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‘It wasn’t like getting up in
front of the class to speak’:
Promoting L2 motivation and
reducing L2 speaking anxiety
through a podcasting project

Riccardo Amorati, Elisabetta Ferrari and John Hajek

1. Introduction

One of the major difficulties facing language learners—especially those at the
elementary or intermediate level—is gaining confidence in communicating
in the L2. Oral activities are those most generally associated with a sense
of anxiety and inadequacy on the part of students. These negative feelings
can have a detrimental impact on the overall enjoyment of their learning
experience (see Kim, 2009; Young, 1990). For this reason, it is important to
diversify language curricula by proposing and evaluating novel activities that
are sensitive to ‘the overwhelming presence of anxiety that foreign language
classroom learning incurs’ (Kim, 2009, p. 154). It is also important to
present activities that have a direct positive influence on students’ overall
motivation and foster their engagement, that is, their active participation
and involvement in academic tasks (Mercer & Darnyei, 2020).

This chapter presents a student-centred, project-based activity developed at
the University of Melbourne, which aims to increase student motivation and
reduce the anxiety normally associated with speaking activities, while also
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contributing to a diversification of the language curriculum. The activity
is included in an intermediate Italian studies subject and consists of the
production of podcasts in Italian on topics chosen by students. The project
also incorporates the use of student-generated content (SGC), as these
podcasts are used in class by students as a starting point for listening
comprehension activities and class discussions. Selected podcasts are also
submitted to the Australian national radio station SBS Italian, which
broadcasts fully in Italian for an Italian-speaking audience in Australia and
potentially elsewhere.

In this chapter, we first present the project and explain two key methods
underpinning its structure, namely project-based learning (PBL) and the
use of SGC. We then review previous scholarship on L2 motivation (Deci
& Ryan, 1985; Dérnyei, 1994, 2001; Lambert et al., 2017), and language
anxiety (Gkonou, et al., 2017; Kim, 2009) that informed its design. Finally,
we present the results of a study that aimed to 1) examine the effect of the
project on students’ motivation, and to 2) explore whether it was effective
in reducing levels of anxiety normally experienced during traditional
oral presentations.

2.Project design: Capitalising on PBL and
the use of SGC

As noted above, the project incorporates PBL and SGC, with both methods
associated with a shift from a teacher-centred to a learner-centred curriculum
(see Brown, 2003). In a traditional teacher-centred pedagogy, the teacher
has full control over the learning process, and, thus, has complete authority
in the choice of teaching materials and their delivery. In contrast, a learner-
centred pedagogy aims to provide opportunities for students to shape their
own learning experiences by giving them more freedom in the choice of
learning content and by promoting cooperative and authentic activities in
which the teacher takes the role of a facilitator (Brown, 2003).

PBL is a teaching method that fosters content and skill acquisition through
group activities aimed at the creation of a final product that holds meaning
for students and that has real-world relevance (Buck Institute of Education,
2022; Larmer et al., 2015). Based on group work and self-directed learning,
PBL contributes to a decentring of pedagogical practices (see Mergendoller
et al., 2006). There is a wealth of literature on the benefits of PBL on
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motivation, student engagement, learner autonomy and self-regulation, as
well as on the acquisition of skills, such as problem-solving, communication
and collaboration (see Stefanou et al., 2013; Stoller, 2006; Supe & Kaupuzs,
2015). PBL has been incorporated in various courses on offer in the Italian
studies program at the University of Melbourne. For instance, upper-
intermediate students of Italian work on the design and production of
a theatre project as part of their assessment (Absalom, 2017, 2021) and
advanced students are supported in the creation and self-publishing of a
short storybook in Italian (Amorati & Hajek, 2021).

As noted previously, the project-based activity presented in this chapter
consists of the production of a podcast. There is a developing body of
literature on the use of podcasting in language classes in different contexts,
such as Anglophone countries, Malaysia and Nigeria (see Martin &
Beckmann, 2011; Mbah et al., 2013; Samperi Mangan, 2008; see also
Amorati et al., 2022; Ferrari et al., 2024; Hasan & Hoon, 2013). Generally,
students perceive podcasts as very motivating—they are both an authentic
listening source and a popular media genre (Martin & Beckmann, 2011).
As we have observed elsewhere (Amorati et al., 2022), an additional benefit
of podcasts is that they are characterised by a colloquial and informal style,
which is generally appealing for students (Edirisingha et al., 2007).

