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Abstract
This study aims to investigate English-major students’ readiness for real-world English use in an ESL-oriented context at HUFLIT University, focusing on three dimensions:  communicative competence, willingness to communicate, and L2 self-confidence. Data were collected from 160 English-major students using a questionnaire. Descriptive statistics were employed to examine learners’ overall readiness and their distribution across the three dimensions. In addition, one-way ANOVA was conducted to explore differences in readiness across academic year and self-rated English proficiency, while Pearson correlation analysis was used to examine the relationships among the three dimensions. The findings revealed that students reported a high level of perceived readiness toward ESL orientation. While no significant differences were found across academic years, the level of readiness varied significantly according to English proficiency levels. Furthermore, strong positive correlations were identified among the three dimensions. These findings suggest that enhancing learners’ readiness to use English as a second language requires not only the development of language competence but also the fostering of confidence and a supportive environment that encourages active communication. The study examines perceived readiness rather than actual real-world English performance.
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1. Introduction
English has increasingly become a global means of communication, particularly in academic, professional, and international contexts. In response, language education has gradually shifted from a focus on grammatical knowledge toward the ability to use English for real-world communication. In Vietnam, English has traditionally been taught as a foreign language within the Expanding Circle (Kachru, 1985). However, recent policy developments indicate a shift toward a context in which English is expected to function as a second language across a wide range of educational system (Decision No. 2371/QĐ-TTg, 2025). Despite this orientation, English language education in Vietnam remains largely exam-oriented, with limited opportunities for authentic communication (Nguyen et al., 2017). As a result, learners may not be sufficiently prepared to use English in real-life contexts. 
The concern of using English as second language is especially relevant in higher education, where English-major students are expected to become future users. English language instruction in Vietnamese universities is typically divided into English-major and non-English-major programs, with the former placing English as the central focus of study (To, 2010). In order to apply English in various working areas including translation, teaching, and business, English major students are educated not only language skills but also knowledge in linguistic, culture and literature. However, despite this intensive training, persistent limitations remain. Studies indicate that only a small proportion of graduates achieve sufficient proficiency for professional use (Pham, 2004), while others continue to face difficulties in speaking, reading, and writing (Vo et al., 2018; Tran & Nguyen, 2023; Dang et al., 2021).
While previous studies have largely focused on language proficiency and learning outcomes, limited attention has been paid to learners’ readiness to use English in real-world contexts. In other words, existing studies in this field have mainly examined what English-major students can do linguistically, while this study examines whether they feel ready to use English beyond the classroom in an ESL-oriented context. Moreover, little is known about whether English-major students, who are expected to function as future users of English, are adequately prepared for this shift. Therefore, this study aims to investigate English-major students’ readiness for real-world English use in an ESL-oriented context. 
The current study draws on three research questions: 
1.	To what extent are English-major students ready for real-world English use in an ESL-oriented context?
2.	To what extent does learners’ readiness differ across academic year, and self-rated English proficiency?
3.	What are the relationships between communicative competence, willingness to communicate, and L2 self-confidence in shaping learners’ readiness?
2. Literature Review
2.1. From EFL to ESL in Language Education
Global Context: Early efforts to classify varieties of English in Second Language Acquisition (SLA) research are often associated with Kachru’s (1985, 1992) Three Circles model, which categorizes English use into the Inner, Outer, and Expanding Circles, broadly aligning with English as a Native Language (ENL), English as a Second Language (ESL), and English as a Foreign Language (EFL). According to Schneider (2003, 2007), in Outer Circle countries where English functions as a second language, it has been historically institutionalized and is used across various domains of daily life. In contrast, in Expanding Circle contexts, English is typically learned as a foreign language and is mainly confined to formal education, although it may also serve as a lingua franca in international communication. Furthermore, in SLA, a foreign language is introduced as “the learning of a nonnative language in the environment of one’s native language”, while a second language refers to “the learning of nonnative language in the environment in which that language is spoken” (Gass & Selinker, 2001, p. 5).
