recognition errors persisted. Findings suggest that humanoid robots with persona-based dialogue

could help alleviate speaking anxiety and foster supportive language practice environments.

Muthmainnah (2024) examined the use of Al-CiciBot as a conversational partner to mitigate
FLSA among Indonesian EFL students. In a mixed-methods design involving 30 secondary learners, pre-

and post-speaking tests, as well as anxiety surveys, demonstrated significant gains (mean scores rising
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from 49.17 t0 90.47) and a reduction in anxiety. Meanwhile, interviews revealed increased confidence,
motivation, and appreciation for personalized feedback. Findings indicate that Al-CiciBot fosters a
supportive, low-pressure environment for oral practice, highlighting the potential of intelligent

technology adoption frameworks to enhance speaking proficiency and lower anxiety.

El Shazly (2021) investigated the ways in which Al-powered chatbots influenced the speaking
abilities and FLA of 38 Egyptian EFL undergraduates. During an eight-week speaking course, students
used text-based chatbots along with Mondly, a voice chatbot. The results revealed no decrease in FLA;
on the contrary, anxiety levels were somewhat elevated, especially in relation to communication
anxiety and fear of negative evaluation. Nevertheless, oral proficiency significantly improved. The
study found that whereas chatbots improve speaking abilities, their impact on anxiety is unclear, with

manageable FLA potentially functioning as a facilitator by encouraging learners to practice.

Zhang (2024) interviewed 20 college students to examine the impact of GenAl oral tutoring
applications on the anxiety and achievement emotions of Chinese EFL learners. Based on the Learning
Guidance Model and Control-Value Theory, the study found improvements in self-efficacy, emotional
comfort, and accomplishment, particularly for introverted learners, as well as a decrease in
communicative, situational, oral, listening, and cognitive anxiety. Additionally, students appreciated
unexpected advantages, such as assistance and encouragement. Although there were some
drawbacks, including ethical issues, cognitive-emotional biases, and technical challenges, the overall
findings indicated that GenAl tutors were successful in reducing fear and promoting positive feelings

during oral practice.

Wang, Zou, Du, and Wang (2024) examined the WTC, FLSA, and self-perceived communicative
competence (SPCC) of 99 Chinese undergraduate students, contrasting traditional training with GenAl
chatbots that employed text/voice and avatar-based approaches. Multilevel modeling revealed that
the avatar-based chatbot (EG2) specifically increased WTC and SPCC, while reducing FLSA, after both
experimental groups practiced speaking using the EAP Talk assessment over a six-week period. There
were no notable differences in speaking performance between the groups. According to the
interviews, avatars enhanced emotional support, immersion, and authenticity, while fostering self-

assurance and openness to conversation.

In their systematic analysis of 24 papers on Al-powered chatbots in EFL speaking practice, Du
and Daniel (2024) summarized the advantages, disadvantages, and trends. Chatbots were reported to
reduce speaking anxiety, increase willingness to communicate, improve fluency and pronunciation,

raise confidence, and foster motivation. Advantages were reported to include increased emotional
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ease, interaction, and retention; while drawbacks include disengagement, recognition problems, level
mismatches, and repetitive patterns. The analysis concluded that chatbots have a high potential for
reducing anxiety and promoting speaking skills, yet they require being more customized, reliable, and

lasting in design.

Using a quasi-experimental methodology, Yin, Goh, Yang, and Xiaobin (2020) examined a
chatbot-based micro-learning system with 99 first-year university students. The chatbot group
reported significantly increased intrinsic motivation, particularly in interest and enjoyment, perceived
choice, and value, and decreased tension, even though post-test performance in number system
conversion was no different from that in traditional lectures. Perceived value and choice were
validated as important factors through regression analyses, indicating that chatbot-based
microlearning maintains academic performance while boosting motivation, autonomy, and reducing

stress.

Kim (2016) examined 181 Korean EFL undergraduates at various competence levels using peer-
to-peer and chatbot-based voice chat (via the Indigo app). Over the course of 16 weeks, all groups
increased their TOEIC Speaking scores, with beginning and intermediate learners making the most
progress in the voice chat environment. Results from surveys indicated less anxiety and improved
motivation, self-esteem, and attitudes about English. Despite the occasional breakdowns caused by
ASR, chatbot users in particular reported higher motivation and less stress than peer-only groups. The
study found that, particularly for lower-level learners, chatbot-mediated voice chat provides a

supportive environment that improves oral proficiency and favorably influences learner perceptions.

Kim, Cha, and Kim (2021) employed Al chatbots (Replika, Andy, and Google Assistant) to
practice speaking with 49 South Korean undergraduates who had low to intermediate skills.
Pronunciation, intonation, and stress all improved significantly over the course of a semester for both
groups, although fluency improvements were more pronounced among intermediate learners. Both
groups improved their question-answering skills on TOEIC speaking tests. Despite problems with
recognizing mistakes, malfunctions, and a restricted range of topics, chatbots were perceived as low-
pressure, confidence-boosting aids that enhanced practice opportunities. According to the study's

findings, Al chatbots could enhance speaking skills, especially for intermediate learners.

Karim, Hamzah, Anjani, Prianti, and Sihole (2023) conducted an evaluation of the Al-powered
mobile app ELSA Speak with 21 Indonesian EFL learners. In addition to strong learner perceptions, a
mixed-methods design showed significant improvement in speaking. Although issues such as a limited

vocabulary, low self-esteem, and a lack of environmental support persisted, the interviews verified
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progress in confidence, intonation, and pronunciation. The study revealed that ELSA Speak significantly

improves speaking skills and motivation while addressing common learner challenges.

Studies reviewed in this chapter show that Al-supported speaking practice has increasingly
been used to address affective challenges in foreign language learning, particularly speaking anxiety
and motivation. Many national and international studies report that conversational Al tools can
provide learners with a more comfortable environment for oral practice, leading to reduced anxiety,
increased confidence, and higher motivation to speak (e.g., Aybat, 2025; Kurt, 2025; Kog, 2024; Zhang
et al,, 2024; Tai, 2024). At the same time, several studies also highlight less consistent results, showing
that Al-based speaking practice does not always reduce anxiety and may sometimes lead to
discomfort, communication breakdowns, or increased tension during interaction (Cakmak, 2022;
Ballidag, 2024; El Shazly, 2021). These mixed findings suggest that the affective impact of Al-supported
speaking practice is not automatic, but rather shaped by the design of the tasks, the type of interaction,

and the instructional context in which the technology is used.

Another important pattern in the literature is that most studies focus on either speaking
anxiety or speaking motivation, even though several studies clearly show that these two constructs
are closely related and influence each other (Oztiirk, 2012; Uztosun, 2021). In addition, many of the
existing studies rely on short-term interventions, small sample sizes, or single-method research
designs, which limits understanding of learners’ sustained emotional experiences during speaking
practice (Kurt, 2025; Kog, 2024; Ballidag, 2024). Research specifically examining voice-based Al-
supported speaking practice remains limited, especially in real classroom contexts and in the Turkish

EFL setting, where semester-long applications with undergraduate ELT students are still rare.

Based on these gaps, the present study examines the effects of voice-based Al-supported
speaking practice on both foreign language speaking anxiety and L2 speaking motivation through a
quasi-experimental design supported by qualitative reflections. By addressing these two affective
constructs together and situating the intervention within an authentic instructional context, the study
aims to contribute more context-sensitive and balanced evidence to the growing literature on Al-

assisted language learning.
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CHAPTER Il

METHODOLOGY

3.0. Introduction

This chapter presents the methodology of the study. In this section, the research design, the
characteristics of the participants, the tools and instruments used for data collection, the steps
followed during the data collection process, and the methods applied for the analysis of the collected
data will be explained in detail. This comprehensive overview is intended to provide a clear
understanding of how the research was conducted and to ensure the transparency and replicability of

the study.

3.1. Research Design

The study adopted an embedded mixed-methods design, in which quantitative and qualitative
data were collected simultaneously to provide a more comprehensive understanding of the research
problem (Creswell, 2014). The main quantitative component followed a one-group pretest—posttest
guasi-experimental design to examine changes in learners’ speaking anxiety and speaking motivation
over time. At the same time, qualitative data were gathered throughout the intervention to capture
learners’ ongoing experiences with Al-assisted speaking practice. This combination made it possible to
examine not only measurable change, but also how and why such change occurred from the learners’

perspective.

The method chosen in the study allows researchers to examine the research problem from
multiple perspectives, thereby enhancing the depth, validity, and reliability of the study’s findings

(Johnson, Onwuegbuzie, & Turner, 2007).

Integration of quantitative and qualitative data occurred at the interpretation stage, where
qualitative themes derived from weekly portfolios, researcher reflections, and end-of-study open-
ended responses were used to enrich and explain patterns observed in the pretest—posttest
guantitative results. By combining outcome-oriented quantitative evidence with process-oriented
gualitative insights, the embedded mixed-methods design enabled a comprehensive examination of

both measurable change and learner experience, thereby enhancing the depth and credibility of the
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study’s findings (Johnson, Onwuegbuzie, & Turner, 2007).

3.1.1. Setting

The research was conducted at a state university located in the Eastern Anatolia region of
Turkiye during the 2024-2025 academic year. The research context was the English Language Teaching
(ELT) undergraduate program within the Faculty of Education, and the study was embedded in the Oral
Communication Skills I course, a compulsory course offered in the first year of the program. This course
focuses primarily on developing students’ spoken English proficiency and provides regular
opportunities for guided oral interaction, making it an appropriate instructional context for examining

speaking-related affective variables.

Admission to the ELT program requires a minimum level of English language proficiency.
Students who do not achieve a score of at least 70 on the institution’s proficiency examination are
required to complete a compulsory preparatory program at the university’s School of Foreign
Languages. The same requirement applies to students who fail to demonstrate B2-level proficiency in
accordance with the CEFR. Accordingly, all participants in the present study had met the institutional

English proficiency requirements prior to their enrollment in the Faculty of Education.

3.1.2. Participants

The participant group comprised 75 first-year students from the English Language Teaching
undergraduate program. The students were enrolled in two instructional groups, referred to as Class
A and Class B, within the Oral Communication Skills | course. Of the participating students, the ages
ranged from 18 to 25 years with a mean score of 19,1. During the data collection process, the sample
size was reduced to 65 participants at the posttest stage due to incomplete participation and missing

data.

The sample was predominantly female (59 participants, =79%) which reflects the general
gender distribution in ELT programs in Tirkiye and should be considered when interpreting the
findings. All participants were included in the same group and participated in the experiment together.
No distinction was made between control and experimental groups; therefore, every participant
experienced the same procedures and conditions throughout the research process. This approach
ensured that all data were collected under uniform circumstances, which supports the consistency of

the findings.
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3.1.3. The Role of the Researcher

Within the scope of this study, the researcher assumed a dual role as both the course instructor
and the researcher. The researcher designed and implemented a semester-long instructional
framework that combined in-class oral communication activities with Al-assisted out-of-class speaking
practice, including the use of ChatGPT’s voice mode. In this role, the researcher was responsible for
planning the instructional activities, facilitating the Al-supported speaking tasks, and systematically

documenting the instructional process throughout the study period.

Throughout the process, the researcher aimed to create a supportive classroom environment
that encouraged participation, reduced anxiety, and enabled students to express themselves with
confidence. With this aim, the researcher fulfilled instructional and observational responsibilities with
diligence. During the implementation period, the researcher primarily assumed the role of participant
observer. While conducting class activities, the researcher maintained field notes, reflective journals,
and observation records to document the process comprehensively. This approach facilitated a

thorough understanding of the pedagogical dimension of the research.

To minimize potential bias arising from this dual role, the researcher engaged in continuous
self-reflection and maintained a clear distinction between instructional responsibilities and data
interpretation. This reflexive approach was adopted to support the credibility and trustworthiness of

the qualitative data.

3.2. Data Collection Instruments

In the study, both qualitative and quantitative data collection instruments were employed
together to ensure data triangulation and enhance the findings, resulting in a more comprehensive
understanding of the phenomenon under investigation. Quantitative data were collected using two
scales designed to measure participants’ speaking anxiety levels and L2 speaking motivation (see

Appendix 4 and 5).

Table 2. List of qualitative and quantitative data collection tools

Type of Data Data Collection Tool

Qualitative Data Researcher’s Weekly Journal

Post-Study Student Reflections
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Participants’ Portfolios

Quantitative Foreign Language Speaking Anxiety Scale

Data
L2 Speaking Motivation Scale

3.2.1. Foreign Language Speaking Anxiety Scale

In order to systematically assess students’ speaking anxiety within the instructional context,
this study utilized the Foreign Language Speaking Anxiety Scale (FLSAS) (see Appendix 4). The FLSAS,
adapted from the Foreign Language Classroom Anxiety Scale (FLCAS) developed by Horwitz, Horwitz,
and Cope (1986), comprises only those items that directly target the affective variable of speaking
anxiety. The FLSAS consists of 18 items, each rated on a Likert-type scale, and is designed to evaluate
learners’ speaking anxiety levels within the context of foreign language education. The scale has been
extensively utilized by researchers in Tirkiye across diverse EFL contexts. Studies by Saltan (2003),
Oztiirk (2012), Cagatay (2015), Merg and Ozalp (2022), Darendeli and Altay (2023), Okyar (2024), and
Olmez and Geng ilter (2025) have demonstrated the reliability of the scale by reporting high Cronbach’s
alpha values. In the present study, the internal consistency of the instrument was also confirmed,

yielding satisfactory Cronbach’s alpha coefficients, as presented in Table 3.
3.2.2. L2 Speaking Motivation Scale

To assess participants’” motivation to engage in English-speaking activities, the present
research utilized the L2 Speaking Motivation Scale (see Appendix 5), developed by lwamoto (2015),
reflects a careful adaptation of Gardner’s (1985) Attitude/Motivation Test Battery (AMTB), drawing on
established frameworks in motivational research (Gardner, Tremblay, & Masgoret, 1997; Yashima,
2002; Irie, 2005; Matsuoka, 2006). This instrument comprises 33 items, each purposefully constructed
to capture three interrelated motivational subconstructs related to English speaking: Attitude Toward
Learning to Speak English (ALSE), L2 Speaking Motivational Intensity (Ml), and Desire to Learn to Speak
English (DLSE). The subscales Ml and DLSE contain ten items, ALSE containing thirteen, rated on a six-
point Likert scale (1 = Strongly disagree, 6 = Strongly agree), thereby enabling a nuanced assessment

of learners’ affective orientations and motivational engagement within the instructional context.