A considerable novelty of the podcast project in comparison to other activities
on offer in our Italian program and to those reported in the literature on
podcasting (e.g. Martin & Beckmann, 2011; Samperi Mangan, 2008) is that
it combines PBL (with students working on the creation of a podcast entirely
in Italian) with the use of SGC, as the podcasts created by students are used
in class as teaching materials. As noted previously, the use of SGC stands in
contrast to current approaches to L2 task design, which are generally reliant
on teacher-generated content. It is argued that the inclusion of SGC as part
of the project contributes to decentring pedagogical practices, in that it is
students who choose the topics and then create the content for assessment
and class discussion, not teachers. By giving students more agency in topic
choice and in materials to be included in the syllabus, and by encouraging
group work and independent learning, it is also hoped that their motivation
will increase (see Section 3). SGC has, in fact, a clear influence on students’
motivation. Lambert’s (1997, 2004) research suggests that reusing student-
produced content in later stages of a project or series of sequential tasks
has a positive impact on students” learning progression and contributes to
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their investment in the learning process. Additionally, there is evidence that
learner-generated tasks have greater positive effects on students’ motivation
and performance than teacher-generated tasks (Lambert et al., 2017).

In terms of structure, as we have discussed elsewhere (Amorati et al., 2022;
Ferrari et al., 2024), the project, which spans a 12-week semester, consists
of three parts. The first part (generally weeks 2—4) includes the ‘experiential
phase’: students are exposed to podcasts through listening comprehension
activities and familiarise themselves with their genre-specific conventions.
They are also assigned resources to improve their pronunciation and
intonation. Students then choose their own groups and are presented with
the ‘challenge’: creating a five-minute podcast for a real audience on a topic
of their choice relating, for instance, to their experience as students, to
Italian cultural events in Melbourne or worldwide (see Ferrari et al., 2024,
for an overview of topics chosen over the years).

In the second part (weeks 5-9), students work in groups on their podcast
script and are required to submit it one week before recording, so that
they can have sufficient time to rehearse the corrected version before the
recording. As part of the feedback on the first script, students receive
grammatical corrections and may also receive queries or requests to make
additional changes to their script, following an authentic review process.
In normal circumstances, the recording is done in a professional studio
located at the University of Melbourne with the help of their teacher
and a sound engineer. Considerable time is allocated for each recording
session to allow extra time for retakes and feedback on various aspects of
students’ pronunciation, fluency and overall language skills. The feedback
aims to improve the quality of the recorded performances, emphasising
clear articulation and pronunciation as well as expressive and authentic
intonation. One week after the recording, students are required to submit a
personal reflection in which they contemplate their individual contributions
to the project, reflect on the skills they have learnt and assess their group’s
collaborative dynamics. While peer evaluations are not formally integrated
into the project in its current design, this reflection provides an opportunity
for students to critically examine their group’s collaboration. During the
COVID-19 pandemic, when online delivery was the norm, students were
required to work on the project entirely online and were responsible for
recording the podcast themselves. No other structural change was deemed
necessary, so it can be said that the shift to online teaching did not cause any
significant disruptions to its delivery.
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In the third part (weeks 10-12), the podcasts are played in class and are used
as part of listening comprehension activities and as a starting point for class
discussions on the topics presented. This means that in the last three weeks
of the semester, discussion centres on topics chosen by students.

In terms of assessment (see also Ferrari et al., 2024), students receive a mark

and feedback on:

* their first podcast script (use of language, vocabulary and structure,
research and data collection)

* the final recording (accuracy and pronunciation during voice recording,
coherence and teamwork as per the final recording)

* the reflection submitted at the end of the activity.

As mentioned earlier, students also receive real-time feedback on their
pronunciation and intonation during the recording session, aimed at

enhancing the quality of the final podcast.

3. Diversifying the language learning
experience: Enhancing motivation and
alleviating language anxiety

In this section, we present scholarship on two key areas that informed the
design of the project (see Ferrari et al., 2024, for a general overview of
its theoretical underpinnings), namely scholarship on L2 motivation and
language anxiety.