However, the distinction between EFL and ESL is fluid and context dependent. A study of International Corpus of Learner English (Gilquin & Granger, 2011) reveals that learners, who are traditionally categorized as EFL users, sometimes experience learning conditions closer to ESL contexts. The blurring is contributed by several factors including academic years, teaching methods, EMI use, teacher input quality, the exposure to English outside the classroom, and English language media access. Therefore, EFL and ESL are better understood as points along a continuum rather than as clear separations. 
Local Context: Traditionally, Vietnam has been categorized in the Expanding Circle, where English has been taught in school as formal subjects (Kachru, 1985). After the 1986 Economic Reforms, the country increased integration into the global economy, considering English as a tool for economic development and international engagement (Do, 1995). Later, the National Foreign Language Project 2020 has further promoted English instruction through standardized proficiency benchmarks, and alignment with international frameworks (Nguyen et al., 2017). More recently, a noticeable shift in policy orientation has emerged, the Decision No. 2371/QĐ-TTg, formally introduces ESL within the educational system. According to this direction, English is expected to function as a second language, supporting communication in various domains. This change should be viewed as part of a continuum-based development. However, a key question regarding learners’ readiness toward using English beyond the classroom still has been underdetermined.  
2.2. English-major Students as Future English Users
In Vietnamese higher education, English language studies are commonly divided into English- major and non-English major programs. While non-English major program is designed for students in different majors using English as a support, English- major students undertake English as the core component of their studies (To, 2010). This program emphasizes the practical application of English in various professional contexts such as translation, education, administration, media, tourism, and international business. Therefore, these students are expected to achieve strong communicative competence across a range of situations, including cross-cultural and international workplaces. During four academic years, they are trained to integrate language skills with many soft skills in respond to the demand of globalization. In fact, they are considered as future English users who English as a tool for international communication and collaboration.
However, only a small number of English- major graduates reach a level sufficient for professional use (Pham, 2004). Particularly, students find difficulties with speaking because of limited exposure to authentic communicative environments (Vo et al., 2018). They also have struggle with reading comprehension due to the lack of vocabulary, background knowledge, and motivation (Tran & Nguyen, 2023). In addition, current studies indicate such English- major students’ challenges in linguistic competence in their overall communicative ability (Dang et al., 2021; Tran et al., 2020). These limitations can be explained by the remains of exam-oriented, grammatical accuracy and test performance emphasis (Nguyen et al, 2017). The lack of real-life English environments further constrains their ability to use the language confidently and effectively as a second language. These current conditions raise a controversial question: While there is an increasing effort on ESL-oriented use of English in Vietnamese educational system, whether English- major students are fully prepared for the demands of ESL-oriented context?  
2.3. Learner Readiness for Real-world English Use
Learner readiness is commonly defined as learners’ ability to acquire knowledge and initiate behavioral changes that lead to effective learning outcomes (Chorrojprasert, 2020). Conceptually, learner readiness is a multidimensional construct encompassing both psychological–educational and developmental dimensions (Spada & Lightbown, 1999). The former involves learners’ cognitive abilities, motivation, attitudes, and self-regulation, while the latter refers to their stage-based capacity to process and acquire linguistic features in sequence. 
Building on this perspective, this study adopts a conceptual framework in which learner readiness toward an ESL-oriented paradigm is conceptualized as the integration of communicative competence, willingness to communicate, and self-confidence use of English in real world communication. 
Figure 1
Conceptual framework of learner readiness for ESL-oriented English use.
