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Tóm tắt: Nghiên cứu khảo sát động lực, gắn kết, phát triển kỹ năng nói tự cảm nhận và khó khăn của 27 sinh viên năm nhất ngành Biên dịch tiếng Anh tại Học viện Báo chí và Tuyên truyền khi thực hiện nhiệm vụ video theo dự án. Thiết kế hỗn hợp mô tả sử dụng 15 mục Likert và ba câu hỏi mở. Kết quả cho thấy động lực và gắn kết cao (M = 4,17), nổi bật là hợp tác nhóm. Sinh viên đánh giá tích cực sự phát triển kỹ năng nói (M = 3,94), về độ lưu loát, tự tin và tổ chức ý tưởng. Hỗ trợ từ bạn học và trách nhiệm nhóm thúc đẩy sự tham gia; áp lực thời gian và lo âu khi nói là trở ngại chính. Nghiên cứu gợi ý tăng thời gian chuẩn bị và hỗ trợ phối hợp nhóm.
Từ khóa: dự án video; động lực; gắn kết; kỹ năng nói; sinh viên biên dịch
PROJECT-BASED VIDEO TASKS AMONG FIRST-YEAR ENGLISH TRANSLATION MAJORS: MOTIVATION, ENGAGEMENT, AND SPEAKING DEVELOPMENT
Abstract: This study explored motivation, engagement, perceived speaking development, and project-related challenges among 27 first-year English Translation majors at the Academy of Journalism and Communication. A descriptive mixed-methods design combined 15 five-point Likert items with three open-ended questions retained for qualitative analysis. Students reported high overall motivation and engagement (M = 4.17), with collaboration standing out across both the quantitative and qualitative data. Perceived speaking development was also positive (M = 3.94), especially for fluency, confidence, and idea organization. Written responses highlighted peer support, shared responsibility, purposeful communication, and product ownership as factors supporting participation. Time pressure and speaking anxiety were the most common difficulties, followed by group coordination and language-related demands. The findings suggest that project-based video tasks can provide a meaningful context for speaking practice when learners receive sufficient preparation time, staged guidance, and structured support for group work.
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1. Introduction
Oral communication is central to English competence in higher education, but speaking remains demanding in EFL contexts because learners must coordinate vocabulary, grammar, pronunciation, fluency, idea organization, and real-time interaction. For first-year university students in Vietnam, these demands may be intensified by previous learning experiences that emphasize written examinations and language knowledge. Limited opportunities for sustained oral practice can therefore contribute to speaking anxiety, fear of mistakes, and uneven confidence.
Project-Based Learning (PBL) offers one way to increase purposeful language use because students use English to work toward a shared outcome rather than only complete isolated classroom exercises (Alan & Stoller, 2005). Research in Vietnam has linked PBL with engagement, collaboration, learner autonomy, and meaningful speaking practice, while also identifying practical constraints such as time pressure and limited experience with project work (Vo & Tran, 2023). These features are particularly relevant to English Translation majors, whose training requires both language accuracy and effective communication.
Video projects extend project work by requiring learners to plan, rehearse, record, review, and present spoken English. Repeated recording can provide additional practice and greater control over performance, while group production may encourage peer support and shared responsibility. Previous studies have associated video-making with motivation, collaboration, and speaking development (Fitria et al., 2022; Hsu, 2024), and Tran and Vo (2024) reported gains in university students’ speaking performance. However, video production can also create difficulties related to time, technology, coordination, and anxiety.
Against this background, the present study examines first-year English Translation majors at the Academy of Journalism and Communication (AJC), focusing on reported motivation and engagement, perceived speaking development, and project-related challenges and facilitating factors. Because the study relies on self-report data rather than pre- and post-test speaking scores, it does not claim causal improvement in proficiency. The following research questions guide the study:
RQ1. What motivational and engagement factors do first-year English Translation majors report in relation to their participation in project-based video tasks at AJC?
RQ2. How do first-year English Translation majors perceive the contribution of project-based video tasks to their English speaking development?