3.1. Motivating students and increasing their
engagement in L2 learning

In the design of the project we drew upon previous scholarship on
motivational teaching practice (Dornyei, 2001) and engagement (Mercer &
Dérnyei, 2020). Scholars in this area agree that motivation and engagement
tend to increase if the activities presented are varied (that is, contain different
components that include different skills), include elements of novelty for
students, are meaningful and cater to students’ interests.
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As Lambert et al. (2017) note, allowing students to personalise their work
based on their interests and life experiences clearly contributes to improving
their engagement with language use and their affective response to the
task(s) at hand. It is argued that enabling students to learn a language
while developing their interests is particularly important in the Australian
university context, where students pursue language studies alongside a range
of other disciplines, and are therefore likely to have different interests and
expectations regarding the content to be covered in L2 classes (see also
Amorati et al., 2022).

One of the primary goals of the project was to enable students to develop
intrinsic motivation—that is, the drive to engage in tasks or activities that
are perceived as personally relevant, are deemed satisfying in themselves and
involve some degree of challenge (see Noels, 2001). Intrinsic motivation is
considered to be more effective than extrinsic motivation, which is instead
driven by the fulfilment of externally imposed obligations and can often fade
when these obligations cease to exist (Noels, 2001, 2009; Noels et al., 2003).
Déornyei (1994, 2001) notes that intrinsic motivation should be fostered in
language classes by encouraging students’ autonomy in learning whenever
possible and by including activities on topics of interest to students. In the
podcast project, we aim to foster the development of intrinsic motivation by
giving creative freedom to students regarding both the topics of the podcast
(which become topics of class discussion in the latter part of the course, see
Section 2) and the organisation of the group work. It is also hypothesised
that the presence of a real audience and the real-world relevance of the
project can help make learning more meaningful and satisfying for students
and, thus, impact their sense of accomplishment and overall engagement
with the task at hand.

3.2. Reducing language anxiety in oral activities

The design of the project also draws upon research addressing issues of
student anxiety in second language acquisition. Language anxiety is a term
used to refer to the feeling of apprehension and, in the most severe cases,
even fear, in contexts and situations where language students are asked to
communicate in their L2 (Dewaele, 2007; Gkonou et al., 2017). As noted
previously, oral activities and oral assessments conducted in class, such
as classroom presentations or tasks involving unrehearsed speaking, are
generally considered by students to be anxiety inducing (Kim, 2009; Young,
1990; see also Gregersen & Maclntyre, 2014). Fear of oral presentations
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can have an overall negative effect on learning progression as well as student
experience (Grieve et al., 2021). Foreign language anxiety is also more
common in teacher-centred contexts, where power differentials are often
marked and students may fear being judged (Dewaele et al., 2019).

Anxiety about oral presentations or public speaking is not a phenomenon
only restricted to language learning (see Grieve et al., 2021, for a broader
perspective), but it is particularly relevant to second language users, due
to the fact that they generally have less control over ‘what they say in the
target language, how they say it and what image of themselves they project’
(Amorati & Venturin, 2021, p. 39), particularly at lower levels of proficiency.

There is general agreement that language anxiety can be reduced by
creating and fostering community building in the L2 classroom, as well
as by presenting activities that are more sensitive to students’ sources of
anxiety, particularly regarding oral testing (see Gregersen & Maclntyre,
2014). For this reason, we decided to replace the more traditional oral
class presentations with a more complex project that tests both writing and
oral skills. In fact, there is evidence that PBL can contribute to alleviating
language anxiety and to improving students’ willingness to communicate
in the L2, mostly because it encourages collaboration and the sharing of
responsibilities and tasks (see Miguel & Carney, 2022).

4. An empirical study: Methodology

To examine various aspects related to the mechanics of the project and its
effect on students’ learning, we conducted a mixed-methods study. The data
collected via a questionnaire eliciting both quantitative and qualitative
responses from the 2018 and 2019 on-campus cohorts (n = 24) and from
the 2020 and 2021 online cohorts (n = 10) are complemented by those
obtained via semi-structured interviews with on-campus respondents (n = 7).
The rationale for focusing on students from different academic years and,
consequently, different modes of study is that one of our goals is to evaluate
whether the project retained its effectiveness in the transition to online
teaching. It should also be noted that the online and on-campus cohorts
had the same instructors, so no differences in aspects like class management
or teaching style were expected to affect students’ motivation and language
anxiety, which are constructs influenced by contextual factors (Dewaele,