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The three dimensions are not independent constructs but dynamically interact to shape learners’ readiness for real-world English use. Communicative competence provides the linguistic and sociocultural resources necessary for effective communication. However, possessing competence alone does not guarantee actual language use. Learners must also perceive themselves as capable of communicating successfully. In this sense, communicative competence can foster L2 self-confidence because learners who believe they have adequate language ability are more likely to feel secure in engaging in interaction. Higher levels of self-confidence, in turn, tend to increase learners’ willingness to communicate, as confident learners experience less anxiety and are more prepared to initiate and sustain conversations. Willingness to communicate then serves as the immediate antecedent of actual language use by activating learners’ linguistic resources in authentic situations. Therefore, learner readiness in an ESL-oriented context should be understood as the result of a dynamic interplay among competence, confidence, and willingness to communicate rather than the product of any single dimension.
Communicative competence refers to the ability to use English in real life situations successfully. According to Savignon (2018), language proficiency should be evaluated based on learners’ ability to communicate in meaningful contexts rather than grammatical or lexical tests. This ability varies depending on communicative purposes and practical contexts. Therefore, it requires learners to initiate interaction and respond appropriately in authentic situation (McGroarty, 1984). Although communicative competence includes sociocultural norms and patterns of interaction within the target language community, without supporting factors, having such ability does not ensure that learners will use language effectively (Clément, 1980).
The second dimension of learner readiness in an ESL-oriented context is willingness to communicate, which is considered as one of the most predictors of actual L2 use.  Learners who are willing to communicate tend to join in interaction and practice the target language actively (MacIntyre et al., 1998). Therefore, this factor has been positioned as a primary goal of ESL education because the aim of this orientation is to encourage learners to use English for meaningful situations. In this case, willingness to communicate is a bridge between communicative competence and performance. Although communicative competence encompasses linguistics, learners must have willingness to communicate to activate these competencies in real interaction (Scarcella et al., 1990). 
Although willingness to communicate is significant, it strongly depends on learners’ level of L2 self-confidence, which can be understood as learners’ perception of their own competence and ability to successfully use the target language (Tunçel, 2015). Self-confidence reflects both self-assurance and cognitive evaluation of one’s communicative capability. Learners who perceive themselves as good communicative competence tend to engage in interaction because self-confidence has been identified as a key predictor of willingness to communicate (Bensalem & Thompson, 2021).  In ESL-oriented contexts, self-confidence becomes more crucial because without such confidence, learners’ ability to translate linguistic knowledge into meaningful communication may be constrained.  
3. Methodology
To capture the general pattern of learner readiness, this study adopted a quantitative research design. A quantitative approach was considered appropriate because the study aimed to measure students' perceived readiness across three predefined dimensions and to examine differences and relationships among variables in a systematic and objective manner. The use of a survey enabled the collection of standardized and quantifiable data from a relatively large number of participants, thereby facilitating statistical comparisons across groups and identifying relationships among communicative competence, willingness to communicate, and L2 self-confidence.
Participants 
The participants of this study were 160 English-major students at HUFLIT, regardless of gender, academic year, or self-rated English proficiency. A convenience sampling approach was employed because it enabled access to available participants within the institutional context and facilitated data collection from a relatively large number of students. However, because participation depended on accessibility and willingness to participate, the sample cannot be considered fully representative of all English-major students at HUFLIT or of Vietnamese English-major students in general. Therefore, the findings should be interpreted within the specific context of the present study.
Instrument 
This study used a bilingual survey presented in both English and Vietnamese to ensure clarity and facilitate participants’ comprehension. There were two main sections, in which section two included three sub dimensions. Initially, there were 21 items in the survey. However, after piloting and cleaning, the final number of included items was 17. 
Table 1. 
Structure of Survey After Pilot
	Survey (17 items in total)