The scale has been administered within the Turkish context in studies conducted by Karakaya,
Mede, and Selcuk (2017), as well as Colak (2024). Additionally, several cultural and contextual

adaptations were implemented to ensure the suitability of the scale for the Turkish ELT sample. For
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example, in the ALSE subscale, the term “Japanese” in Item 5 was replaced with “Turkish,” and the
term “engineers” in Iltem 12 was revised to “university students.” Similarly, in the DLSE subscale, the

term “Japanese” in Item 8 was also adapted to “Turkish.”

3.2.3. Participants’ Portfolios

Within the framework of this research, the researcher of the study developed a weekly
portfolio (self-evaluation sheet; see Appendix 6) that was implemented to gather detailed information
about students’ learning processes and classroom experiences throughout the intervention. Each
week, participants were invited to explain their observations concerning both Al-supported
conversation tasks and face-to-face speaking exercises, thereby foregrounding the interplay between
technological mediation and interpersonal communication. Notably, the portfolio comprised two
sections of open-ended reflection questions, each designed to elicit students’ perspectives on speaking

anxiety and L2 speaking motivation—affective variables central to the instructional context.

While specific items are not detailed here (see appendices), the use of such portfolios is
supported by recent L2 research, which demonstrates their effectiveness in capturing nuanced, week-

to-week fluctuations in motivation, anxiety, and engagement (Rich, 2015; Yanow & Tsoukas, 2009).

The first section prompted students to reflect on their Al-mediated speaking practice. Such
reflective prompts facilitate the documentation of learners’ immediate affective responses and
perceived progress, and are recognized as effective for eliciting metacognitive evidence in technology-
enhanced language learning contexts (Ebil, Salleh & Shahrill, 2020; Simon & Al-Ghailani, 2023; Sultana,
Lim & Liang, 2020).

The second section addressed in-class speaking behaviors. Self-reported reflections are
methodologically significant because they reveal internal states such as anxiety, willingness to speak,
or perceived effort, which are not reliably captured through classroom observation alone (Gallego et

al., 2021; Karcher, McCuaig & King-Hill, 2024; Ortlipp, 2008; Pekrun, 2020).

Overall, the portfolio generated structured, longitudinal learner data that facilitated
triangulation and enhanced the interpretive depth of the study’s findings (Ahmed AbdelAl Ibrahim,
Rakhshani, 2024).

3.2.4. Participants’ Written Feedback

In the last week of the academic term, the researcher requested written feedback from the

participating students, requesting them to convey their perspectives regarding the impact of Al-based
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practices on their levels of anxiety associated with speaking in the target language as well as their
motivation to communicate in an L2. As part of this reflective process, students responded to several
open-ended questions designed to elicit their attitudes toward Al-assisted speaking practice.
Specifically, they were asked whether they enjoyed using ChatGPT, whether they perceived Al as a
potential replacement for human interlocutors for anxious ELT learners, whether Al-assisted
conversations helped them relieve stress while speaking English, whether they intended to continue
using Al to practice speaking, and whether they used the speech-enabled ChatGPT beyond the
classroom context. The development of the research questions was informed by a thorough review of

relevant literature, complemented by ongoing consultation with the academic advisor.

3.2.5. Researchers’ Journal

Within the scope of the research, the instructor, who also served as the primary researcher,
systematically monitored and documented the academic development and progress of the students
throughout the entire fourteen-week instructional period. This process involved maintaining a detailed
weekly journal that recorded observations, reflections, and notable classroom events to provide a

comprehensive account of the instructional experience and student learning outcomes.

The researcher utilized a Researcher’s Journal (see Appendix 8) to systematically record
behavioral, motivational, linguistic, and environmental indicators observed during both in-class and

Al-assisted speaking practices.

The observation form included key behavioral indicators of anxiety and motivation, such as
body language, vocal confidence, willingness to communicate, and risk-taking in language use.
Linguistic performance was documented through observations of fluency, pronunciation, vocabulary
use, accuracy, and coherence. In addition to these qualitative dimensions, the form also recorded
guantitative aspects of classroom participation, including the number of students initiating or
sustaining conversations, changes in confidence and participation over time, peer support behaviors,
and the balance of teacher versus student talk. Together, these indicators provided a structured
overview of how students’ engagement and communicative behaviors evolved throughout the

intervention.

3.3. Validity and Reliability

The reliability of quantitative measurement tools was assessed using Cronbach's Alpha
coefficient, which examines the internal consistency of scales. As a result of reliability analyses, the

Foreign Language Speaking Anxiety Scale (FLSAS) had a coefficient of .944, while the L2 Speaking
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Motivation Scale (L2SMS) had a coefficient of ,892. While coefficients of .70 and above are considered
sufficient for reliability in the literature, the values obtained in this study prove that the scales have a
high level of reliability. Detailed reliability coefficients for the pre-test and post-test applications are

presented in Table 3.

Table 3. Table of reliability coefficients of pre and post-tests

Application Number of Items Number of Participants Reliability
(N) (o)
Pre-test FLSAS 18 75 ,944
Post-test FLSAS 18 65 ,946
Pre-Test L2SMS 13 75 ,842
Attitude Toward

Speaking English

Post-Test L2SMS 13 65 ,842

Attitude Toward

Speaking English

Pre-Test L2SMS 10 75 ,796
L2 Speaking

Motivational Intensity

Post-Test L2SMS 10 65 ,833
L2 Speaking

Motivational Intensity

Pre-Test L2SMS 10 75 ,730
Desire to Learn

to Speak English
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Post-Test L2SMS 10 65 ,704
Desire to Learn

to Speak English

3.3.1. Trustworthiness and Credibility of Qualitative Data

In qualitative research, trustworthiness is established through criteria such as credibility,
transferability, dependability, and confirmability, rather than the conventional notions of validity and
reliability associated with quantitative approaches (Lincoln & Guba, 1986). These criteria are typically
ensured through strategies such as prolonged engagement, triangulation, member checking, and peer

debriefing (Creswell & Poth, 2016).

In the present study, trustworthiness was ensured through several strategies. First,
triangulation was achieved by collecting qualitative data from three distinct sources — semi-structured
interviews, written reflections, and observation notes — thereby allowing for cross-verification of
emerging themes and patterns. Second, the researcher's dual role as both the course instructor and
the researcher facilitated prolonged engagement in the field, enabling direct observation of
participants' behaviors and affective responses throughout the study period. Third, to ensure
interrater reliability, the coding process was conducted collaboratively with the thesis advisor. Themes
and codes were mutually reviewed, and any discrepancies were discussed and resolved through
consensus. The level of agreement between the two coders was high, with no substantial divergences
noted in the final coding scheme. Finally, all formative feedback received from the thesis advisor was
systematically documented and integrated into the research process to enhance confirmability. To
minimize researcher bias, participants were informed that the study would not affect their course
grades and that all assessments would be conducted objectively, independent of their level of

participation in Al-supported tasks.

3.4. Data Collection Procedure
In this study, both quantitative and qualitative data were collected in order to obtain a
comprehensive understanding of the impact of Al-supported speaking practice on learners' speaking
anxiety and motivation. The study followed a mixed-methods approach with an embedded design, in
which qualitative data were used to support and deepen the interpretation of quantitative findings.
Quantitative data were collected through a one-group pre-test—post-test design. At the
beginning of the semester, participants completed the Foreign Language Speaking Anxiety Scale

(FLSAS) and the L2 Speaking Motivation Scale as pre-tests. At the end of the intervention, the same
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instruments were administered as post-tests to measure any changes in anxiety and motivation levels.
Qualitative data were collected concurrently during the intervention, with additional reflections
collected at the end of the study. (Creswell & Plano Clark, 2018).

Weekly learner portfolios were collected throughout the intervention. Students were asked to
reflect on their speaking experiences with the Al-supported chatbot, focusing on their emotional
states, perceived progress, and challenges. These portfolios provided process-oriented, concurrent
data, collected simultaneously with the treatment.

An instructor observation journal was maintained during the entire implementation period.
The researcher, who also served as the course instructor, recorded observations related to students'
participation, behavioral indicators of anxiety (e.g., hesitation, avoidance, willingness to speak), and
engagement with the Al tool. These observations also constituted concurrent qualitative data,
supporting the interpretation of quantitative trends.

Post-intervention reflection reports were collected at the end of the study, after the
completion of the quantitative data collection. In these reflections, students evaluated their overall
experiences, perceived changes in anxiety and motivation, and the effectiveness of Al-supported
speaking practice. These data served as sequential qualitative data, allowing for deeper interpretation

of the quantitative results.

3.4.1. Preparation Phase

Prior to data collection, the researcher secured formal approval from the university’s ethics
committee, thereby ensuring compliance with established ethical standards in human subjects
research. One week before the pre-test administration, participants were informed in detail about the
aims, scope, and procedures of the study, and written informed consent was obtained. Written
informed consent was subsequently obtained from all participants, reinforcing the commitment to

voluntary participation and safeguarding participant rights.

3.4.2. Treatment Phase

Throughout the semester, a structured sequence of learning activities was implemented to
integrate both Al-mediated and in-class experiences. At the start of each instructional week, students
were directed to engage in oral practice of the upcoming topic using ChatGPT, encouraging them to
independently formulate and communicate their thoughts in English. For the purposes of
documentation and data integrity, students were required to record these Al-facilitated conversations
and submit through an online educational platform the resulting audio files to the researcher. In the

following classroom session, the same topic was revisited through direct, face-to-face discussions
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involving both their peers and the instructor, enabling students to further develop their

communicative skills in an authentic social context. After each lesson, participants completed a

detailed self-evaluation portfolio entry, reflecting on their classroom speaking performance in

comparison to their earlier Al-based practice. This reflective and comparative routine was consistently

maintained every week, enabling the collection of data on student progress and experiences.

To assess the extent to which the intervention influenced students’ anxiety and motivational

levels, FLSAS and the L2SMS were administered at two distinct time points: the beginning of the

semester (pre-test), and the last week of the semester (post-test). In parallel with these quantitative

assessments, the researcher engaged in systematic, ongoing observation and documentation of

students’ weekly progress, paying particular attention to trends and shifts in their speaking anxiety

and motivation as demonstrated during classroom activities.

Table 4. The course syllabus used in the study

Weeks Themes

Learning Objectives

In-class & Out-of-class Data Collected

Activities

Week 1 Introduction

To introduce the
course structure,
expectations, and

objectives.

Course overview, Pre-test Data
introduction to assessment
criteria, explanation of

pre-test procedures.

Week2  Why Public
Speaking Matters

Today

To understand the
role of public

speaking in society.

Watching and analyzing Observation
speeches (Martin Luther King  Notes,

Jr. “I Have a Dream”, Charlie
Reflective

Chaplin “The Great Dictator”,  Portfolios
Bir Millet Uyaniyor “Ya istiklal

Ya Olim” scene).

Reflective discussion.

Week 3  Researching Your

Speech

To learn how to

gather, organize, and

Practical exercises on finding  Observation
credible sources, note-taking, Notes,

and topic selection.

65



assess speech-related

information.

Reflective

Portfolios

Week 4  Organizing and To develop logical and  Group discussion: designing Observation
Outlining structured speech speeches for crisis situations  Notes,
outlines. (e.g., earthquake). Outline
) Reflective
drafting.
Portfolios
Week 5  Building To identify and Sharing personal experiences Observation
Confidence & manage public about speech anxiety, Notes,
Delivery speaking anxiety. practicing stress
) Reflective
management techniques
Portfolios
Week 6  Audience Analysis To adapt speech Comparing audience needs: Observation
content and style children vs. adults; adjusting  Notes,
according to audience tone and examples
. Reflective
type. accordingly.
Portfolios
Week 7  Supporting Ideas  To strengthen Activity: “The Devil’s Observation
and Building argumentation and Advocate” — defending an Notes,
Arguments critical thinking skills.  opposing viewpoint to build
) Reflective
empathy and argumentation
) Portfolios
logic.
Week 8  Special Occasion  Tocreate speeches for “Oscar Acceptance Speech” Observation
Speaking special events. & “Favorite Movie Opening”  Notes,
activities to practice stylistic
. Reflective
variety.
Portfolios
Week9  Midterms Week - No class activities conducted. -
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Week 10 Informative To practice delivering  Debate Week | — presenting Observation
Speaking informative speeches. factual, well-structured Notes,
speeches.
Reflective
Portfolios
Week 11 Persuasive To develop persuasive Debate Week Il — focusingon  Observation
Speaking communication skills.  rhetorical devices and Notes,
audience influence
) Reflective
strategies.
Portfolios
Week 12 Understanding To understand group  Discussion of “listening Observation
Small Group dynamics and errors” cases; identifying Notes,
Communication & effective listening. causes and possible
o ) ) Reflective
Decision Making solutions.
Portfolios
Week 13 Intercultural To recognize diverse Group reflections on Observation
Communication perspectives and intercultural Notes,
cultural sensitivity in misunderstandings and
o . L Reflective
communication. empathy-building activities.
Portfolios
Week 14 Listening Matters! To evaluate overall Collection of written Post-test,
progress and qualitative feedback,
) ) o ) Qualitative
emphasize active administration of post-test.
feedback

listening.