2007; Dewaele et al., 2019; Mercer & Dornyei, 2020; Noels, 2009).
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Both questionnaire and interview respondents were asked various
questions regarding their attitudes towards the project and its components
(for example, what they enjoyed or did not enjoy about it, what benefits
it had for them, whether they liked working collaboratively and listening
to their podcasts in class, how it compared to a more traditional oral
presentation as an assessment method, what skills they developed, what
problems they encountered, etc.). Online students were also asked if they
enjoyed the project as an online activity and if they liked being able to talk
about topics of immediate relevance in their podcast, such as their experience
during the pandemic. In this chapter, due to our research focus, we report
only on data related to the impact of the project on students’ motivation
and language anxiety, and evaluate whether considerable differences were
present in the experiences of on-campus and online students. Our goal is
to examine whether the project was perceived as motivating and whether
it was successful in reducing the level of anxiety typically associated with
class presentations.

Due to space limitations, the reader is referred to Amorati et al. (2022)
and Ferrari et al. (2024) for a detailed overview of the design of the study,
of the research materials (questionnaire and interview guidelines), as well
as of the demographic and study-related characteristics of the on-campus
sample. Similarly to on-campus respondents, the online sample consisted
of students enrolled in different degrees (like arts, music and science), with
a predominance of arts students. All online students were female and were
mostly in the 18-25 age bracket. They were all domestic students with
one exception.

The qualitative data collected via the questionnaire and the interviews were
analysed using the software NVivo 12 by means of general content analysis
principles (Dérnyei, 2007; O’Leary, 2010). First, descriptive codes and
subcodes were identified both deductively (in light of the topics targeted
in the study) and inductively (unanticipated codes that emerged from the
data) by performing a line-by-line coding of the data. After the first coding
process was completed, four themes were found to subsume the previous
descriptive codes. These will be used to present the data in the findings.
Quantitative data were analysed using descriptive statistical procedures.
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5. Findings and discussion

In this section, quotations from on-campus and online students are marked
with the abbreviations OC and OL, respectively. Extracts from interview
data are labelled with INT. It should also be noted that the percentages
included in the tables are rounded to non-decimals. Because of this, in
one instance (Table 8.2, item 2), percentages do not add up perfectly to
100 per cent.

5.1. Impact of the project on motivation

As noted previously, the analysis of the data revealed that four highly
interconnected factors contributed to students’ motivation. They are
displayed in Figure 8.1. In the next sections, we focus on each factor
separately.

Figure 8.1. Factors contributing to students’ motivation
Source: Authors.
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5.1.1. Freedom in topic choice and self-directed learning

Our qualitative findings were very encouraging. Most students, both
from the on-campus and online cohorts, reported enjoying the project.
Enjoyment was often linked to freedom in creative production: students
appreciated being given the opportunity to focus on a topic of their choice
that they perceived as personally relevant. They also valued the chance to
engage in self-directed learning. These aspects are clearly illustrated in the
quotations below:

Being able to choose a topic [was the most enjoyable aspect of the
project] ... Having the opportunity for free learning permitted me
to find a topic that was directly relevant to me.

(0C)

I really enjoyed that the project was self-directed, and we could
choose the topic ourselves.

(0C)

I enjoyed having the ability to have a lot of control over what I was
producing as well as ... to extend my learning beyond the textbook.

(OC)

There wasn’t [sic] too many rules so we had freedom to play around
and have fun with it [the script].

(OL)

Freedom in creative production meant that many participants viewed the
project as conducive to the creation of a personally relevant finished product
rather than simply as an academic assignment. This finding is in keeping
with previous studies showing that having students personalise their work
based on their interests and life experiences contributes to their engagement
and overall motivation for L2 learning (Dérnyei, 2001; Lambert et al.,
2017; Mercer & Dérnyei, 2020).

5.1.2. Novelty and challenge

Students also enjoyed the project because it was unlike any other assessment
that they had completed before. In keeping with Dérnyei’s (2001) and
Mercer and Dérnyeis (2020) observations about motivational teaching
practices (see Section 3), we found that the inclusion of novel elements had
a positive impact on students’ motivation and general level of classroom
engagement. Several questionnaire respondents cited the project’s ‘novelty’
as a reason for their enjoyment of the activity:
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It was nice to do something a bit different for an assessment. This
was far more fun than just doing a presentation in class, probably
because it was novel to pretty much everyone.