	Demographic Information (3 items)
	Learner Readiness (14 items)

	Gender 
(1 item)
	Academic Year 
(1 item)
	Self-rated English Proficiency (1 item)
	Communicative Competence 
(4 items)
	Willingness to Communicate 
(5 items)
	L2 Self-Confidence 
(5 items)

	
	
	
	Cronbach’s alpha = .732
	Cronbach’s alpha = .924
	Cronbach’s alpha =.895



The first sections included 3 items. These items were used to collect demographic information, including gender, academic year, and self-rated English proficiency. Reponses from these items provided background information about the participants and supporting the description of the sample. 
The second section of the questionnaire focused on measuring learners’ readiness for real-world English use. This section employed a 5-point Likert scale ranging from strongly disagreement to strongly agree. The survey items were developed based on the study’s conceptual framework, and were organized into three dimensions: Communicative competence, willingness to communicate, and L2 self-confidence. Initially, this section consisted of 18 items, with 6 items for each dimension. Then, a pilot study was conducted to evaluate the clarity and comprehensibility of the items, as well as the reliability of the scale. Based on the pilot results, 3 items were removed to ensure that the Cronbach’s alpha for each dimension exceeded 0.70 and that no corrected item–total correlation fell below 0.30. 
Data Analysis Process 
Firstly, the data collected were analyzed using IBM SPSS Statistics version 27. First, the internal consistency of the survey was re-examined using Cronbach’s alpha, with all scales demonstrating acceptable reliability (Cronbach’s alpha >.7). 
Secondly, descriptive statistics, including mean scores and standard deviations, were calculated to determine the overall level of learners’ readiness for real-world English use. The analysis was then extended to compare mean scores across the three dimensions to identify the most and least developed aspects of readiness. 
Thirdly, a one-way ANOVA was conducted to examine whether there were statistically significant differences in learners’ readiness across different groups including academic years and English self- rated proficiency level.
Finally, correlation analysis was employed to explore the relationships among communicative competence, willingness to communicate, and L2 self-confidence of learners’ readiness.
 						 4. Results
Reliability Check 
The internal consistency of the three dimensions was examined using Cronbach’s alpha. The results showed that all constructs demonstrated high levels of reliability, with alpha coefficients exceeding the recommended threshold of 0.70, ranging from .833 to .906. In addition, all items across the three dimensions reported Corrected Item–total Correlations above 0.30, indicating that each item contributed meaningfully to its respective construct. Overall, these findings confirm that the instrument is reliable and appropriate for further statistical analysis.
Descriptive Analysis 
The overall mean score of students’ readiness for real-world English use was 3.73 (SD = 0.70), indicating a high level of readiness. However, the standard deviation suggests a certain degree of variation, which showed that not all learners demonstrate the same readiness level.
Table 2
General Learner Readiness for Real-World English Use
	Dimensions of Learner Readiness
	N
	Min.
	Max.
	Mean
	SD

	Communicative Competence
	160
	2.00
	5.00
	3.7188
	.68322

	Willingness to Communicate
	160
	1.6
	5.00
	3.8925
	.75565

	L2 Self-Confidence
	160
	1.4
	5.00
	3.5662
	.85773

	Overall
	160
	2.17
	5.00
	3.7258
	.70058


As shown in Table 2, learner readiness varies across three dimensions. While willingness to communicate has the highest mean score (M = 3.89, SD = .76) and followed by communicative competence dimension (M=3.72, SD=.683), L2-self-confidence positions at the bottom of the rank (M = 3.57, SD = .86). This pattern suggests that although learners are generally willing to engage in communication, they still lack confidence of using English in real world context. The result highlights the role of psychological factors in shaping English using behavior. 
One-way ANOVA Analysis
Regarding academic year, Levene’s test confirmed that the assumption of homogeneity of variances was met (p = .817). The one-way ANOVA showed no statistically significant difference in overall readiness among students from different academic years (F (3, 156) = 1.54, p = .206). 
Post-hoc analysis using Tukey’s HSD test also revealed no significant differences between any pairs of groups (all p > .05), suggesting that students’ readiness remains relatively consistent across academic years.
Table 3
One-way ANOVA by English Proficiency Level
	Proficiency Level
	N
	Mean
	SD

	Beginner
	6
	3.6667
	1.044

	Intermediate
	88
	3.5617
	.6841

	Upper-intermediate
	61
	3.8973
	.6123

	Advanced
	5
	4.5933
	.5648

	Total
	160
	3.7258
	.7006

	One-way Anova
	F=5.895
	p<.001


In contrast, a significant difference was found across levels of self-rated English proficiency. Levene’s test indicated that the assumption of homogeneity of variances was satisfied (p = .094). The ANOVA results revealed a statistically significant difference among the groups (F (3, 156) = 5.90, p < .001), indicating that learners’ readiness varies according to their English proficiency levels. 
Post-hoc analysis using Tukey’s HSD test showed that students at the intermediate level reported significantly lower readiness compared to those at the upper-intermediate (p = .016) and advanced levels (p = .006), while no significant differences were found among the remaining groups. 
Correlation Analysis 
Table 4
Pearson Correlations among Learner Readiness Dimensions
	