Table 4 illustrates the weekly breakdown of the course across the 14-week academic term.

Each week, distinct objectives were established to facilitate students’ familiarity with ChatGPT’s voice

mode. Engaging in this ongoing practice increased their fluency and confidence as they interacted with

the chatbot on future topics prior to classroom discussions.

The instructional process lasted for fourteen weeks, employing a structured curriculum

designed to enhance students’ overall speaking skills, self-confidence, and critical awareness. In the
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first week of the course, students participated in an introductory session where they were informed
about the course outline, expectations, and assessment criteria. Students were asked about their prior
experience with ChatGPT. For those without previous exposure, a brief introduction outlining the
essential features required for the course was provided. In this week, a pre-test was administered to

determine their initial levels of speaking anxiety and motivation before the intervention.

3.4.2.1. First Week

During the initial week of the term, the researcher engaged with students by introducing
herself and establishing an atmosphere of mutual familiarity within the classroom. The general
framework of the course was outlined, with particular attention given to clarifying objectives, goals,
and expectations. Notably, students were encouraged to take an active role in both in-class face-to-
face speaking activities and out-of-class ChatGPT-mediated speaking practice, thereby fostering a
sense of shared responsibility for their own communicative development across multiple instructional

contexts.

Students were further informed that, in preparation for each class session, they would engage
in topic-aligned English speaking practice with ChatGPT. These interactions, recorded to ensure data
security, were to be submitted alongside their weekly reflective portfolios. This process was designed

to support both the continuity of skill development and the integrity of the research data.

The research procedure, including its objectives and underlying ethical principles, was
communicated transparently to all participants. Informed consent was obtained in accordance with
established protocols. Following this, pre-tests of the relevant affective and linguistic scales were

administered, thereby establishing a baseline for subsequent analysis.

3.4.2.2. Second Week

During the second week of the study, regular lessons commenced with the theme “Why Public
Speaking Matters Today.” Following a brief introductory conversation, the researcher presented three
speeches from different cultural and historical contexts: Martin Luther King Jr.’s “I Have a Dream,”
Charlie Chaplin’s monologue from “The Great Dictator”, and the “Ya istiklal Ya Olim” scene from the
Turkish movie “Bir Millet Uyaniyor”. Students were instructed to analyze and compare these speeches
based on predefined criteria. This activity was followed by a whole-class discussion guided by the

researcher.
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Subsequently, students participated in a speaking activity in which they assumed the role of a
leader addressing a community during a crisis. Each participant prepared and delivered a short speech.

Throughout the session, the researcher observed classroom interactions and kept field notes.

3.4.2.3. Third Week

During the third week, the researcher focused the lesson on the theme of 'Researching Your
Speech.' The objective was to teach students how to gather, organize, and assess information relevant
to speech preparation. After greeting the students and introducing the topic, the instructor initiated a
warm-up discussion using a slide presentation. The slides featured examples of popular news stories
from social media. The instructor first asked students to share their opinions about these topics and
indicate whether they had previously encountered these stories online. Most students acknowledged
familiarity with the posts. The original versions of the news stories were then presented and explained
where the versions students had seen were distorted or manipulated. This activity introduced the

importance of source verification and critical information literacy in preparing speeches.

For the in-class activity, students were provided with the following prompt: “Explain how you
would verify whether a trending piece of information is factual or just a rumor. Discuss the tools and
methods you would use to differentiate reliable sources from questionable ones.” Students worked
individually and later shared their ideas with the class, discussing practical strategies for evaluating the

credibility of information sources.

3.4.2.4. Fourth Week

In the fourth week, the lesson addressed the theme of organizing and outlining. The session's
objective was to develop logical and structured speech outlines. Following an introduction
emphasizing the importance of organization in effective speech delivery, students engaged in an
activity titled 'Talk about how to deliver a speech to comfort and inform the publicin a crisis situation,
such as an earthquake.' Each student prepared an outline and delivered a brief speech to the class,

emphasizing empathy, clarity, and the delivery of structured information during public crises.

3.4.2.5. Fifth Week

During the fifth week, the lesson focused on the theme of building confidence and delivery. At
the beginning of the session, students were asked to reflect on their experiences related to speaking
in public through the following prompt: “Share a time when you felt nervous speaking in public. How

did you manage your anxiety?” Participation in this activity was voluntary.
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Following this activity, students participated in a brief mindfulness-based relaxation exercise
that included breathing and body awareness activities. Subsequently, students watched a series of
short instructional videos demonstrating techniques related to speech delivery and stage
management. After watching the videos, a class discussion was conducted in which students identified

possible internal and external factors associated with speaking challenges.

3.4.2.6. Sixth Week

The sixth week was scheduled to cover the planned theme; however, the researcher was
unable to conduct the lesson due to health-related reasons. Consequently, no class session or data
collection took place during this week. To maintain continuity in the instructional process and ensure
all learning objectives were met, the following week’s session was conducted as a block lesson,
combining the Week 6 and Week 7 content. The duration of the subsequent class was extended

accordingly to compensate for the missed instructional time.

3.4.2.7. Seventh Week

As the content planned for the sixth week was covered within a block session, the seventh
week began with the continuation of the topic “Audience Analysis.” After a brief review of the main
principles related to audience-centered communication, students participated in an in-class discussion
activity titled “Discuss how you would adjust a speech if your audience were young children versus

adults.”

Upon completion of the audience analysis topic, the lesson proceeded with the theme
“Supporting Ideas and Building Arguments.” Following a short lecture introducing relevant concepts
and strategies, students engaged in a debate-style activity titled “The Devil’s Advocate.” In this activity,
students were assigned specific roles, including defending a statement, opposing it, or evaluating the

arguments presented.

3.4.2.8. Eighth Week

During the eighth week, the lesson focused on the theme “Special Occasion Speaking.” As the
main activity of the week, students were assigned an individual speaking task titled “Oscars,” in which

they were asked to prepare and deliver a short acceptance speech for an Oscar award ceremony.

Students were informed that they could choose the tone of their speeches freely.
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3.4.2.9. Ninth Week

During the ninth week of the semester, no class session was held due to the university’s
midterm examination period. As midterm weeks were officially designated for exams across all
departments, instructional activities and data collection were temporarily paused. The following week,

regular lessons resumed according to the course plan.

3.4.2.10. Tenth Week

During the tenth week of instruction, the lesson focused on the theme of informative speaking.
As the main classroom activity, students were assigned a speaking task that involved delivering an

informative speech.

In addition, students participated in an activity in which they were assigned or selected
opposing viewpoints related to a given topic and were asked to present arguments supported by

examples. During this activity, peers provided feedback on the presented arguments.

3.4.2.11. Eleventh Week

During the eleventh week, instructional activities focused on the theme of persuasive
speaking. As part of the session, a gamified speaking activity titled “Spin the Wheel” was implemented.
Two digital wheels were projected on the smartboard: one displaying students’ names and the other

presenting different rhetorical tones (Political, Emotional, Inspirational Speaker, and Super Chill).

In this activity, a student was selected at random and assigned a rhetorical tone. Students were
then given time to prepare a short persuasive speech on a self-selected topic in line with the assigned
tone. Subsequently, each student delivered the speech to the class, after which peer feedback was

provided.

3.4.2.12. Twelfth Week

During the twelfth week, the lesson focused on small-group communication and decision-
making. The session began with an introduction to concepts related to active listening, collaborative
communication, and group decision-making. Students examined several cases involving listening

errors.

Students then worked in groups to analyze these cases and discuss possible responses.
Following the group work, a whole-class debate was conducted in which designated groups presented

their views, and peers provided feedback.
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3.4.2.13. Thirteenth Week

During the thirteenth week, the lesson focused on the theme of intercultural communication.

The session began with a class discussion addressing intercultural misunderstandings.

In this session, Kazakh students shared experiences related to cultural adaptation and
communication in international academic contexts. In the subsequent session, Turkish students were
presented with these accounts and participated in a follow-up discussion based on comparative
reflection. This instructional sequence involved contributions from both groups and was conducted

through structured class discussion activities.

3.4.2.14. Fourteenth Week

The fourteenth and final week marked the conclusion of the semester. The session began with
a brief review of the semester’s thematic content, followed by a class discussion titled “Listening

Matters!”

Subsequently, the post-tests were administered. After the completion of the post-tests, a
reflective discussion was conducted in which students responded to questions related to their

experiences with ChatGPT-based speaking practice.

To conclude the session, students provided written responses to a set of reflective questions.

These written reflections were collected and included in the qualitative dataset.

3.5. Data Analysis Procedure

Asindicated in Table 5, quantitative data derived from the FLSAS and the L2SMS were analyzed
using IBM SPSS Statistics 27. In alignment with the distributional properties of the data, statistical
procedures were selected to ensure analytic rigor: the Paired Samples t-test was applied to variables
exhibiting normality, whereas the Wilcoxon Signed-Rank Test was employed for those that did not.
Complementing these quantitative measures, qualitative data drawn from the researcher's weekly
journal, students' post-study reflections, and participant portfolios underwent thematic analysis. The
coding process facilitated the identification and organization of salient themes and subthemes,
thereby enabling a more nuanced interpretation of participants' affective and motivational

experiences within the instructional context.

Qualitative data obtained from students’ weekly portfolios, researcher reflections, and open-

ended responses were analyzed using thematic analysis. Following the procedures outlined by Braun
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and Clarke (2006), the analysis involved multiple stages: initial familiarization with the data, generation
of initial codes, organization of codes into subthemes, and the development of overarching themes
that captured recurring patterns of meaning across the dataset. The analysis was conducted

inductively, allowing themes to emerge from the data.

Table 5. Data collection tools and relevant data analysis methods

Data Collection Tools Data Analysis Methods

Quantitative Data

Foreign Language Speaking Anxiety Scale (FLSAS) Paired Sample t-test

Wilcoxon Signed Ranked Test

L2 Speaking Motivation Scale Paired Sample t-test

Qualitative Data

Researcher’s Weekly Journal Thematic Analysis as Codes and Categories
Post-Study Student Reflections Thematic Analysis as Codes and Categories
Participants’ Portfolios Thematic Analysis as Codes and Categories

3.5.1. Quantitative Data Analysis Procedure

Quantitative data for the present study were systematically derived from participants’
responses to pre-test and post-test instruments, with each response coded to ensure analytic
consistency and facilitate subsequent statistical analysis. Both scales were operationalized as
numerical data, thereby enabling the calculation of descriptive statistics, including means, standard
deviations, and frequency distributions for each variable. This approach provided a foundational
overview of the affective and cognitive dimensions under investigation, enabling a nuanced

interpretation of patterns emerging in the instructional context.
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Table 6. Item-level analysis results for the normality test items

Data Set Assessment Shapiro-Wilk Skewness Kurtosis
Phase
Statistic df Sig.
FLSAS Pre-test ,971 65 ,131 ,099 -,945
Post-test ,971 65 ,136 -,187 -,803
L2SMS Pre-test
ALSE ,969 65 ,102 -,520 -,104
Post-test
ALSE ,901 65 ,000 -,984 ,291
Pre-test
M ,081 65 ,443 -,341 -,134
Post-test
MI ,982 65 ,494 -,275 -,016
Pre-test
DLSE ,933 65 ,002 -1,146 2,478
Post-test
DLSE ,948 65 ,009 -,836 1,926

Before proceeding to the statistical analysis of the data collected in the study, it was examined

whether the data showed a normal distribution. Data normality was tested prior to analysis. Paired
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Samples t-tests were used for variables with normal distributions, while Wilcoxon Signed-Rank Tests
were applied to variables that did not meet the normality assumption. For this purpose, since the
number of participants was over 50 (N=65), the Shapiro—Wilk test was used to assess normality,
supported by skewness and kurtosis values, as recommended in the literature (Field, 2018). As
indicated in table 6, The Shapiro—Wilk normality test indicated that the distribution of the FLSAS scores
for both the pre-test (p =,131) and post-test (p =,136) meets the criteria for statistical normality (p >
,05) (Shapiro & Wilk, 1965; Field, 2018). Accordingly, the Paired Samples t-test, a parametric method,

was employed to compare these variables in the pre-test and post-test analyses.

However, the analysis of L2SMS and its sub-dimensions indicated that the data generally
conformed to a normal distribution in the ‘Attitude’ and ‘Motivational Intensity’ dimensions, with
skewness and kurtosis values remaining within acceptable limits. In contrast, the data for the ‘Attitude
Toward Speaking English’ (Post-test p <,05) and ‘Desire to Learn to Speak English’ (Pre-test p =,002;
Post-test p =,009) subscales of the L2SMS scale did not meet the assumption of normal distribution.
Therefore, the Wilcoxon Signed Rank Test, a non-parametric alternative, was employed to examine

pre-test and post-test differences in these variables.