(0C)
The fact that we were doing something different was very motivating,.

(00
It was exciting and different.

(OL)

The multi-dimensional and real-world assessment was a fantastic
experience.

(OL)

As can be seen in Figure 8.2, most participants across cohorts also enjoyed
the project, as they considered it an enjoyable challenge. Students were, in
fact, expected to oversee all aspects related to script creation and podcast
production and were given considerable freedom in organising a complex
and multi-step project.

Figure 8.2. The project as a challenging experience
Source: Authors.

Working on tasks that represent a positive challenge has a clear impact
on student motivation (Deci & Ryan 1985) and encourages a deeper
engagement with the learning process (Lambert et al., 2017).
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5.1.3. Tangible accomplishment and meaning

Another aspect contributing to motivation was the fact that the project
entailed the production of a meaningful finished product that students
could call their own and could share with others. The quantitative data
reported in Table 8.1 show that most respondents from both the on-campus
and online cohorts agreed or strongly agreed that the project was rewarding
and allowed them to use their language skills to produce something tangible.

Table 8.1. The project as a rewarding experience and as an example
of project-based learning

Strongly Agree Not sure | Disagree | Strongly
agree disagree
Items OC | OL [ OC | OL ([OC|OL | OC|OL | OC|oOL
1) The podcast project
was a rewarding 54% | 70% | 38% | 30% | 8% [ 0% | 0% | 0% | 0% | 0%
experience

2) The podcast project
allowed me to use

my language skillsto | 67% | 50% | 25% | 50% | 8% | 0% | 0% | 0% | 0% | 0%
produce something
tangible'

Total OC (n=24)
OL (n=10)

Notes: Data from on-campus (OC) and online (OL) students. The most selected
responses for each sample group are in bold.

Source: Authors.

As can be seen, online students had particularly positive attitudes towards
the project, with 70 per cent strongly agreeing that it was rewarding.
The opportunity to work collaboratively was especially welcome due to the
isolation experienced during the pandemic-related lockdown period:

The podcast project really allowed me to get to know a small group
of people well, which meant I could connect more online.

(OL)

For these students, the project not only represented an opportunity for
social/peer interaction after the shift to online teaching, but also gave them
a chance to use Italian more meaningfully to discuss topics immediately
relevant to them and their own experience(s) during the pandemic, with

1 Please note that the data reported for on-campus students related to this item are also discussed in
Amorati et al. (2022), in which the focus is on the acquisition of L2 skills.
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many podcasts focusing on these themes in 2020 and 2021. Students
generally enjoyed the opportunity to bring their lived experience into
the classroom and share it with others while also completing an academic
assignment and improving their language skills:

I really enjoyed talking about the COVID situation at the time with
my group because there was so much to talk about since we were
literally right in the middle of it. I liked the fact that we were talking
about something so relevant and highlighting the difficulties and/or
surprising benefits of the pandemic on our studies.

(OD)

As the qualitative data demonstrate, the fact that the project had the
production of a podcast with a clear audience in mind as its ultimate goal
made it more significant for students, pushing them to put more effort into
the final product. As Lambert et al. (2017, p. 667) note:

the meaning that tasks have for learners is crucial as it will determine
the degree to which they are willing to become personally invested
in the performance of a task in terms of devoting their time, talents,
and energy into its performance.

This is clearly reflected in our data:

The desire to produce the podcast to a high standard was stronger as
I'was representing myselfin a different way, not simply demonstrating
language skills.

(OL)

The results presented so far show that the project contributed to the
development of intrinsic motivation. As noted in Section 3, intrinsic
motivation denotes the desire to perform an activity in which the person
is interested, and which involves some degree of challenge. An additional
characteristic of this type of motivation is the sense of satisfaction and
reward associated with the completion of a meaningful task (Deci &

Ryan, 1985).
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5.1.4. Real audience and conversational language

Table 8.2. The use of language as part of the project and its link to the
Italian presence in Melbourne

Strongly Agree Not sure | Disagree | Strongly
agree disagree
Items ocC OL | OC |  OL | OC| OL |[OC| OL |(OC | OL

1) Creating and
recording a podcast
enabled metouse |42% |60% | 42% | 40% | 8% | 0% |8% | 0% | 0% | 0%
the language in a
real way

2) The podcast
project allowed
me to use ltalian in
a more authentic
way beyond the
classroom?