	
	Communicative Competence
	Willingness to Communicate
	L2 Self-Confidence

	Communicative Competence
	Pearson Correlation
	1
	.721**
	.781**

	
	Sig. (2-tailed)
	
	.000
	.000

	Willingness to Communicate
	Pearson Correlation
	.721 **
	1
	.756**

	
	Sig. (2-tailed)
	.000
	
	.000

	L2 Self-Confidence
	Pearson Correlation
	.781**
	.756**
	1

	
	Sig. (2-tailed)
	.000
	.000
	


**. Correlation is significant at the 0.01 level (2-tailed).
Pearson correlation analysis was conducted to examine the relationships among the three dimensions of learner readiness. The results revealed significant positive correlations among all variables (p < .001). Specifically, communicative competence was strongly correlated with willingness to communicate (r = .721, p < .001) and self-confidence (r = .781, p < .001). In addition, willingness to communicate was also strongly associated with self-confidence (r = .756, p < .001).
The three dimensions are interconnected closely and the relationship among them is positive, which demonstrates the study’s conceptual framework. Based on this finding, learner readiness is a multidimensional construct where communicative competence, willingness to communicate, and L2 self-confidence influence each other.   
5. Discussion 
RQ1: English-major students’ readiness for real-world English use
The findings suggest that English-major students at HUFLIT generally perceived themselves as being ready for real-world English use. The relatively high level of perceived readiness may reflect students' positive learning experiences and their exposure to communicative activities during their studies. Therefore, these explanations should be considered tentative rather than definitive conclusions. As Chorrojprasert (2020) explains in a similar study conducted in Thailand, rather than staying focuses on language knowledge, creating a real communicative environment and motivate learners to take part in is the core idea to push their readiness in practicing language. 
The comparatively lower level of L2 self-confidence deserves particular attention. Although students reported a high willingness to communicate, limited confidence may prevent them from translating this willingness into actual language use. Learners may be psychologically prepared to engage in communication but still hesitate to participate in authentic interactions because they doubt their linguistic abilities. This finding suggests that willingness to communicate alone is insufficient to ensure real-world English use if learners do not perceive themselves as capable language users.
However, the variation among learner readiness indicates a uniform distribution. While large numbers of learners have well-prepared in English using, some of them still face challenges when shifting from English used in classroom, EFL, to a more authentic English beyond the classroom, ESL-oriented environment. Therefore, readiness for English real-world communication is a complex construct that combines not only linguistic competence but also psychological and contextual factors. 