Although the study initially included 75 participants who completed the pre-test, only 65
participants took part in the post-test due to attrition during the intervention period. Participant loss
is a common issue in longitudinal and experimental research contexts (Creswell, 2012). In the present
study, the analyses were conducted based on matched data, that is, participants who completed both
pre-test and post-test measures. As paired-samples analyses require complete data from the same
participants, cases with missing post-test data were excluded from the inferential analyses (Field,
2018). Therefore, the findings reflect the changes observed among participants who completed both
measurements, while the initial sample size is reported to provide a complete overview of participant

involvement throughout the study.

3.5.2. Qualitative Data Analysis Procedure

In this study, qualitative data were systematically examined using the thematic analysis
approach (Braun & Clarke, 2006), with particular attention to the experiences of participants engaging
with chatbot-based speaking applications. The analysis aimed to illuminate the affective and
motivational dimensions of foreign language speaking anxiety and L2 speaking motivation as they
emerged within the instructional context, drawing on weekly student portfolios, post-study responses,
and weekly instructor portfolios to capture both individual trajectories and broader pedagogical

patterns. The qualitative dataset, comprising three primary sources, was systematically anonymized
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and subsequently converted to text format. This process was undertaken to ensure both ethical

integrity and analytic consistency in preparation for subsequent interpretive analysis.

An inductive approach guided the coding process. Participant responses were transferred
weekly into an Excel spreadsheet, ensuring strict anonymity. Each response was examined individually,
and meaningful data units were assigned concise, descriptive codes, visually distinguished by color.
Codes with related meanings were subsequently grouped into sub-themes and main themes.
Conceptual relationships among codes were systematically evaluated, and themes were continuously

reviewed and refined. The final analysis identified the following themes:

Psychological and Affective Readiness

Social and Academic Integration

Metacognitive Processes

Technical Challenges
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CHAPTER IV

FINDINGS

4.0. Introduction

This chapter presents the study's quantitative and qualitative data findings. The quantitative
analysis provides statistical findings related to learners’ foreign language speaking anxiety and L2
speaking motivation, whereas the qualitative analysis investigates the factors on speaking anxiety and
motivation. By combining statistical results with students' in-depth reflections, this chapter aims to
provide a comprehensive picture of the chatbot-based speaking practice experience. The findings are

structured according to the research questions.

4.1. Research Question 1: What is the effect of chatbot-based speaking practice on learners’ foreign

language speaking anxiety?

To address RQ1, a paired-samples t-test was conducted to examine whether there was a
statistically significant difference between learners’ foreign language speaking anxiety scores before
and after the chatbot-based speaking intervention. The results indicated that the difference was not
statistically significant, t(65) = 1,44; p =,154. Descriptive statistics showed that the mean anxiety score
decreased from the pre-test (M = 3,03; SD = 0,93) to the post-test (M = 2,80; SD = 0,89). Although this
decrease did not reach statistical significance, the effect size analysis revealed a small reduction in

anxiety (Cohen’s d = 0,25; n? =,03), suggesting a modest practical improvement.

Table 7. Paired-samples t-test results for FLSAS

Application Number of the Mean Std.Deviation Mean Dif. t df p
Participants (M) (SD)
(N)
Pre-FLSAS 65 3,0274 ,92755 0,2317 1,442 64 ,154
Post-FLSAS 65 2,7957 ,89769
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Conversion of mean item scores to total FLSAS scores (18—-90) indicated that the average pre-
test score was 54,49; within the moderate anxiety range (54—72), whereas the post-test average was
50,32; within the low anxiety range (<54). These results indicate a downward shift in categorical

anxiety level despite the absence of a statistically significant inferential result.

Table 8. Interpretation of FLSAS score ranges

Score Range Anxiety Level
18-53 Low
54-72 Moderate
73-90 High

These results indicate that although learners reported slightly lower anxiety levels following
the intervention, the observed reduction was not sufficient to reach statistical significance. Therefore,
chatbot-based speaking practice did not seem to produce a significant immediate effect on foreign

language speaking anxiety.

4.2. Research Question 2: What is the effect of chatbot-based speaking practice on learners’ L2

speaking motivation?

Learners’ L2 speaking motivation was assessed using three subdimensions —namely ALSE, Ml
and DLSE — of the L2SMS. Based on the data distribution, either paired-samples t-tests or Wilcoxon

signed-rank tests were used.

Below is the Wilcoxon Table 9 for the first dimension of L2SMS, which was analyzed under

three sub-dimensions:

Table 9. Comparison of pre- and post tests scores of L2SMS dimension ALSE (Wilcoxon Test)

Comparison N Mean Sum of Ranks Z p
Rank
(Post-Pre)
Negative Ranks 35 32,06 1122,00
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28

Positive Ranks 31,93 894,00 -0,781 ,435
2
Ties
65
Total

To assess the differences between pre- and post-test scores for the first dimension of L2
speaking motivation (ALSE), the Wilcoxon Signed-Rank Test was conducted. The results indicated that
the difference between pre- and post-test scores was not statistically significant (Z =-0,78; p =,435).
In terms of score distribution, 35 participants showed lower post-test scores than pre-test scores
(negative ranks), 28 participants showed higher post-test scores (positive ranks), and 2 participants

showed no change (ties).

Looking at the mean ranks, the average for the negative ranks (32,06) was marginally higher
than that of the positive ranks (31.93). Nevertheless, this difference was not statistically significant (Z
=-0,781; p=,435). However, the effect size indicated a small change (r =,10), suggesting a very modest

decrease in this motivational dimension.

Since the MI dimension of L2SMS showed a normal distribution, thus a paired sample t-test

was applied instead of Wilcoxon, the results of which are given in the table 10 below:

Table 10. Paired-samples t-test results for the Ml dimension of L2SMS

Measure  Number of the Mean Std. MeanDif. t df p
Participants (M) Deviation
(N) (SD)
Pre-L2SMS 65 4,4338 ,75421 0,06308 ,431 64 ,668
Post-L2SMS 65 4,3708 , 78277

The analysis of the pre- and post-test results reveals that the pre-test mean (M = 4,4338; SD =
,75421) is only slightly higher than the post-test mean (M = 4,3708, SD =,78277). The mean difference
(0.06308) is minimal, and this difference is not statistically significant, t(65) = 0,431; p =,668. The effect
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size was negligible (Cohen’s d = 0,08; n? = ,003), indicating almost no practical change in this

motivational dimension.

On the other hand, the third dimension, DLSE, of L2SMS did not demonstrate a normal
distribution, pre- and post-test comparisons for this dimension were conducted using the Wilcoxon

Signed-Rank Test. The results are presented in the table 11 below.

Table 4. Comparison of pre- and post tests scores of L2SMS dimension DLSE (Wilcoxon Test)

Comparison N Mean Sum of Ranks Z p
Rank
(Post-Pre)
Negative 36 28.53 1027.00
Ranks
Positive 26 35.62 926.00 —-.354 723
Ranks
Ties 3
Total 65

The analysis indicates that 36 participants had lower post-test scores compared to their pre-
test scores (Negative Ranks), while 26 participants showed higher post-test scores (Positive Ranks).

Additionally, the scores of 3 participants remained unchanged (Ties = 3).

An examination of the rank averages shows that the average for negative ranks (28,53) is lower
than that for positive ranks (35,62). This distribution suggests that while motivation increased for some
students and decreased for others, the difference was not statistically significant (Z=-0,354; p =,723).
The effect size was negligible (r = ,04), indicating virtually no practical change in this motivational

dimension.

Overall, these findings suggest that the ChatGPT-based conversation application did not lead
to a significant change in L2 conversation motivation across ALSE, Ml and DLSE. No significant

difference was observed in students' motivation levels before and after the application.
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4.3. Research Question 3: What reflections do learners express about chatbot-based speaking

practice and its influence on their foreign language speaking anxiety and motivation?

As mentioned in the data analysis procedure section, the collected data of learners’ written
reflections collected from weekly portfolios and post-study responses identified four main themes
related to their experiences with chatbot-based speaking practice. The thematic structure derived
from the study’s qualitative data illustrates that chatbot-supported conversation practice influences
learners across multiple interrelated dimensions, named Psychological and Affective Readiness, Social
and Academic Integration, Metacognitive Processes, and Technical Challenges, rather than a single
aspect (see figure 4 below). Among these themes, “Psychological and Affective Readiness” stands out
as the most prominent domain. The sub-themes under this dimension are “speaking anxiety,”
“motivation,” and “engagement”; the “speaking anxiety” sub-theme consists of the following code
clusters: “physical indicators of anxiety,” “fear of evaluation,” “hesitation to speak,” and “lack of

” o u

confidence.” Sub-theme “motivation” includes code clusters such as “confidence,” “exposure to
English,” and “fun,” while sub-theme “engagement” comprises code clusters such as “participation,”
“feeling comfortable,” and “involvement.” Within the framework of the main theme, the frequent
emergence of anxiety-related codes, in particular, indicates that chatbot environments offer a low-
pressure learning space and allow learners to manage their emotional barriers more comfortably. This

emotional relief is also closely linked to increased motivation and sustained participation.
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Figure 4. Themes and codes of chatbot-assisted speaking practice

4.3.1. Psychological and Affective Readiness

Psychological and Affective Readiness emerged as the most prominent domain in learners’
reflections on chatbot-based speaking practice. This theme encompasses students’ emotional states,
motivational orientations, and engagement levels during participation in Al-assisted speaking

activities. In the coding process, specific codes were first identified and then grouped under broader

i Za

subthemes and themes. For example, the codes “shyness,” “hesitation,” “nervousness,” “not feeling

n u AT

ready,” “afraid to make mistakes,” “judgment,” and “comparison (to self/peers)” were initially

recognized. These codes were then organized under the subtheme of “lack of confidence,” which itself

falls under the broader theme of “speaking anxiety.” Similarly, codes such as “embarrassment,”

” u ” u

“shame,” “not feeling ready,” “confusion,” and “forgetting words” were grouped under the subtheme

“hesitation to speak.” For the theme “fear of evaluation,” the relevant codes included “judgment,”

” u ”n u

“afraid to make mistakes,” and, depending on the context, “embarrassment,” “shame,” “shyness,”

n u

“comparison (to self/peers),” “pressure,” and “crowded class.” Finally, the codes “trembling,” “heart

”n u

pounding,” “cold hands,” “sweating palms,” “shaking voice,” and “headache” were categorized under

the theme “physical indicators of anxiety.”
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Analysis of weekly portfolios and post-study responses demonstrated that learners’
experiences were primarily influenced by affective factors, with speaking anxiety being most
significant, followed by motivation and engagement. The substantial frequency (see table 12 below)
of codes within this domain (n = 157) suggests that emotional readiness was central to learners’

perceptions and experiences of chatbot-mediated speaking practice.

Table 5. Frequency of the psychological and affective readiness codes

Themes Subthemes Codes Frequency

Psychological and Speaking Anxiety Anxiety 35

Affective Readiness

Nervousness 8
Trembling 11
Judgement 5
Heart Pounding 5
Shyness 2
Embarrassment 6
Shame 1
Hesitation 7

Cold Hands 2

Sweating Palms 2
Pressure 3
Comparison (to Self/Peers) 8

&3



Confusion 1

Exhaustion 3

Forgetting Words 4

Shaking Voice 5

Afraid to Make Mistakes 6

Headache 1

Not Feeling Ready 1

Crowded Class 2

Motivation Courage 7
Confidence 14

Motivation 4

Self-Satisfaction 4

Fun 9

Relaxed 8

Exposure to English 4

Engagement Participation 18
Volunteering 1

Feeling Comfortable 5
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Understanding (the 2

Topic/Discussion)

Involvement 2

Engagement 5

4.3.1.1. Speaking Anxiety

Speaking anxiety was identified as the most frequently reported sub-theme within
Psychological and Affective Readiness, representing the majority of coded segments appearing 118
times in the dataset. Learners frequently reported intense emotional and physiological responses to
speaking in English, such as trembling, increased heart rate, hesitation, mental blocking, and fear of
negative evaluation. These responses were observed in classroom speaking tasks and, to a lesser

extent, in chatbot-based interactions.

Several students explicitly articulated the physical manifestations of anxiety, suggesting that
emotional discomfort often interfered with their ability to express ideas, even when they possessed

sufficient linguistic knowledge.

“My heart started pounding when | decided to answer a question.”

(S1, Portfolio 2)

Similarly, other learners emphasized the disconnect between cognitive preparedness and

actual speaking performance under pressure:

“Even if | understand the subject, | cannot express myself fully because of excitement. | know

what | need to say but | can't say it.”

(S2, Portfolio 2)

For some participants, anxiety reached a level that significantly hindered performance,

resulting in emotional distress and avoidance behaviors:

“I felt so anxious that | thought | was going to pass out. | did speak fluently in my mind, but
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when my turn came, | just hopped on the stage like | was so confident, but it turns out | wasn’t. | just

stopped; it felt like | was going to cry. | didn’t, but | felt so bad for not being able to speak.”

(S3, Portfolio 2)
These excerpts were consistent with observations recorded in the researcher’s journal:

“Some students avoided eye contact in order not to be selected as volunteers to speak up in
the class. On the other hand, a subgroup of international exchange students, who were relatively
older, academically more experienced, and already socially familiar with one another, appeared
noticeably more engaged during the initial speaking activities. Their prior familiarity seemed to

reduce the hesitation and confusion compared to other students in the first week.”