3) The podcast
project made me

33% | 60% | 54% | 20% | 8% | 0% |[4% | 20% | 0% | 0%

reflect on the 42% | 50% | 42% | 10% | 12% | 20% | 4% | 20% | 0% | 0%
Italian presence in
Melbourne
Total OC (n=24)
OL (n=10)

Notes: Data from on-campus (OC) and online (OL) students. The most selected
responses for each sample group are in bold.

Source: Authors.

If we look at the first two items in Table 8.2, it can be seen that participants
from both the on-campus and online group mostly agreed or strongly
agreed that creating and recording a podcast prompted them to use Italian
for a real purpose (item 1) as well as to use it more authentically beyond
the classroom (item 2), for instance, to research topics of interest for a real
audience. Once again, no important differences were found between the
on-campus and online groups.

As we have noted elsewhere (see Amorati et al., 2022), students also
appreciated learning about more colloquial forms of Italian. Many students
noted how the discursive style required to make their podcast more engaging
prompted them to familiarise themselves with colloquial Italian phrases
as well as with the use of discourse markers and filler words that are not
generally required in other, more formal academic assignments:

2 DPlease note that the data reported for on-campus students related to item 1 and 2 are also discussed
in Amorati et al. (2022), where the focus is on the acquisition of L2 skills.



8.ITWASN'T LIKE GETTING UP IN FRONT OF THE CLASS TO SPEAK’

I wrote my script, so it forced me to write in a new style that I had
not previously written in Italian before. Since most of our Italian
writing is just paragraphs/essays in assignments.

(00

In line with previous studies (Martin & Beckmann, 2011; Moreno-Lépez et
al., 2017; Samperi Mangan, 2008), these findings indicate that podcasting
has the benefit of diversifying the linguistic input presented to students
(see Amorati et al., 2022, for further discussion on this).

The qualitative responses reveal that students identified a diverse audience
for their podcasts: 1) Italian speaking family and friends they shared their
project with; 2) other students in the Italian class (as part of the final part
of the project including the use of SGC); and 3) a community of Italian
speakers, both in Melbourne and in Australia. Over the years in which the
project has been offered, many podcasts have focused on events related to
the Italian community in Melbourne (for example, cultural festivals and
events, exhibitions by Italian artists, etc.). This may explain why several
students strongly agreed or agreed that the project made them more aware
of the Italian presence in Melbourne, as can be seen in Table 8.2 (item 3).

The inclusion of student-generated podcasts as part of classroom activities
also appeared to be particularly appreciated. Listening to other groups
podcasts not only enabled students to learn about new topics, but also to
find out more about their classmates, with these activities contributing
to community building as well:

I really enjoyed listening to the other groups recordings: they
were really fun and involved novel topics and approaches. [I] was
impressed by the talents and abilities of the students in our course!
This was very encouraging.

(00)

I was mostly amazed by how much effort everyone put in; and by
how good they sounded.

(00

I really loved this part. It was so interesting to see how other people
took the same criteria and came up with something completely
different. It was also just nice to share with each other.

(OL)
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(I] loved [listening to other groups’ podcasts]. I got to learn more
about my classmates. Perhaps mostly it was the opportunity as ... we
do not see content from our classmates often. So to be able to receive
this amount of information in an easy-to-access way that required
lictle time invested was simply a gift.

(OL)

The use of SGC is often tied up with concerns about linguistic perfection
and adequate models, as content produced by students is likely to
include errors or forms that deviate from native norms. These concerns
were reflected in the comments of some students, who emphasised their
preference for native-produced listening sources. Others, however, pointed
out that content produced by their peers was effective because it was more
understandable, as it included linguistic structures and a vocabulary range
shared by all students in the course. The two statements below exemplify
these trends:

[Listening to other students’ podcasts] was good. However, because
our accents are not refined (mine included!) I thought it would be
better to listen to a native speaker for listening practice.

(0C)

Since we are mostly at the same language level, it was fairly easy to
understand the vocab and grammar structures they have used.