RQ2: Learner readiness differs across academic years and English proficiency
The level of leaner readiness toward using English in real-world context does not develop effectively in a linear manner because the findings show there is no significant differences within learners’ year of study. It demonstrates that even senior students might have less readiness than junior students if they remain a limitation of authentic communication opportunities. In other words, simply advancing through academic years within a training program does not automatically translate into greater preparedness for using English as a second language. 
In contrast, there is a great difference across self-rated English proficiency levels which is noted as one of a critical factor in shaping learner readiness. Students, who determine themself at the beginner and intermediate level, report lower readiness compared to those, who refer themselves as upper-intermediate and advanced English user. This is because perception can shape decision making (Delgado, 2021). When learners believe that they have good control over their language, they are more likely to feel confident and engage in communication. In contrast, learners with lower proficiency evaluation may experience hesitation that might hinder their willingness to communicate. Rather than indicate the practical English proficiency of learners, the finding focuses on the way they self-evaluate their L2 capacity. Their real current English level might not as the same as they are self-rated, but it reflects their belief about their ability leading to their willingness to communicate. This finding aligns with MacIntyre’s (1994) Willingness to Communicate model, referring that when learners perceive their communicative competence, they tend to decrease the communication anxiety and increase communicative motivation, resulting in ready to raise their voices. 
Overall, the significant factor to improve learner readiness here is the combination of language competence and learners’ awareness of their ability, rather than relying on academic progression. 
RQ3: The relationships between communicative competence, willingness to communicate, and L2 self-confidence in shaping learners’ readiness
Learner readiness should not be considered as a single construct because there is a strong positive relationship among three dimensions. Particularly, communicative competence is a central dimension that leads to confident feeling and engagement in communication. For instance, when learners aware of their English competence, they belief that they can use English effectively. This motivation plays as a momentum that push learners to participant in real English communication context. The more they are willing to engage in such situations, the more readiness they are building. This interconnection supports the assumption that linguistic ability and perception set a foundation upon other behavioral factors are built. 
The strong association between self-confidence and willingness to communicate further highlights the importance of psychological factors in SLA. Even when learners have well-prepared linguistic knowledge, their confident feelings might heavily affect their communicative engagement. Based on the findings of this study, self-confidence acts like a facilitator that encourages learners to activate their language abilities into practical communicative behaviors. Therefore, enhancing learner readiness toward using English as second language requires not only language competence improvement but also supportive environment where learners can foster their confidence.  
Furthermore, it is important to note that proficiency in the present study was self-rated rather than objectively measured. Therefore, the significant differences across proficiency groups may reflect students' perceptions of their own language ability rather than their actual level of English proficiency. This interpretation strengthens the theoretical argument of the study because perceived competence is closely associated with L2 self-confidence and willingness to communicate. Learners who believe they are competent are more likely to feel confident and engage in communication, regardless of their objectively measured proficiency.
The findings of this study provide several pedagogical implications for English language education in ESL-oriented contexts. First, language programs should move beyond an exclusive focus on linguistic competence and place greater emphasis on developing learners' confidence and willingness to communicate. Teachers should create supportive and low-anxiety environments where students can use English meaningfully without excessive concern about making mistakes. Second, because academic year was not significantly associated with readiness, English programs should integrate authentic communication opportunities across all years of study rather than assuming that readiness will develop naturally over time. Finally, since students with lower self-rated proficiency reported lower levels of readiness, additional support should be provided through scaffolded communicative activities, gradual exposure to real-world English use, and confidence-building strategies that encourage active participation in communication.
6. Conclusion
The findings suggest that English-major students generally perceived themselves as being ready for real-world English use. However, the study does not provide direct evidence regarding the effectiveness of the curriculum or instructional practices that may contribute to such perceptions. Within three dimensions, willingness to communicate emerged the most developed, suggesting that current pedagogical approach has included friendly environment where learners feel free to practice English. In addition, the difference across English proficiency levels highlights the need to pay attention to learners’ linguistic capacity improvement because it is also one of main factor that affect their level of readiness. Strong positive correlations among communicative competence, willingness to communicate, and L2-self-confidence further confirm that improving learner readiness needs a combined activation of cognition, affection, and behavior. 
The study has three limitations. First, most of the participants employed in this study are students in year 3 and year 4, while students in year 1 and year 2 remain fewer amounts. This unequal distribution might influence the ANOVA results. Second, despite the effort to recruit as many participants as possible in such context, the study was conducted in a single institution, which limits the generalizability of the findings. Therefore, while the findings provide valuable insights into learner readiness in a specific context, they might not fully capture the diversity of experiences across different institutions or learner groups. Third, the significant differences across proficiency levels should be interpreted with caution because the beginner and advanced groups consisted of only six and five participants, respectively, which may have reduced the stability of the statistical estimates.
Improving from current limitation, future research should enlarge the numbers of participants in different institutions to provide a more comprehensive understanding of learners’ readiness toward English as second language using. In addition, a qualitative approach, such as interview or classroom observation, should be added to deeper exploration of learners’ experiences, perceptions, and challenges in using English in real-world contexts. By combining a mixed-method approach and a larger research scope, future studies can develop holistic understanding and suggest more practical pedagogical implications for supporting learners in ESL-oriented context.
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Appendix
This survey is part of a research study investigating English-major students’ readiness for real-world English use in an ESL-oriented context. Your participation is voluntary, and all responses will be kept confidential and used for research purposes only. There are no right or wrong answers. Please answer the questions honestly based on your own experiences. Thank you very much for your time and participation.  
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SECTION A: DEMOGRAPHIC INFORMATION
PHẦN A: THÔNG TIN CÁ NHÂN


	Please provide the following information about yourself.
Vui lòng cung cấp một số thông tin cá nhân của bạn.