(Researcher’s Weekly Journal, Week 1)

Despite these intense experiences, many learners reported that chatbot-based speaking
practice provided a comparatively safer and less threatening environment. The absence of judgment,
evaluation, and immediate social pressure was frequently highlighted as a key factor contributing to

reduced anxiety during Al-mediated interactions.
“I wasn’t really anxious because | knew there was no one to judge me.”

(S1, Portfolio 2)

Learners often contrasted chatbot interactions with classroom speaking, noting that Al
allowed them to take more time, reflect before responding, and experiment with language without

fear of making mistakes.

“I feel much more comfortable speaking with the Al because it is non-judgmental. It allows
me to take my time and think before | respond. In class, | feel more nervous due to pressure from
peers and the teacher. Speaking with Al has helped me improve my fluency. | can experiment with
new phrases and grammar without worrying about making mistakes. My sentences flow more

smoothly compared to my classroom experiences.”

(515, Portfolio 12)

Several students reported that their anxiety gradually decreased over time. This suggests that

repeated exposure to the chatbot application served as a low-risk practice that indirectly supported
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speaking in class.

“After speaking with ChatGPT repeatedly, | became less anxious than | was at the beginning.”

(518, Post Study Response)

However, not all learners experienced meaningful anxiety reduction. A group of participants
reported that while chatbot interaction offered temporary emotional comfort, it did not fully affect

their authentic speaking contexts.

“It helped me speak English more fluently, but | don’t think it reduced my stress. | feel stressed
when speaking with real people, because practicing with Al doesn’t fully prepare me for real human

interaction.”

(S16, Post Study Response)

Others expressed uncertainty or neutrality regarding the impact of chatbot practice on their

anxiety, emphasizing personal responsibility and effort as more decisive factors.

“Al can only give some advice about relieving stress, but the real action depends on us. Using
Al to reduce stress in English speaking is helpful, but it still requires personal effort. So, in my opinion,

Al’s help is not enough — you also need to help yourself.”

(527, Post Study Response)

The results suggest that speaking anxiety persisted as a complex issue throughout the
intervention. Although many learners perceived a reduction in anxiety through chatbot-based practice,
especially at the emotional and preparatory stages, it did not fully resolve anxiety related to real-time,

face-to-face communication.

4.3.1.2. Motivation

Motivation appeared as the second most prominent sub-theme within Psychological and
Affective Readiness, and the third among overall codes with a total of 50 instances. Analysis of
students' reflections indicated that both internal and external factors contributed to their engagement
with chatbot-assisted speaking activities. Students frequently reported that interacting with ChatGPT

increased their motivation, especially when they noticed improvements in their speaking skills.

Several learners reported that chatbot practice increased their motivation to engage in
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speaking activities by lowering affective barriers and providing immediate feedback.

“I really enjoy talking to ChatGPT because | do not fear being judged when | speak... this

makes me feel more comfortable and helps me improve my speaking skills.”

(526, Post Study Response)

For some students, motivation was closely linked to emotional safety and confidence. Chatbot
interaction functioned as a motivational scaffold, encouraging continued practice despite initial

anxiety.

“ChatGPT has helped me overcome my anxiety to some extent.”

(S35, Post Study Response)

The quotations cited are consistent with those found in the weekly class observation report prepared

by the researcher-instructor:

“A marked difference was observed within three weeks, with many students demonstrating increased

willingness to participate.”

(Researcher's Weekly Journal, Week 3)

Analysis of student reflections indicates that while many participants found chatbot
interactions motivating, they also recognized certain limitations of Al-based practice. Specifically,
students frequently stated that although engaging with the chatbot supported their motivation, it

could not fully substitute for communication with peers and teachers in the classroom environment.

“It shouldn’t be the main focus when learning to speak English. It should function as a tool

rather than a goal.”

(S37, Post Study Response)

Some students reported a decrease in motivation, attributing this to certain inefficiencies in
the chatbot's responses, particularly the complexity of the language used and the uneven distribution
of conversational turns. These factors were noted to contribute to feelings of frustration during the

interaction.

“ChatGPT ends up talking more than | do, and | barely speak.”
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(S10, Post Study Response)

Students' reflections indicate that motivation during chatbot-based speaking practice did not
increase consistently, but instead varied according to factors such as familiarity with the topic, the

perceived usefulness of the activity, and individual learner expectations.

4.3.1.3. Engagement

Engagement includes learners’ sustained and purposeful participation in speaking-related
tasks, both in Al-mediated exchanges with the chatbot and within the broader instructional
environment. Notably, students reported their capacity to comprehend lesson content, sustain
attention during communicative interactions, and contribute to speaking activities, thereby

highlighting the interplay between cognitive engagement and affective investment.

Many learners reported increased engagement with chatbot practice due to its accessibility,

flexibility, and interactive nature.

“Even when | don’t have an assignment, | use it frequently.”

(S1, Post Study Response)

Some participants highlighted that chatbot interaction allowed them to stay engaged with

speaking practice beyond classroom requirements, fostering autonomous learning behaviors.

“l use it in my daily life as well.”

(S10, Post Study Response)

However, engagement was not always sustained. Several students reported disengagement

when chatbot responses became overly complex or when topics exceeded their proficiency level.

“When the topic becomes more difficult, ChatGPT’s responses get too formal and complex.”

(S16, Post Study Response)

Despite these challenges, portfolio data indicate that engagement generally increased over
time for many learners, particularly as they became more familiar with the chatbot. Evidence of this

situation was also reflected in the instructor's portfolio, as indicated below:

“Students started to produce longer stretches of speech, using six to seven sentences while
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explaining their ideas.”

(Researcher's Weekly Journal, Week 4)

The findings related to Psychological and Affective Readiness indicate that learners’
experiences with chatbot-based speaking practice were largely influenced by affective factors.
Speaking anxiety was identified as the primary concern, whereas motivation and engagement acted as

dynamic variables that interacted with emotional readiness during the intervention.

4.3.2. Social and Academic Integration

The theme of Social and Academic Integration examines learners’ reflections on how chatbot-
based speaking practice affected their classroom participation, adaptation to academic routines, and
perceived speaking performance. This domain emphasizes the social dimension of language learning
by focusing on learners’ engagement in the classroom community and their changing academic
behaviors during the intervention. Qualitative analysis showed that chatbot-assisted practice
influenced learners’ integration into classroom speaking activities in diverse and sometimes indirect
ways. In the coding process, individual codes were first identified and then grouped under relevant
subthemes and main themes. For example, the codes “getting used to (peers/instructor)” and
“experience/time” were initially determined and subsequently grouped under the subtheme of
‘adaptation.” Codes such as “sharing opinions” and “listening (over speaking)” were categorized within

”n

improvement,

” u

the subtheme of “class participation.” Similarly, codes like “fluency, struggling to

” u ” u n u ” u n u

remember,” “accent,” “short sentences,” “coming up with ideas,” “timing problems,” “not being able
to come up with words,” and “expressing oneself” were gathered under the subtheme of “speaking
performance.” This hierarchical organization from codes to subthemes and themes provided a clear

structure for the analysis.

In the following weeks, learners took part in more classroom interactions and academic
activities. This showed that both social and academic integration improved over time. Students not
only became more willing to speak up on their own, but also started to interact more with each other
and build a culture of working together in academic discussions. Instructor observations described the

situation as follows:

“Students had debates, and the rest of the pupils made critiques regarding their claims, with

almost all students participating in the discussions.”

90



(Researcher’s Weekly Journal, Week 11)

Table 6. Frequency of the social and academic integration codes

Themes Subthemes Codes Frequency

Social and Academic Adaptation Getting Used to (the 10

Integration Peers/Instructor)
Experience/Time 7
Class Participation Sharing Opinions 10
Listening (Over Speaking) 5
Speaking Fluency 7

Performance
Improvement 18
Struggling to Remember 2
Accent 2
Short Sentences 5
Coming up with Ideas 5
Timing Problems 2
Not Being Able to Come up 4
with Words

Expressing Oneself 6
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4.3.2.1. Adaptation

Adaptation describes how learners gradually adjust to the lesson format, classroom norms,
and interactions with peers over time. In the beginning weeks of the intervention, many students
experienced uncertainty and reluctance, especially when it came to speaking in front of classmates. As
the intervention continued, several learners noted that they slowly became accustomed to both the

way lessons were organized and the classroom’s social setting.

A number of participants mentioned that repeatedly engaging in speaking activities, along with
practicing with a chatbot outside class, made them more comfortable with the lesson flow and less

hesitant to take part.

“During the first week, | always had a dilemma about whether what | said would be ridiculed

or if | would be judged, but then | got over it.”

(S7, Portfolio 7)

Learners highlighted the significance of the instructor and classroom environment in
supporting adaptation. Supportive instructional behaviors, including a calm demeanor and
encouraging feedback, were frequently identified as factors that increased students’ comfort with

participating in speaking activities.

“Her calming behavior, posture, and gestures relaxed me so much.”

(S7, Portfolio 7)

Although many learners reported positive experiences, adaptation rates varied. Several
students experienced ongoing challenges related to peer comparison and classroom pressure, which

hindered their adaptation and reduced their willingness to participate verbally.

4.3.2.2. Class Participation

Class participation was identified as the most prominent sub-theme within Social and
Academic Integration, indicating variability in learners’ engagement with classroom speaking activities.
Analysis of student reflections demonstrated that participation was strongly associated with self-

confidence, perceived speaking ability, and emotional readiness.

Several learners reported avoiding participation despite adequate cognitive preparation,

primarily due to concerns about making mistakes or being negatively evaluated by peers.
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“I had actually prepared my speech, but when the teacher asked if there were any volunteers,

I didn’t speak because | thought | would fail.”

(S5, Portfolio 4)

Some participants indicated that they adopted a passive role during lessons, choosing to listen
rather than engage in active speaking. This listener-oriented approach was frequently described as a

strategy to manage anxiety or shyness.

“This week, | mostly took the role of a listener rather than a speaker.”

(514, Portfolio 6)

However, portfolio data indicate that participation increased among many learners as the
intervention progressed. Several students reported speaking in class for the first time or participating

more frequently, despite ongoing anxiety.

“I spoke for the first time in class this week. Of course, | felt nervous while speaking, but |

want to overcome this in the future.”

(S5, Portfolio 7)

In several instances, learners reported that motivation ultimately surpassed anxiety, leading

them to participate despite experiencing discomfort.

“I felt nervous, but I still wanted to speak.”

(S8, Portfolio 7)

The findings suggest that participants frequently described chatbot-based speaking practice
as a form of preparation before classroom speaking activities, indirectly supporting attendance by

increasing familiarity with speaking tasks and reducing avoidance behaviors.

4.3.2.3. Speaking Performance

The sub-theme of Speaking Performance reflects learners’ perceptions of their oral proficiency
and communicative effectiveness as they develop over time. Students frequently evaluated their

performance based on fluency, vocabulary recall, confidence, and perceived overall progress.

Several learners reported frustration regarding missed opportunities to speak and challenges
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in maintaining speech, especially during spontaneous classroom interactions.

“I was a little anxious, so my mind got confused and | even forgot basic words..”

(S39, Portfolio 7)

In contrast, many participants reported perceived improvements in their speaking
performance, which they frequently attributed at least in part to repeated chatbot practice. These

learners stated that they felt more prepared, fluent, and confident during speaking activities.

“Actually day by day my speech is getting better thanks to our ChatGPT practices.” (517,
Portfolio 9)

Several students also noted that chatbot interaction helped them rehearse speaking before

class, which positively influenced their classroom performance.

“l used Al before my lessons, and | could clearly see the results.”

(529, Post Study Response)

Nevertheless, some learners remained critical of chatbot-based practice, arguing that real

improvement in speaking performance required authentic human interaction.

“What really helped with my anxiety was participating in class, thanks to my teacher.”

(522, Post Study Response)

The improvement in students' speaking performance is also evident in the instructor's

portfolio:

“Students demonstrated noticeable improvement in vocabulary usage and fluency, producing

longer and more coherent responses.”

(Researcher’s Weekly Journal, Week 7)

In summary, data from this sub-theme suggest that learners’ perceptions of speaking
performance were influenced by the interplay among Al-assisted practice, classroom experience, and

individual affective factors.

Collectively, the findings related to Social and Academic Integration indicate that learners’
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engagement with chatbot-based speaking practice intersected with classroom participation and
performance in multifaceted ways. Although chatbot interaction facilitated adaptation and
participation for some learners, others continued to encounter challenges related to confidence, peer
dynamics, and performance anxiety. These findings indicate that learners associated their classroom

participation with both social and academic factors.

4.3.3. Metacognitive Processes

Weekly portfolios and post-study responses show students’ awareness of their own speaking
performance, emotional regulation, and learning strategies throughout the intervention. The data
indicate that many students monitored and evaluated their speaking behaviors during chatbot-based
practice, often reflecting on their strengths, weaknesses, and progress. These findings suggest varying
levels of metacognitive awareness among students as they engaged with the intervention. In the
coding process, specific codes were first identified and then grouped under relevant domains and
themes. For instance, the codes “practice,” “focus,” and “stress management” were initially recognized
and subsequently categorized within the domain of “self-reflection and regulation,” which itself is part
of the broader theme of “metacognitive process.” Similarly, the codes “preparing in advance” and
“seeking professional help” were classified under the domain of “acceptance of errors and learning
orientation.” This hierarchical organization from codes to domains and themes provided a systematic

structure for the analysis (see Table 14).