RQ3. What challenges and facilitating factors do first-year English Translation majors experience when completing project-based video tasks for English speaking practice?
2. Literature Review
2.1. Speaking Development and Challenges in EFL Contexts
Speaking requires learners to construct meaning in real time while managing linguistic and affective demands. Fluency, pronunciation, vocabulary, grammatical control, discourse organization, and confidence interact during oral performance, making speaking sensitive to limited practice and anxiety. In Vietnamese EFL settings, concern about errors or negative evaluation may reduce willingness to communicate. Tran (2023) reported stronger engagement and confidence in an interactive public-speaking course, while Pham et al. (2025) found that English majors valued self-directed speaking opportunities but still needed guidance and feedback.
For first-year majors, activities that allow preparation, rehearsal, and repeated oral production may therefore be particularly useful because students are still adapting to university-level expectations and differ in confidence and spontaneity.
2.2. Project-Based Learning, Motivation, and Engagement
PBL is a learner-centered approach in which students develop knowledge and skills through sustained work toward a meaningful product. In language education, project completion typically requires learners to exchange information, negotiate roles, solve problems, and present an outcome. These processes can increase ownership because English becomes a resource for achieving a shared purpose (Alan & Stoller, 2005). Motivation may arise from task interest, creativity, peer responsibility, pride in the final product, or perceived competence.
Collaboration is central to this process. Nguyen and Bui (2023) found that Vietnamese English majors associated group work with language practice, interdependence, and emotional support, although unequal participation could limit its benefits. Nguyen (2021) likewise reported greater learning independence alongside difficulties with time and collaboration, while Vo and Tran (2023) identified both meaningful speaking opportunities and time pressure. These studies suggest that engagement depends on how projects are structured and supported.
2.3. Video Projects and Perceived Speaking Development
Video-making is especially relevant to speaking because oral English is used during production and in the final product. Learners may brainstorm, script, rehearse, record, review, and re-record their performances, extending practice beyond class time and encouraging self-monitoring. Fitria et al. (2022) observed frequent use of scripts and repeated recording, together with pronunciation and fluency difficulties. Hsu (2024) likewise reported positive attitudes toward teamwork video projects but noted challenges involving time management, technology, and interaction.
Studies have also linked video projects with oral performance. Riswandi (2018) reported development in several speaking components, Amira and Amri (2022) documented favorable performance in YouTube video projects, and Tran and Vo (2024) found significant gains in university students’ speaking scores. The present study complements such work by examining learners’ perceptions of fluency, confidence, idea organization, and self-evaluation. These perceptions are informative but are not equivalent to objectively measured proficiency gains.
The remaining gap concerns how motivational, collaborative, and practical factors operate alongside perceived speaking development. This study addresses that gap in one Vietnamese university context by examining the experiences of first-year English Translation majors completing project-based video tasks.
3. Methods
3.1. Pedagogical Setting and Participants
The study involved one intact class of 27 first-year English Translation majors from Cohort K45 at AJC in Hanoi, including 5 male and 22 female students. Their English proficiency was approximately B1+ to B2+. Convenience sampling was used because the class was directly involved in the instructional activity. In small groups, students selected ideas, organized content, assigned responsibilities, prepared spoken material, rehearsed, recorded, and produced a final English-language video. The project contributed to the midterm score, and students’ comments indicated that groups had roughly one day to plan, film, and edit.
3.2. Research Design and Instrument Development