(OL)

The findings presented in this section suggest that SGC has considerable
benefits and should be included in the curriculum as a means of expanding
and diversifying the materials presented, as it contributes to improved student
motivation. However, students’ comments also point to the importance of
retaining more traditional listening activities that incorporate materials
produced by native speakers. This is done in the first part of the project,
where students are exposed to podcasts produced for an Italian audience.

5.2. Impact of the project on language anxiety

Figure 8.3 displays students’ ratings regarding the level of anxiety that
they experienced while recording the podcast script as opposed to what they
would experience during a more traditional oral presentation.
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Figure 8.3. The level of anxiety experienced in comparison to a class
presentation

Source: Authors.

It can be seen that most respondents from both groups strongly agreed that
they felt less stressed recording the podcast than doing a class presentation.
These findings were supported by the qualitative data:

It was enjoyable to have something collaborative and not so stressful
like an oral presentation.

(OL)

It wasn’t like getting up in front of a class, it was more interesting
because doing an oral presentation in front of a class is kind of
boring and also ... I would be even more nervous for it ... whereas
I wasn’t as much for it.

(INT)

Students experienced lower levels of anxiety recording a podcast because they
had the opportunity to rehearse the script at length and re-record difficult
sentences or individual words in case of mistakes during the recording
session. Feedback received from the teacher or from other students during
the recording session was perceived as more meaningful, as the goal was to
create a better finished product rather than simply completing an academic
assignment. Students were also working with their group rather than in
front of the whole class, so the feedback was received in a fairly ‘save-face’
environment. These trends are illustrated in the following quotations:

[Recording the script in the recording studio] was an interesting
experience. We had more than one chance to go. It was far more
relaxing than delivering presentation in front of a class. In the end,
we would have a nice podcast recording to keep.

(00)



196

DISRUPTING, DECENTRING AND DIVERSIFYING LANGUAGES AND CULTURES IN AUSTRALIAN UNIVERSITIES

For the oral [presentation] you can try, but you only have one chance
[to pronounce something correctly], but with the podcast we were
stopping and starting and making sure that everyone pronounced
correctly.

(INT)

Instead of standing in front of the class and taking on the role of a teacher
by giving a class presentation, the project contributes to a decentralisation
of teaching and learning practices: students work on the podcast and
receive feedback outside the classroom, and the finished product—which
incorporates feedback and editing—is then presented to the rest of the class
and used for class activities.

In their qualitative responses, students referred to an increase in their speaking
confidence, which mostly resulted from the sense of accomplishment about
a final product that could be shared with and enjoyed by others (Lambert
et al., 2017). In addition, as noted previously, many students reflected
critically about conventions of colloquial Italian and received feedback from
their teachers and peers during the project, with all aspects contributing to
an increase in their general self-confidence as L2 speakers.

6. Conclusion

The data presented clearly show that the project contributes to diversifying
the language curriculum while also decentring teaching practices by placing
learners, their interests and their work at the centre of the learning process.
The project also offers a novel experience for students with the potential
of increasing their motivation and alleviating their L2 anxiety. No major
differences were found in the experiences of on-campus and online students,
or in their perceptions of the impact of the project on their motivation and
anxiety. This suggests that the project can be successfully implemented both
in person and online.

As noted previously, the project was found to have a direct positive effect on
students’ intrinsic motivation for four main reasons:

1. It enables students to engage in self-directed learning and choose a
topic that is relevant to them

2. It is novel and different from any other activity that students have
engaged with before at university, and is perceived as a positive
challenge
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3. It entails the creation of a meaningful finished product that students
can call their own and that can be showed to and enjoyed by others

4. It has a real audience and enables students to acquire a better
understanding of spoken Italian.

These findings reflect the effectiveness of the integration of PBL and SGC in
the classroom. While SGC should not be the only linguistic input learners
are exposed to, our data show that students enjoyed listening to their
peers’ podcasts, with these activities contributing to improving community
building in the classroom and allowing them to have more control over the
topics included in the curriculum.

Our findings also indicate that students perceived the project as less anxiety
inducing than class presentations. The opportunity to rehearse the script
and correct mistakes during the recording phase, the feedback received
while being engaged in a joint effort in a face-saving environment, and
the collaborative nature of the project appeared to be the key elements
associated with lower levels of anxiety, in keeping with previous research on
the benefits of PBL (see Miguel & Carney, 2022). Our research provides
some insights for future iterations of the project and paves the way for its
adaptation for other languages in Australia or elsewhere.
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