Table 14. Frequency of the metacognitive processes codes

Themes Subthemes Codes Frequency
Metacognitive Self-Regulation & Practice 9
Processes

Self-Reflecti
eli-Retiection Stress Management 2
Focus 1
Acceptance of Preparing in Advance 5
Errors and
Learning
Orientation Seeking Professional Help 1
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4.3.3.1. Self-Reflection

Self-reflection was identified as a significant sub-theme within the metacognitive domain, with
learners frequently evaluating their speaking performance and emotional responses. Many students
explicitly referenced their participation, fluency, confidence, and perceived improvement, often

comparing their current abilities and earlier stages of the intervention.

Several learners expressed pride in their progress, while also acknowledging that their
performance had not yet reached a satisfactory level. This pattern indicates the development of

realistic self-assessment rather than overconfidence.

“I am quite proud of myself. | could’ve done better, and of course | still need improvement,

but as | can see my current progress, | am proud of it.”

(S1, Portfolio 12)

Other participants reflected critically on their limited participation or performance,

demonstrating awareness of their shortcomings without attributing them solely to external factors.

“My rate of participation was not high enough, but | still shared my opinions.”

(512, Portfolio 9)

These reflections show that students could see the difference between how they wanted to
speak and how they actually spoke, an important step toward becoming more aware of their own

learning.

4.3.3.2. Self-Regulation and Strategy Use

In addition, many learners reported intentional efforts to regulate their emotions and enhance
their speaking skills. These self-regulatory behaviors included preparing before class, rehearsing with
ChatGPT, accepting mistakes as integral to the learning process, and actively managing anxiety during

speaking tasks.

Several students indicated that chatbot-based practice provided opportunities to experiment
with language in a low-pressure environment, thereby facilitating the development of coping

strategies for managing anxiety and errors.

“I believe that chatbot interactions have helped me control and overcome my anxiety and

96



stress levels.”

(S30, Post Study Response)

Some learners also highlighted intentional strategy use, such as choosing familiar topics,
simplifying language, or focusing on fluency rather than accuracy during conversations with the

chatbot.

“If I start choosing topics that | also have some ideas about, maybe | will be able to get more

meaningful output.”

(510, Post Study Response)

These comments suggest that learners were not passive recipients of chatbot feedback but

actively adapted their approaches to maximize the benefits of Al-assisted practice.

4.3.3.3. Acceptance of Errors and Learning Orientation

Another significant aspect of metacognitive processing was the shift in learners’ attitudes
toward mistakes. Several participants reported becoming more tolerant of errors and viewing them as

opportunities for learning rather than as sources of embarrassment.

“It has taught me to learn through making mistakes.”

(525, Post Study Response)

This shift toward a learning-oriented mindset was often associated with reduced affective

barriers and increased willingness to speak, even when accuracy was not guaranteed.

However, not all learners demonstrated the same level of metacognitive growth. A small
number of students reported difficulty translating reflection into action, noting that awareness alone

did not always lead to improved performance.

“I know that | can speak much better if | overcome these worries, but anxiety still affects me.”

(S11, Portfolio 9)

This progression was also reflected in the instructor’s classroom observations, as illustrated

in the following excerpt:

“Students appeared more willing to take speaking risks even when unsure about grammatical
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accuracy.”

(Instructor Journal, Week 10)

The findings indicate that although metacognitive awareness was present throughout the
dataset, learners demonstrated considerable variation in their ability to regulate emotions and

behaviors.

Taken together, findings related to Metacognitive Processes suggest that chatbot-based
speaking practice facilitated learners’ self-reflection and promoted strategic engagement with
speaking tasks. Many participants developed a clearer understanding of their speaking abilities and
emotional responses, thereby increasing learner autonomy. However, metacognitive awareness alone
was insufficient to address persistent anxiety, highlighting the complex relationship among cognition,

emotion, and performance.

4.3.4. Technical Challenges

The final theme, Technical Challenges, addresses the difficulties learners encounter during
chatbot-based speaking practice. While reported less frequently than affective and social factors,
technical issues still influenced learners’ overall experiences and perceptions of Al-assisted speaking
activities. These challenges mainly included limitations in speech recognition, response complexity,
conversational flow, and the perceived artificiality of the chatbot. In the coding process, specific codes
such as “interruption” and “disconnection” were first identified as technical malfunctions. These codes
were then grouped under the subtheme of “Al-based problems.” This approach, which organizes data

from codes to subthemes, ensures a systematic and transparent analysis.

Several learners reported that technical disruptions interfered with the smoothness of
interaction, sometimes resulting in frustration and diminished enjoyment. Issues such as the chatbot’s
failure to recognize spoken input and its tendency to respond with lengthy, complex sentences were

especially challenging for learners with lower proficiency levels.

“When | try to speak with it, sometimes it cannot even hear me.”

(S38, Post Study Response)

In some cases, students reported that the formal and linguistically complex nature of chatbot

responses hindered the development of meaningful conversations, thereby reducing their motivation
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and engagement.

“When the topic becomes more difficult, ChatGPT’s responses get too formal and complex.”

(516, Post Study Response)

Learners also described disruptions in conversational balance, noting that the chatbot

occasionally dominated interactions, leaving limited opportunities for learners to produce language.

“ChatGPT ends up talking more than | do, and | barely speak.”

(510, Post Study Response)

In addition to functional limitations, several students noted the absence of emotional
authenticity in Al-mediated interactions. These participants preferred human communication, arguing

that chatbot conversations do not fully replicate genuine emotional exchange.

“People want to see real reactions from the other side, and with ChatGPT they cannot feel

real emotions at all.”

(S33, Post Study Response)

For a small group of participants, these technical and interactional issues resulted in negative
attitudes toward chatbot-based speaking practice, leading them to disengage or avoid Al-mediated

tasks altogether.

“To be honest, when | speak with Al, | just want to escape from it because | feel like | can’t

really improve myself.”

(S19, Post Study Response)

Although technical challenges were present, participants mentioned them less frequently than
affective and pedagogical factors. This indicates that technical limitations influenced individual
experiences but were not the primary determinants of learners’ overall perceptions of chatbot-based

speaking practice.

“All the students looked visibly more comfortable participating in class activities; however,

they stated that they preferred human interaction over Al-mediated speaking, regardless of anxiety.”
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(Researcher’s Weekly Journal, Week 14)

Table 7. Frequency of the technical challenges codes

Themes Subthemes Codes Frequency
Technical Challenges Al-Based Interruption 2
Problems
Disconnection 1

Collectively, the findings related to Research Question 3 demonstrate that learners’ reflections
on chatbot-based speaking practice were multifaceted and shaped by the interplay of affective, social,
metacognitive, and technical factors. Psychological and affective readiness emerged as the most
influential domain, with speaking anxiety consistently shaping engagement and motivation. Social and
academic integration underscored the importance of classroom dynamics and participation, while
metacognitive processes revealed increased self-awareness and strategic engagement. Technical

challenges, though less prominent, occasionally hindered interaction and satisfaction.

Overall, participants’ reflections revealed diverse experiences shaped by affective, social,
metacognitive, and technical factors. Psychological and affective readiness emerged as the most
frequently referenced domain across learner reflections. For many learners, Al-assisted interaction
reduced emotional barriers and fostered motivation; however, it did not fully replace the need for

authentic human communication in developing speaking confidence and proficiency.

The analysis of qualitative data related to Research Question 3 indicates that a considerable
number of students perceived chatbot practice as beneficial in reducing their speaking anxiety and
promoting self-reflection. However, this positive effect was not observed uniformly across all
participants. Several students reported that engaging with the chatbot was not sufficient to alleviate
their anxiety or enhance their motivation to speak in the target language. These results provide
additional context for the quantitative findings and highlight the multifaceted nature of addressing
speaking anxiety and motivation within the framework of Al-supported language learning. In the
following Discussion section, these qualitative findings will be considered alongside the quantitative

data to assess the overall impact and limitations of chatbot-based speaking practice.
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CHAPTER V

DISCUSSION

5.0. Introduction

This chapter provides a comprehensive discussion of the study's findings on the impact of
chatbot-supported speaking practice on learners' foreign-language speaking anxiety and L2 speaking
motivation. The results are interpreted in relation to the research questions and compared relative to
existing literature to highlight how Al-mediated interactions shape the affective experiences of

university-level EFL learners.

5.1. General Discussion

The primary objective of this research was to examine whether chatbot-based speaking
practice could influence affective variables and to explore learners’ lived experiences with Al-mediated
communication. The findings reveal that the impact of this intervention is complex and
multidimensional, involving not only measurable scores but also significant shifts in learners’

emotional regulation and task engagement.

A key finding is that while chatbots provide a low-pressure environment, they do not serve as
areplacement for the pedagogical value of face-to-face interaction. Participants consistently identified
real-life communication as more authentic and meaningful, even if it remains a source of anxiety. This
suggests that chatbot practice functions as a "preparatory stage" or an affective scaffold that facilitates
a gradual transition to more demanding communicative settings. Furthermore, the lack of significant
change in long-term motivation scores, contrasted with high situational engagement, points to the
influence of structural factors within the university context. Academic motivation at this level is often
stabilized by institutional expectations and assessment criteria, which may limit the observable effects

of a short-term technological supplement.

5.2. Discussion of Foreign Language Speaking Anxiety in Chatbot-Supported Speaking Practice

The quantitative results indicate that chatbot-based practice did not lead to a statistically

significant reduction in overall speaking anxiety. This finding highlights the persistent and multifaceted
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nature of anxiety in academically evaluative contexts (Woodrow, 2006; Susanti et al., 2018; Chen et

al., 2022).

This multifaceted nature of speaking anxiety also involves a physiological dimension that is
often less visible in self-report measures. Previous research has shown that foreign language speaking
anxiety is not limited to cognitive or emotional discomfort but is frequently accompanied by physical
reactions such as increased heart rate, trembling, and tension, particularly in evaluative speaking
situations (Bashori et al., 2022; Marzec-Stawiarska, 2015; Oztiirk, 2015). In this sense, the absence of
a statistically significant decrease in overall anxiety scores in the present study does not necessarily
indicate a lack of change in learners’ actual experience. Rather, it may suggest that while learners felt
more comfortable and less judged in chatbot-mediated interaction, the deeper physiological
components of anxiety, which are typically activated in real-time, face-to-face communication, may
remain relatively stable. This interpretation is consistent with the idea that different dimensions of
anxiety may respond differently to pedagogical interventions, with situational and perceived comfort

changing more readily than embodied, physiological reactions.

This distinction becomes particularly visible when quantitative results are considered

alongside learners’ qualitative experiences.

However, qualitative data from reflections and portfolios offer a more detailed view, revealing
that learners perceived the chatbot as a "psychologically safe" space free from peer judgment and
teacher evaluation. This phenomenon could be explained by the concept of “losing face” in the
literature. As emphasized by Kim and Su (2024) and Wang et al. (2024), traditional language classes
are inherently "threatening” environments where students fear being ridiculed by their peers or being
poorly evaluated by their teachers. This perception of safety may stem from the anonymity and non-
judgmental interaction afforded by artificial intelligence, which reduces the social risks typically

associated with classroom speaking (Capan & Simsek, 2012; Giray et al., 2022).

Perceived safety was also consistent with the early observations of Fryer and Carpenter (2006),
who argued that the non-human nature of chatbots provides a unique affordance where learners feel
less threatened by negative evaluation, thereby encouraging them to experiment with the language
more freely than they might with a human interlocutor. Moussalli and Cardoso (2016) similarly noted
that students feel much more comfortable talking to a machine than they do in front of their teachers.
The qualitative relief observed in our study might be interpreted as the chatbot providing students

with the emotional buffer they need before transitioning to real-world interactions.
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This preparatory function was also reflected in learners’ social and academic integration into
classroom speaking activities. Qualitative findings showed that chatbot-supported practice did not
remain limited to private interaction with Al; rather, it gradually supported learners’ adaptation to
classroom routines, peer interaction, and oral participation. Several students reported becoming more
willing to speak in class over time, and some described chatbot use as a form of rehearsal before
classroom speaking, which helped them reduce avoidance and participate despite ongoing anxiety.
This pattern is important because speaking anxiety in classroom contexts is shaped not only by
individual emotional reactions but also by peer pressure and learners’ perceptions of the instructor’s
attitude (Effiong, 2016). In addition, motivation and engagement are closely influenced by teachers,
peers, and the broader learning context (Li et al., 2022; Singh et al., 2021; Zhang et al., 2020). In this
sense, the present findings suggest that chatbot-based speaking practice may function not only as an
individual affective support mechanism but also as a bridge to classroom participation by helping

learners adjust more gradually to the social and academic demands of face-to-face speaking.

Building on this, the findings further indicate that the impact of chatbot-supported practice
extended beyond the Al-mediated environment itself and, for some learners, transferred into actual
classroom speaking behavior. Several participants described using the chatbot as a form of rehearsal
before class, and qualitative evidence indicated that some students gradually became more willing to
speak, volunteered for the first time, or produced longer stretches of speech as the intervention
progressed. This pattern is consistent with the broader literature showing that speaking anxiety and
motivation are strongly shaped by the context in which communication takes place, including
classroom experience, teacher attitudes, and interactional conditions (Effiong, 2016; Mercer &
Dornyei, 2020; Lamb, 2017). From this perspective, chatbot-supported practice may have functioned
as an intermediate space between private preparation and public classroom performance. Rather than
replacing classroom interaction, it appears to have helped some learners approach face-to-face

speaking with greater familiarity, readiness, and willingness to engage.