A descriptive mixed-methods design combined questionnaire patterns with students’ written accounts. The questionnaire was developed for this classroom study rather than adopted as a standardized scale. Its content was informed by the research questions and previous work on project-based and video-mediated speaking, particularly task interest, willingness to communicate, collaboration, shared responsibility, audience-related motivation, and perceived changes in fluency, confidence, idea organization, and self-monitoring (Alan & Stoller, 2005; Fitria et al., 2022; Hsu, 2024; Tran & Vo, 2024).
The quantitative section contained 15 items rated from 1 (Strongly Disagree) to 5 (Strongly Agree). For reporting, Items 1–5 were grouped as Task Motivation and Engagement; Items 6–9 as Collaborative Engagement and Responsibility; Items 10–11 as Audience and Performance Motivation; and Items 12–15 as Perceived Speaking Development. These are researcher-defined analytic groupings, not validated subscales or latent constructs.
No separate pilot or formal expert-panel review was conducted before administration, so the questionnaire is treated as exploratory and interpreted descriptively. Five open-ended questions were also included. The first three, addressing motivation, willingness to speak, and project-related challenges, were analyzed; two questions about infographic assignments were excluded because they fell outside the study scope. The original questionnaire can be provided by the author on request.
All 27 students completed the questionnaire after the video project between 20 and 22 August 2026, with no missing Likert responses. Names and e-mail addresses recorded by the survey form were not used in the analysis; participants are identified as S1–S27. Quotations are reproduced verbatim, with [sic] used for conspicuous original errors where necessary and […] for omissions.
3.3. Data Analysis
Likert responses were coded from 1 to 5 and summarized using frequencies, percentages, means (M), and standard deviations (SD). Agree and Strongly Agree were combined as positive responses, and Disagree and Strongly Disagree as negative responses. Cronbach’s alpha was calculated only as a sample-specific indicator of internal consistency; it was not treated as evidence of construct validity. For the two-item Audience and Performance Motivation grouping, the inter-item correlation was also reported. Items 1–11 primarily addressed RQ1 and Items 12–15 addressed RQ2.
The first three open-ended questions were analyzed by the author using an iterative thematic procedure informed by Braun and Clarke (2006). Responses were read repeatedly, divided into meaning units, and assigned descriptive codes close to participants’ wording. Related codes were consolidated into broader themes such as peer support, group responsibility, purposeful communication, speaking anxiety, time pressure, coordination, language/content demands, and technical difficulties. A working coding table recorded theme labels and inclusion criteria, and multiple codes were allowed when a response contained several ideas.
Because the qualitative analysis was conducted by a single researcher, no intercoder-reliability statistic or formal peer-checking procedure was available. Credibility was strengthened by re-reading the complete dataset, checking borderline decisions against the original responses, retaining divergent cases, and comparing qualitative themes with quantitative patterns. Open-ended Questions 1 and 2 supported RQ1 and the facilitating-factor component of RQ3, while Question 3 primarily addressed challenges. Statements explicitly referring to infographic work were not used as evidence specific to video production.
The quantitative and qualitative findings were integrated during interpretation (Creswell & Creswell, 2018) so that students’ written explanations could clarify, qualify, or contrast the numerical patterns.
4. Results
4.1. Reliability and Overall Descriptive Patterns
The researcher-defined item groupings showed satisfactory to high internal consistency in this sample. As shown in Table 1, Items 1-11, considered together as Overall Motivation and Engagement, yielded α = .911, while Items 12–15, grouped as Perceived Speaking Development, yielded α = .916. These coefficients are reported only as within-sample indicators of internal consistency. Given the small sample and the absence of formal validation procedures, they do not establish the validity of the item groupings. For the two-item Audience and Performance Motivation grouping, the inter-item correlation was r = .87.
Table 1
Descriptive Statistics and Internal Consistency of Analytic Item Groupings
	Analytic grouping
	Items
	M
	SD
	α