	A1
	Gender / Giới tính 
☐Male / Nam 
☐Female / Nữ 
☐Other / Khác

	A2
	Year of study / Năm học hiện tại 
☐Year 1 / Năm 1 
☐Year 2 / Năm 2 
☐Year 3 / Năm 3 
☐Year 4 / Năm 4 

	A3
	Self-rated English proficiency / Trình độ tiếng Anh tự đánh giá 
☐Beginner / Sơ cấp 
☐Intermediate / Trung cấp 
☐Upper-intermediate / Trung cấp cao 
☐Advanced / Nâng cao 

	
SECTION B: LEARNER READINESS TOWARD ESL ORIENTATION
PHẦN B: MỨC ĐỘ SẴN SÀNG SỬ DỤNG TIẾNG ANH NHƯ NGÔN NGỮ THỨ HAI


	Please indicate your level of agreement (1=strongly disagree - 2=disagree - 3= neutral - 4=agree - 5=strongly agree) with the following statements.
Vui lòng cho biết mức độ đồng ý của bạn (1=hoàn toàn không đồng ý - 2= không đồng ý - 3=không ý kiến - 4=đồng ý - 5=hoàn toàn đồng ý) với các phát biểu sau.


	
Part 1: Communicative Competence / Năng lực giao tiếp


	B1.1
	I can use English effectively in real-life communication.
Tôi có thể sử dụng tiếng Anh hiệu quả trong các giao tiếp hàng ngày.

	B1.2
	I am able to express my ideas clearly in English.
Tôi có thể diễn đạt ý tưởng của mình rõ ràng bằng tiếng Anh khi giao tiếp.

	B1.3
	I can understand spoken English in everyday conversations.
Tôi có thể hiểu tiếng Anh trong các cuộc hội thoại hằng ngày.

	B1.4
	I can adjust my English depending on different contexts.
Tôi có thể điều chỉnh cách sử dụng tiếng Anh tùy theo tình huống khác nhau.

	B1.5
	I find it difficult to express myself clearly in English.
Tôi gặp khó khăn khi diễn đạt bản thân rõ ràng bằng tiếng Anh.

	
Part 2: Willingness to Communicate/ Sẵn sàng giao tiếp


	B2.1
	I am willing to speak English when given the opportunity.
Tôi sẵn sàng nói tiếng Anh khi có cơ hội.

	B2.2
	I am ready to use English outside the classroom.
Tôi sẵn sàng sử dụng tiếng Anh ngoài lớp học.

	B2.3
	I am willing to communicate in English with strangers.
Tôi sẵn sàng giao tiếp bằng tiếng Anh với người lạ.

	B2.4
	I am willing to express my opinions in English even if I make mistakes.
Tôi sẵn sàng bày tỏ ý kiến bằng tiếng Anh ngay cả khi có thể mắc lỗi.

	B2.5
	I am willing to start a conversation in English.
Tôi sẵn sàng bắt đầu một cuộc hội thoại bằng tiếng Anh.

	
Part 3: L2 Self-Confidence / Sự tự tin khi sử dụng tiếng Anh


	B3.1
	I feel confident when speaking English.
Tôi cảm thấy tự tin khi nói tiếng Anh. 

	B3.2
	I believe I can communicate effectively in English.
Tôi tin rằng mình có thể giao tiếp hiệu quả bằng tiếng Anh. 

	B3.3
	I feel comfortable using English in real-life situations.
Tôi cảm thấy thoải mái khi sử dụng tiếng Anh trong các tình huống thực tế. 

	B3.4
	I am confident in my ability to express my thoughts in English.
Tôi tự tin vào khả năng diễn đạt suy nghĩ của mình bằng tiếng Anh. 

	B3.5
	I am confident in my ability to express my thoughts in English.
Tôi tự tin vào khả năng diễn đạt suy nghĩ của mình bằng tiếng Anh.
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