The gap between quantitative stability and qualitative comfort is consistent with several recent
studies. For instance, El-Shazly (2021) found that chatbot activities did not necessarily reduce anxiety
and could sometimes coexist with increased cognitive load. Similarly, Wardat and Akour (2025)
reported that while Al tools may relieve immediate task-related stress, they often fail to replicate the
affective complexity of authentic human interaction. The perception of the chatbot as a 'shield' or a
safe space can be further explained by the findings of Lucas et al. (2014), who noted that individuals
often exhibit lower social anxiety when interacting with virtual characters because they do not feel the

need to manage their social image or 'face' as they would in a face-to-face setting. This interpretation
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is further supported by Cakmak (2022), who noted that improved speaking performance through Al

does not always correlate with lower anxiety levels.

The findings of Ballidag and Aydin (2025) closely parallel the results of the present study,
suggesting that while Al creates a judgment-free zone, peer-based activities remain more effective for
addressing the social dimensions of speaking anxiety. While other researchers like Azizimajd (2023)
and Muthmainnah (2024) have reported anxiety reductions, those studies often focused on lower-
proficiency learners or highly structured classroom goals where performance gains indirectly lowered
anxiety. In contrast, the current study highlights that for university learners, anxiety is deeply tied to

assessment expectations that a chatbot supplement cannot fully alter.

In addition to these patterns, the qualitative findings also suggest that learners did not respond
to chatbot-supported speaking practice in a uniform way. While some participants described the
chatbot as motivating, confidence-building, and helpful in reducing evaluative pressure, others
reported only limited benefit or emphasized that Al-based practice could not adequately prepare them
for real human interaction. This variation is consistent with the broader literature on individual
differences in second language learning, which shows that learners may experience the same
instructional environment in markedly different ways depending on their cognitive and affective
characteristics (Dornyei, 2005; Ellis, 1994; Skehan, 1991). In this sense, the mixed qualitative responses
observed in the present study should not be seen as contradictory, but rather as evidence that the
affective impact of chatbot-supported speaking practice is filtered through learner-specific factors
such as readiness, self-perception, prior experience, and emotional dispositions. This may also help
explain why the intervention created noticeable benefits for some students without producing a strong

uniform effect across the whole group.

Consequently, as supported by Ebadi & Rahimi (2018), Tai & Chen (2024), and Safitri et al.
(2025), the chatbot functions as an 'affective scaffold,' providing an emotional buffer that allows
students to build confidence and preparedness before they are ready to engage in more socially

demanding and unpredictable human-to-human interactions.

This interpretation can also be understood through the concept of affect regulation in L2
speaking. Previous research has shown that speaking anxiety is closely linked to learners’ fear of
negative evaluation and their ability to manage emotional responses during communication (Horwitz
etal., 1986; MaclIntyre & Gardner, 1994). Seen in this way, learners do not necessarily eliminate anxiety
but learn to regulate it while engaging in communication. Uztosun (2021) similarly argues that affect

regulation plays a central role in sustaining participation in speaking tasks, particularly in contexts
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where learners perceive communicative risk. Within this framework, the “psychologically safe”
environment reported by participants in the present study may not necessarily eliminate speaking
anxiety but may instead function as a space where learners regulate their affective responses before
engaging in more demanding interactions. The descriptions of the chatbot as a “safe space,” an
“emotional buffer,” and a preparatory stage before real communication align with this interpretation.
In other words, the chatbot may operate not merely as a source of linguistic input but also as an
affective scaffold that allows learners to experiment with language while managing the emotional

pressures associated with speaking in a foreign language.

5.3. Discussion of the Effects of Chatbot-Supported Speaking Practice on L2 Speaking Motivation

The study found no statistically significant increase in learners' L2 speaking motivation scores
during the intervention period. This suggests that short-term Al-supported practice might be
insufficient to alter broader, long-term motivational orientations. Nevertheless, qualitative evidence
showed a marked increase in situational motivation, as students felt supported by the non-judgmental

nature of the Al and the ability to practice at their own pace.

The increase in situational motivation as a result of the intervention could be attributed to the
distinction between state-level and trait-like WTC (Maclntyre, 1994), as suggested by Kim and Su
(2024). The quantitative stability observed in our study results from the fact that long-term
motivational traits are relatively stable, while the dynamism in qualitative data reflects the chatbot's
ability to create an instant state of readiness. Furthermore, Huang et al. (2022) warn that this
momentary engagement provided by chatbots may be temporary due to the “novelty effect”; which
may be a factor supporting why the initial high engagement did not translate into general motivation
scales. This finding is also consistent with Freiermuth and Jarrell (2006), who demonstrated that
technology-supported environments can stimulate greater willingness to participate compared to
traditional face-to-face settings. The chatbot thus serves as a catalyst for engagement by providing a
platform where the social risks of communication are minimized, even if the primary source of

motivation remains the overarching academic curriculum.

This distinction between situational engagement and sustained motivation is echoed in the
work of Yin et al. (2020), who suggested that Al tools primarily strengthen the motivation of learners
who already possess high levels of autonomy. The institutional setting also plays a role; as Taskin and
Canogullar (2025) argue, positive attitudes toward technology do not always translate into higher

academic motivation if the Al is not deeply integrated into the grading and curriculum.
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The discrepancy noted here is also supported by Kayaalp (2025), who found that while learners
reported feeling more supported during practice, their overall motivational scales remained
unchanged. From the perspective of Dornyei’s (2009) L2 Motivational Self System, the stable
motivation scores likely reflect that university students' 'ldeal L2 Selves' are tied to deeply ingrained
professional and academic objectives. Such long-term goals are less susceptible to change through a
short-term technological intervention, explaining why the chatbot influenced task-level engagement
rather than restructuring the learners' broader motivational orientations. While Kipcgu (2025)
observed motivational gains in rural settings where Al served as a primary resource, the university
environment of this study treated the chatbot as a supplement, which may explain the lack of scale-
based change. Furthermore, the duration of the intervention is a critical factor; for example, Kim (2016)

achieved motivational benefits only after a longer, sixteen-week period.

In conclusion, as Safitri et al. (2025) also emphasize, chatbots are not intended to replace
human interaction but rather serve as supportive tools that provide learners with a “psychologically
safe” environment free from the fear of making mistakes. The findings of our study confirm that the
chatbot-supported application triggers speaking motivation in learners, but that a longer-term and
more deeply integrated structure within the curriculum is needed for this effect to evolve into a lasting

motivational transformation.
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CHAPTER VI

CONCLUSION

5.0. Introduction

This chapter presents the conclusions of the current study in relation to its research questions.
It also outlines implications and offers recommendations for further research, instructors, and foreign

language learners.

5.1. Conclusion

This study set out to examine whether chatbot-supported speaking practice could influence
two central affective variables in second language communication: foreign language speaking anxiety
and L2 speaking motivation. By combining quantitative measures with qualitative reflections, the study
aimed to capture not only measurable changes but also learners’ lived experiences within an Al-

mediated speaking environment.

The findings reveal that the impact of chatbot-based speaking practice cannot be reduced to
simple statistical outcomes. While the quantitative results did not indicate a statistically significant
decrease in speaking anxiety or a meaningful increase in long-term speaking motivation, the qualitative
data clearly demonstrated that learners experienced noticeable changes in their emotional
engagement, participation, and readiness to speak. This apparent discrepancy suggests that affective
development in L2 speaking is not always directly observable through standardized scales, particularly

in short-term interventions.

One of the most important conclusions of this study is that chatbot-supported speaking
practice functions as a psychologically safe environment rather than a transformative mechanism for
eliminating anxiety. Learners consistently described the chatbot as a non-judgmental and low-pressure
space where they could experiment with language, make mistakes, and rehearse their responses
without fear of negative evaluation. However, this emotional relief remained largely situational.

Anxiety associated with real-time, face-to-face communication—especially in evaluative classroom
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contexts—persisted for many learners. This indicates that speaking anxiety is a multidimensional
construct that includes not only cognitive and emotional components but also deeply rooted

physiological and social dimensions that are less responsive to short-term interventions.

At the same time, the findings highlight the role of chatbot-supported practice as an affective
and pedagogical scaffold. Rather than replacing classroom interaction, the chatbot appears to function
as a preparatory stage that allows learners to regulate their emotions, build confidence, and gradually
transition toward more demanding communicative contexts. For several participants, this preparatory
function was reflected in increased willingness to participate, reduced avoidance behaviors, and
improved classroom engagement over time. In this sense, chatbot-based speaking practice can be

understood as an intermediate space between private rehearsal and public performance.

The study also provides important insights into the nature of L2 speaking motivation. Although
no significant changes were observed in motivation scales, qualitative findings revealed increased
situational engagement. Learners reported enjoying the flexibility, accessibility, and immediacy of
chatbot interaction, and many engaged in speaking practice beyond classroom requirements.
However, this engagement did not translate into long-term motivational transformation. This finding
suggests that motivation at the university level is relatively stable and closely tied to broader academic
goals, institutional expectations, and assessment structures. As a result, short-term technological
interventions may enhance engagement without fundamentally reshaping learners’ motivational

orientations.

Another key contribution of the study lies in its identification of metacognitive development
as an important outcome of chatbot-supported practice. Many learners demonstrated increased
awareness of their speaking performance, emotional responses, and learning strategies. They reported
preparing in advance, monitoring their language use, and adopting strategies to manage anxiety and
improve fluency. These findings indicate that chatbot interaction may support not only language
production but also learner autonomy by encouraging reflective and self-regulated learning behaviors.
However, the results also suggest that awareness alone is not sufficient; some learners struggled to
translate reflection into effective action, highlighting the complex relationship between cognition,

emotion, and performance.

In addition, the study underscores the importance of social and contextual factors in L2
speaking development. While chatbot interaction reduced immediate social pressure, learners
continued to perceive face-to-face communication as more authentic, meaningful, and pedagogically

valuable. This preference points to the role of authenticity and interpersonal connection in sustaining
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long-term motivation and communicative development. It also explains why chatbot-supported

practice, despite its benefits, cannot fully replace human interaction in language learning.

Finally, the findings draw attention to several practical limitations of chatbot-based speaking
practice. Technical challenges such as speech recognition issues, overly complex responses, and
imbalanced conversational turns occasionally disrupted interaction and reduced learner engagement.
Moreover, the perceived lack of emotional authenticity in Al-mediated communication led some
learners to question its effectiveness. These limitations suggest that the pedagogical value of chatbots

depends on careful integration into instructional design rather than their use as standalone tools.

Taken as a whole, this study contributes to the growing body of research on Al-assisted
language learning by demonstrating that chatbot-supported speaking practice has a nuanced and
context-dependent impact on learners’ affective experiences. Rather than directly reducing anxiety or
increasing motivation in measurable terms, chatbots appear to facilitate a more favorable emotional

and participatory environment that supports learners’ gradual development as speakers.

From a pedagogical perspective, these findings suggest that chatbot-based tools should be
used as complementary resources that support preparation, practice, and affect regulation, rather
than as substitutes for classroom interaction. Future research could explore longer intervention
periods, different learner populations, and more integrated instructional designs to better understand

how Al tools can contribute to sustainable changes in speaking anxiety and motivation.

5.2. Practical Recommendations

The findings of this study suggest that chatbot-supported speaking practice can play a valuable
role in foreign language classrooms, particularly in addressing effective barriers to speaking. However,

its effectiveness depends largely on how it is integrated into the instructional process.

First, chatbot-based speaking activities should be positioned as a preparatory and supportive
tool rather than a replacement for classroom interaction. The results clearly indicate that while
learners benefit from the low-pressure and non-judgmental nature of Al-mediated interaction, they
continue to perceive face-to-face communication as more authentic and meaningful. Therefore,
teachers are encouraged to design tasks in which chatbot practice functions as a rehearsal stage before
in-class speaking activities. For example, students may first practice a topic with a chatbot and then

use this preparation to participate in classroom discussions.
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Second, chatbot use can be strategically employed to support effective regulation in speaking
tasks. Since many learners reported feeling more comfortable and less anxious when interacting with
the chatbot, teachers can incorporate Al-based activities to help students gradually build confidence.
This is particularly useful for learners who experience high levels of speaking anxiety or reluctance to
participate. Structured use of chatbots before high-stakes speaking tasks may reduce avoidance

behaviors and increase willingness to communicate.

Third, instructors should provide clear guidance and scaffolding when integrating chatbots into
speaking instruction. Some learners reported difficulties due to complex responses or imbalanced
interaction. To address this, teachers can assign level-appropriate topics, encourage shorter and more
balanced exchanges, provide prompts or conversation frames, and monitor students’ interaction

patterns.

Fourth, chatbot-supported activities can be used to promote learner autonomy and
metacognitive awareness. Encouraging students to reflect on their speaking performance, identify
their strengths and weaknesses, and experiment with different strategies can enhance the
effectiveness of Al-assisted practice. Teachers may incorporate reflective tasks, such as learning

journals or self-evaluation forms, alongside chatbot interaction.

Finally, it is important to recognize that chatbot-based tools should be integrated into the
broader pedagogical design of the course. Their impact appears to be limited when used as short-term
or isolated interventions. For more sustainable outcomes, Al-supported speaking practice should be

aligned with course objectives, assessment practices, and ongoing classroom activities.

5.3. Limitations of the Study

Despite its contributions, this study has several limitations that should be taken into

consideration when interpreting the findings.