	Task Motivation and Engagement
	1–5
	4.13
	0.59
	.812

	Collaborative Engagement and Responsibility
	6–9
	4.25
	0.60
	.796

	Audience and Performance Motivation
	10–11
	4.11
	0.84
	.919

	Overall Motivation and Engagement
	1–11
	4.17
	0.58
	.911

	Perceived Speaking Development
	12–15
	3.94
	0.85
	.916


4.2. RQ1: Motivation and Engagement
Students reported strong motivation and engagement overall (M = 4.17, SD = 0.58). Every motivation item had a mean of at least 4.00 (Table 2). The highest mean was for pride in the final group video (M = 4.41), while the largest positive-response rate was for enjoying creative use of English (92.6%). Collaboration was also prominent: 85.2% enjoyed working with group members, and the same proportion agreed that responsibility to the group encouraged active participation. Audience awareness also appeared to function as a motivating factor for most respondents: 74.1% reported preparing more carefully because the video would be presented, and 77.8% said that classmates as an audience encouraged them to improve their spoken English.
Table 2
Motivation and Engagement Item Statistics
	Item
	Focus
	M
	SD
	Positive %

	1
	Motivated to participate
	4.04
	0.81
	70.4

	2
	More interested in learning English
	4.07
	0.78
	74.1

	3
	More willing to speak English
	4.00
	0.78
	70.4

	4
	Enjoyed using English creatively
	4.37
	0.63
	92.6

	5
	Found the project topic interesting
	4.15
	0.86
	77.8

	6
	Enjoyed working with group members
	4.22
	0.70
	85.2

	7
	Found video-making rewarding
	4.15
	0.77
	77.8

	8
	Felt proud of the final group video
	4.41
	0.80
	81.5

	9
	Participated from group responsibility
	4.22
	0.80
	85.2

	10
	Presentation motivated preparation
	4.07
	0.78
	74.1

	11
	Audience motivated speaking improvement
	4.15
	0.95
	77.8


The open-ended responses reinforced these patterns. Peer collaboration and support appeared in 17 responses (63.0%), followed by group responsibility (37.0%), achievement/product orientation (33.3%), and skill development (25.9%). Twenty students (74.1%) reported greater motivation to speak English than in regular classroom activities, most often attributing this to purposeful communication (44.4%), peer interaction (37.0%), and greater confidence or reduced pressure (33.3%).
Students’ comments illustrate these themes. One participant emphasized responsibility to the group and the encouragement of supportive teammates (S7), while another explained that the project required them to “communicate with my teammates to solve real tasks” (S8). Such comments suggest that collaboration supported both accountability and meaningful use of English, and for some students reduced concern about making mistakes.
Motivation was not entirely intrinsic: three students referred to grades or scores (S3, S12, S17), indicating that assessment operated alongside social and communicative motives.
Seven students (25.9%) did not report greater motivation to speak. Their reasons included already being confident or motivated (S6, S27), dissatisfaction with the topic (S19, S20), and greater comfort with regular classroom activities (S10, S24, S25). These divergent responses show that the project’s motivational value was not uniform and depended partly on topic appeal and learners’ initial confidence.
4.3. RQ2: Perceived Speaking Development
Students generally perceived the project as supportive of their speaking development (M = 3.94, SD = 0.85; α = .916). Fluency received the highest positive-response rate: 77.8% agreed or strongly agreed that it improved during the project. Confidence and the ability to organize and express ideas were each viewed positively by 70.4% of participants. Self-monitoring was more mixed: 66.7% felt more comfortable listening to and evaluating their recorded speech, but 18.5% responded negatively, and this item also had the largest SD (1.09). This pattern suggests that, although recording may support reflection for many learners, a minority may find it uncomfortable.
Table 3
Perceived Speaking Development Item Statistics
	Item
	Aspect
	M
	SD
	Positive %
	Neutral %
	Negative %

	12
	Speaking fluency
	4.00
	0.88
	77.8
	14.8
	7.4

	13
	Confidence in front of others
	3.96
	0.94
	70.4
	22.2
	7.4

	14
	Organization and expression of ideas
	4.00
	0.88
	70.4
	25.9
	3.7

	15
	Evaluation of own recorded speech
	3.78
	1.09
	66.7
	14.8
	18.5


The qualitative responses were consistent with these perceptions. Students who reported greater willingness to speak often connected it with meaningful communication, opportunities to exchange ideas, group support, and reduced concern about mistakes. Written comments linked these perceptions mainly to preparation time and to the collaborative setting. One student attributed greater motivation to having “a plenty of time to prepare before I speak” (S12), and another, who described themselves as already confident, noted that “working on a project gave me more time to refine my ideas and practice more deliberately than in normal class activities” (S27). Others associated the project with greater confidence, for instance “I felt more confident” (S2), although confidence did not always translate into comfort with speaking in public, as discussed in Section 4.4. Because no objective pre- and post-speaking assessment was administered, these results represent perceived development rather than demonstrated causal gains in proficiency.
4.4. RQ3: Challenges and Facilitating Factors
Thematic analysis showed that the same project features could function as both supports and constraints. The most frequently reported challenge was time pressure or insufficient preparation time (48.1%), followed by speaking anxiety or shyness (37.0%). Group coordination was reported by 25.9%, while language/content demands and technical difficulties were reported by 22.2% and 14.8%, respectively. At the same time, the qualitative data identified clear facilitating factors: peer support, purposeful communication, group responsibility, increased confidence, and a sense of ownership over the product. Table 4 summarizes the most frequent qualitative themes relevant to RQ1 and RQ3.
Table 4
Qualitative Themes for Motivation and Project Experience
	Type
	Theme
	n
	%

	Facilitator
	Peer collaboration and support
	17
	63.0

	Facilitator
	Authentic/purposeful communication
	12
	44.4

	Facilitator
	Group responsibility/accountability
	10
	37.0

	Facilitator
	Greater confidence/lower pressure
	9
	33.3

	Facilitator
	Product/achievement orientation
	9
	33.3

	Facilitator
	Task interest/creativity/autonomy
	6
	22.2

	Challenge
	Time pressure/limited preparation
	13
	48.1

	Challenge
	Speaking anxiety/shyness
	10
	37.0

	Challenge
	Group coordination/scheduling
	7
	25.9

	Challenge
	Language/content demands
	6
	22.2

	Challenge
	Technical/digital difficulties
	4
	14.8


Note. Multiple coding was permitted; percentages therefore do not total 100%.