First, the duration of the intervention was relatively limited. Since affective variables such as
speaking anxiety and motivation are known to be relatively stable over time, a short-term intervention
may not be sufficient to produce statistically significant changes. Longer exposure to chatbot-

supported speaking practice may yield different results.

Second, the study was conducted within a single institutional context with a specific group of

university-level learners, which may limit the generalizability of the findings. Learners’ responses to Al-
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supported speaking practice may vary depending on factors such as age, proficiency level, learning

environment, and prior experience with technology.

Third, the study relied on self-report measures and reflective data to assess learners’
experiences. While these instruments provide valuable insights into learners’ perceptions and
emotional responses, they may not fully capture the complexity of speaking anxiety and motivation,

particularly their physiological and behavioral dimensions.

Another limitation relates to the nature of the chatbot interaction itself. Technical issues such
as speech recognition problems, complex responses, and imbalanced conversational turns may have
influenced learners’ engagement and overall experience. These factors could have limited the

effectiveness of the intervention for some participants.

Finally, although the study adopted a mixed-methods design, the quantitative and qualitative
findings revealed different patterns, which, while theoretically meaningful, also point to the
complexity of measuring affective change. The absence of statistically significant results does not
necessarily indicate a lack of impact, but it does highlight the challenges of capturing subtle affective

shifts through standardized scales.

5.4. Recommendations for Further Research

Building on the findings and limitations of this study, several directions for future research can

be suggested.

First, future studies should examine the effects of chatbot-supported speaking practice over
longer periods of time. Longitudinal research designs may provide a clearer understanding of whether
sustained exposure to Al-mediated interaction can lead to measurable changes in speaking anxiety and

motivation.

Second, further research could explore the use of chatbots with different learner populations,
such as younger learners, lower-proficiency students, or learners in different educational contexts.
Since affective responses and learning needs may vary across groups, comparative studies could offer

more nuanced insights into the effectiveness of chatbot-based speaking practice.

Third, future studies may benefit from incorporating additional data collection methods, such
as classroom observations, behavioral measures, or physiological indicators of anxiety. This would
allow for a more comprehensive understanding of how affective variables develop and interact during
speaking activities.
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Another important direction involves investigating how chatbot-supported speaking practice
can be more effectively integrated into curriculum design. Experimental studies comparing different
instructional models—such as fully integrated Al-supported courses versus supplementary use—could

help identify optimal implementation strategies.

In addition, future research could further explore the relationship between affect regulation,
engagement, and metacognitive awareness in Al-mediated learning environments. The findings of the
present study suggest that chatbot interaction may influence these processes in subtle but meaningful

ways, and more focused research could help clarify these relationships.

Finally, given the rapid development of artificial intelligence technologies, future studies
should examine how advancements in chatbot design, such as improved natural language processing,
emotional responsiveness, and adaptive feedback, may influence learners’ perceptions, engagement,

and affective experiences in speaking tasks.
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APPENDIX-4. Foreign Language Speaking Anxiety Questionnaire

Foreign Language Speaking Anxiety Questionnaire - English Version

This questionnaire is prepared to collect information about your level of English language speaking anxiety that you experience in

classroom atmosphere. After reading each statement, please circle the number which appeals to you most. There are no right or

wrong answers for the items in this questionnaire. Thanks for your contribution.

‘1’ : Strongly disagree. ‘2’ : Disagree. ‘3’ : Not sure. ‘4’ : Agree. ‘5’ : Strongly agree.

Statements Strongly [Disagre [Not Agree [Strongly

Disagree e Sure Agree
1. I am never quite sure of myself when | am speaking in English. 1 2 3 4 5
2. |am afraid of making mistakes in English classes. 1 2 3 4 5
3. | tremble when | know that | am going to be called on inEnglish classes. 1 2 3 4 5
4. | get frightened when | don’t understand what the teacher issaying in English 1 2 3 4 5
5. | start to panic when | have to speak without preparation inEnglish classes 1 2 3 4 5
6. | get embarrassed to volunteer answers in English classes. 1 2 3 4 5
7. | feel nervous while speaking English with native speakers. 1 2 3 4 5
8. | get upset when | don’t understand what the teacher iscorrecting. 1 2 3 4 5
9. I don’t feel confident when | speak English in classes. 1 2 3 4 5
10. I am afraid that my English teacher is ready to correct everymistake | make. 1 2 3 4 5
11. | can feel my heart pounding when | am going to be called onin English classes. 1 2 3 4 5
12. | always feel that the other students speak English better than Ido. 1 2 3 4 5
13. | feel very self-conscious about speaking English in front ofother students 1 2 3 4 5
14. | get nervous and confused when | am speaking in Englishclasses. 1 2 3 4 5
15. | get nervous when | don’t understand every word my Englishteacher says. 1 2 3 4 5
16. | feel overwhelmed by the number of rules | have to learn tospeak English. 1 2 3 4 5
17. | am afraid that the other students will laugh at me when Ispeak English. 1 2 3 4 5
18. | get nervous when the English teacher asks questions which | haven’t prepared in advance. 1 2 3 4 5
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APPENDIX- 5. L2 Speaking Motivation Scale

Statements

1 Strongly Disagree

2 Disagree

3 Slightly Disagree

4 Slightly Agree

5 Agree

6 Strongly Agree

Attitude Toward Learning to Speak English

| enjoy speaking English.

| enjoy speaking English more than reading English.

| enjoy speaking English more than writing English.

| am very interested in learning to speak English.

| admire Turkish students who can speak English well.

| would enjoy talking with native English teachers.

| enjoy speaking English more than listening to English.

I look forward to my English speaking classes.

| enjoy English speaking classes more than other classes.

10

| look forward to opportunities to speak English.

11

| think that English is the most important subject in

school.

12

Speaking English is important for university students.

13

| consider speaking English to be one of the most

important skills to learn in school.
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L2 Speaking Motivational Intensity

| concentrate well when | speak English.

I think I try to speak English more than other students.

| speak English as much as possible in class.

I look for opportunities to speak English outside of class.

I make an effort not to make grammatical mistakes when |

speak English.

I spend a long time studying English.

| study English more than most of my classmates.

| often think about how | can improve my English speaking

skills.

| work hard to become an excellent speaker of English.

10

I plan to keep improving my English speaking skills even

after graduating from college.

Desire to Learn to Speak English

I would take an English conversation course in school, even if

it were not required.

| wish | had more classes in which | could speak English.

I really want to learn to speak English better.

Learning to speak English is more important than learning to

read English.

Learning to speak English is more important than learning to

write English.
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| seek out opportunities to speak English.

| study English speaking on my own through radio or TV

language program.

| believe that Turkish students should be taught to speak

English at school.

My desire to learn speak English is increasing.

I wish | could speak English perfectly.

(Adapted by Iwamoto, 2015 from Gardner, 1985)
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APPENDIX- 6. Participants’ Portfolios

Artificial Intelligence Assisted Conversational Practices

-How many minutes have you spent in conversation with the Al?

-How anxious do you feel when speaking with the Al compared to speaking in class?

. 01 02 as Oa as

Quite Anxious Quite Relaxed

-How would you rate your fluency (smoothness and flow of your speech) when speaking with the Al

compared to when speaking in class?

. O1 02 O3 O4 Os

Needs Improvement Excellent

In-Class Practices

Behavioral Evaluations
-Have you felt any behavioral/physical indicators of anxiety during speaking practices in the
classroom this week? If yes, please explain and rate the level of your anxiety.

Ex: (trembling, shaking voice, stomachache, hesitation to speak)

. O1 02 O3 04 05

Quite Anxious Quite Relaxed

Linguistic Evaluations

Have you tried initiating conversations within the face-to-face classroom speaking practices this week?
Did you speak up in class to express your thoughts at all this week?

How would you rate your participation in this week’s class and what would be made to increase your

participation? Please explain and rate your participation.

. M1 02 O3 Oa Os

Needs Improvement Excellent

EXTRA:

(If you want to comment additionally on anything, please use this space to share your comments.)
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APPENDIX-7. Post-Study Student Reflections

1. Do you enjoy using ChatGPT?

2. Do you think Al can be a replacement of human-beings for anxious learners of ELT?

3. Do you believe that these Al-assisted conversations helped you relieve your stress in speaking English?

4. Would you continue using Al to practice speaking English?

5. Do you use speech-enabled ChatGPT outside of this class?
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APPENDIX-8. Researcher’s Weekly Journal

A. Behavioral Indicators

Speaking Anxiety Indicators

-Body Language Confidence (avoiding eye contact, etc.)
-Vocal Confidence (speaking volume, hesitation, trembling voice, etc.)
-Fluency Under Pressure (pause frequency when responding)

L2 Motivation Indicators

-Engagement (the level of enthusiasm, willingness to communicate, etc.)
-Risk Taking in Language Use (trying to use vocabulary or complex sentences)

-Effort in Communicating Ideas

B. Linguistic Indicators
= -Fluency (smoothness)
= -Pronunciation (clarity and stress)
= -Vocabulary Usage
= -Grammar and Accuracy

= -Coherence (logical flow of ideas, effective transitions)

-How many students (number) engaged in longer, in-depth conversations (e.g., more than 5 minutes

at atime)?

-How many students (number) initiated conversations with Al beyond the minimum required time or

task?

C. Classroom Atmosphere and Learning Environment

e How many students (number) actively supported their peers in discussions or presentations (e.g.,
providing feedback or encouragement)?

e How many students (number) demonstrated noticeable improvements in their willingness to
participate in class activities (e.g., volunteering answers, initiating discussions)?

e How many students (number) visibly appeared more confident or less anxious in front of their

peers compared to earlier weeks?
About how long | talked as a teacher:
And how long did the students talk:

How many sentences did the students use while speaking:
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APPENDIX-9. Syllabus

Syllabus
Week 1 Introduction
Outline
Week 2 Why Public Speaking Matters Today
Week 3 Researching Your Speech
Week 4 Organizing and Outlining
Week 5 Building Confidence & Delivery
Week 6 Audience Analysis
Week 7 Supporting Ideas and Building Arguments
Week 8 Special Occasion Speaking
Week 9 MIDTERMS
Week 10 Informative Speaking
Week 11 Persuasive Speaking
Week 12 Understanding Small Group Communication & Decision Making
Week 13 Intercultural Communication
Week 14 Listening Matters!
Week 15 FINALS
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APPENDIX- 10. Permission to Use L2SMS

Gokge Topluk * ® « H

=
f;gjf:):\:m SLLPLET. OB ¥arsz FPAZ LV, A/ FARFLARTHEMTFEILTVET, 7y LA OETATRE 1 2015F 0P RRAN TERE N
— F7—mL2 Speaking Motvation Scale?) R AT XM ERDCL &7,
CONGRE ETHIE CEREL TUAN Ch ERETRATULL L BTRETL & A,
BEREIBMILETH. LA BBOVELET.
CHEBVURLET,

F=' b2
X2

*

%
/

%Ny ¢

Doar Rocipiont,
I hope this message finds you well My name is Gokge Topluk, and lam a at Inonu U y-Turkiye | am seeking permission fo use an adaptaton of Gardner’s 12 Speaking
Motivaton Scale which was created by Professor Norko lwamoto in her 2015 thesis dissertation at Temple University

‘Would it be possible to forward this request 10 Professor Iwamoto or provide her contact information?
Thank you for your assislance.
Best regards

Gokge Topluk
Inonu University

Re: Calling for Help Gefen xutusu 2

4 Bu e-postay: Gzetle

@W- ® «

Dear Gekse,

1 received your email from the Toyo University office.

I'm glad that you are nterested in the scale | used in my dissertation
Please use the scale and | hope that it will help your research

Best regards,
Noriko lwamoto
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APPENDIX-11. Permission to Use FLSAS

Request for Permission to Use Adaptation of FLSAQ (Exemall Gelen Kutsu < X & B

Gokge TOPLUK 1662024501201 fy @ & i

Dear Assoc. Prof. Dr. Gokhan Ozturk,

I hope this message finds you well. My name is Gokge Topluk, | am currently working as a research assstant and pursuing my master's thesis in English Language Teaching at Inona

Universiy | am conducting a study on foreign language speaking anxiety focusing on its impact on leamers' 12 g with the of artifical inteligence fools

In my research, | came across your adaptation of the Foreign L king Anxiety Q . where you selected 18 tems from the onginal 33 items developed by Horwitz et al.
(1986). | boliove thesa itoms aro diroctly rolovant to my study, and | would EKa o INCorporato your adaptation into my thesrs.

1 would be grateful if you could grant me ission 10 use your jon of the ire. | assure you that proper credit will be given in my work, and | will adhere (o any guidelnes
you may have regarding its use

Thank you for considenng my request | look forward to your positive response

Best regards
Gokge TOPLUK

Gokge TOPLUK
Inoni Unwersites
Ingibz Dili Egitim| Aragtirma Goreviist

( “ Yanitla ) (jr’ Yonlendir ) (@)

Gokhan OZTORK

Ahcr: ben »

Dear Gokge,

1 hope this email finds you well.

Of course you can use the scale/items in your work. Wish you good luck in all your studies!

Warm Regards,

Dog. De. Gokhan OZTURK

Ejitim Fakiiltesi
Yabana Diller E§itimi Bolumi
Eskigebir, Turkiye

Assoc. Prof, De. Gokhan OZTURK

Anadolu University

Faculty of Education
Department of Foreign Language Education
Eskigehir, Turkey
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