Time pressure was mainly linked to the short production window. Students S17 and S22 reported having roughly one day to complete the project, while others felt that the limited time reduced the quality of their work (S11, S18).
Speaking anxiety centered on performing in front of others, fear of judgment, and difficulty sustaining prepared speech. Students described nervousness when expressing ideas in English (S7), discomfort with public speaking (S2), and occasional breakdowns when recalling key content (S16).
Coordination and technical difficulties were less frequent but still relevant. Students mentioned scheduling and unequal participation (S25), occasional switching to Vietnamese for faster planning (S23), and unfamiliarity with video-production software (S19).
5. Discussion
5.1. Motivation and Collaborative Engagement
Collaboration was the clearest pattern across the two data sources. Collaborative Engagement and Responsibility had the highest analytic-grouping mean (M = 4.25), and peer collaboration was the most frequent qualitative facilitator. This suggests that participation was shaped by social interdependence as well as individual interest. The finding is consistent with Nguyen and Bui (2023) and Hsu (2024), both of whom highlight the importance of peer interaction in collaborative language or video-based work. For first-year Translation majors, a shared video product may therefore connect language practice with later collaborative demands.
Creativity and product ownership also mattered. More than 90% of participants enjoyed using English creatively, and pride in the final video produced the highest item mean. This pattern is consistent with the view that a meaningful product can strengthen ownership and sustained effort (Alan & Stoller, 2005). Audience awareness also appeared to encourage preparation for most students, suggesting that a peer audience can add purpose when performance pressure remains manageable.
At the same time, motivation was neither purely intrinsic nor uniform. Some students referred to grades and deadlines, so assessment may have contributed to participation alongside the social and creative features of the task. Seven students reported no increase in motivation to speak and pointed to prior confidence, topic appeal, or greater comfort with ordinary classroom activities. These contrasting responses show that high mean scores can mask important differences in how learners experience the same project.
5.2. Perceived Speaking Development
Students perceived positive development in fluency, confidence, and idea organization, with fluency receiving the strongest positive response. These perceptions are consistent with research showing that video projects create repeated opportunities to plan, rehearse, and refine oral output (Fitria et al., 2022; Hsu, 2024), and they are compatible with the speaking-score gains reported by Tran and Vo (2024). However, because the present study did not include an objective speaking test, the findings reflect perceived development only and should not be interpreted as measured improvement.
Responses to self-evaluation of recorded speech were more mixed. Re-recording may support noticing and self-correction, but listening to one’s own voice can also be uncomfortable. Self-recording should therefore be introduced as a scaffolded reflective activity rather than assumed to benefit all learners equally.
5.3. Challenges and Pedagogical Implications
Time pressure was the most common challenge, echoing Vietnamese PBL studies in which workload and time management constrain otherwise positive project experiences (Nguyen, 2021; Vo & Tran, 2023). Speaking anxiety remained the second major difficulty despite positive confidence ratings. Group work showed a similar duality: it was the strongest facilitator but also created scheduling and coordination problems, consistent with Nguyen and Bui’s (2023) observation that collaborative benefits depend on participation patterns and group harmony.
Students’ comments add two practical concerns. First, reports of sacrificing sleep and completing the project within about a day suggest that the production schedule, rather than speaking itself, was the main source of strain. Second, one group reported switching temporarily to Vietnamese for faster coordination. In a translation-oriented program, first-language use may be a practical planning resource, but teachers should clarify which stages are expected to take place in English.
Several implications follow. Video projects should be staged through clear milestones for topic selection, scripting, rehearsal, filming, and editing so that production demands do not overshadow language learning. Group roles and minimum individual speaking contributions should be explicit, and low-stakes rehearsal with peer feedback can support anxious speakers. Assessment should prioritize oral communication and language use over technical sophistication. Some topic choice may also improve engagement.
6. Conclusion
This study explored motivation, engagement, perceived speaking development, and project experience among 27 first-year English Translation majors completing project-based video tasks at AJC. Students reported high motivation and engagement, with collaboration, creative language use, responsibility, purposeful communication, and pride in the final product emerging as important facilitators. They also perceived positive development in fluency, confidence, and idea organization. At the same time, time pressure, speaking anxiety, and group coordination remained important constraints. The findings suggest that video projects may be a pedagogically valuable context for structured speaking practice, provided that teachers offer sufficient preparation time, staged guidance, and collaborative support.
This study has several limitations. The sample was small, selected by convenience, and drawn from a single institution, while all outcome data were self-reported. The questionnaire was developed for this study and was not subjected to a separate pilot or expert-panel review; accordingly, the four item groupings should be read as theory-informed analytic categories rather than validated constructs. The qualitative analysis was also conducted by a single researcher without independent coding or formal peer checking. Repeated reading, checking coded excerpts against the original responses, and retaining negative cases helped make the process more transparent, but they do not remove the possibility of interpretive bias. In addition, the project contributed to the midterm grade, was completed within a short production window, and the survey form recorded respondents’ names. These conditions may have encouraged favorable responses. A small number of comments also referred to an infographic assignment included in the same survey; those comments were treated conservatively and were not used as evidence specific to video production.
The findings therefore should not be generalized or interpreted as evidence of causal improvement in speaking proficiency. Future research should strengthen the instrument through expert review and piloting and, with larger samples, examine its structure using appropriate factor-analytic procedures. Qualitative studies could add independent coding or peer debriefing, while outcome research could combine learner perceptions with pre- and post-speaking assessments, classroom observation, or analysis of recorded performances across longer periods and multiple cohorts.
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