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Abstract 
This case study collected questionnaire responses from 48 Vietnamese English major undergraduates to explore 
students’ perceptions of teacher-induced factors, summarized in the 5Ts framework, L2 motivational self-system 
(L2MSS), and willingness to communicate (WTC). The study examined the relationship between these three aspects, 
showing that the 5Ts framework, L2MSS, and WTC were positively correlated. A regression analysis showed that the 
5Ts framework directly affected WTC as a strong predictor of this learning construct. Meanwhile, Sobel and the 
PROCESS Procedure tests indicated that the 5Ts framework indirectly influenced WTC via the mediation of L2MSS. 
Finally, a principal component analysis reduced the item number of the 5Ts scale while maintaining its predictive role 
for L2MSS and WTC constructs. Based on these findings, implications such as the potential benefit of applying a similar 
procedure to draw the students’ needs from their teacher for an English language course are discussed.  

Resumen 
Este estudio de caso recopiló respuestas a cuestionarios de 48 estudiantes universitarios vietnamitas de la especialidad 
de inglés para explorar sus percepciones sobre los factores inducidos por el docente resumidos en el marco de las 5T, 
el sistema del yo motivacional en la L2 (L2MSS) y la disposición para comunicarse (WTC). La investigación examinó 
la relación entre estos tres aspectos y reveló una correlación positiva entre el marco de las 5T, el L2MSS y la WTC. 
Un análisis de regresión demostró que el marco de las 5T afectaba directamente a la WTC, actuando como un fuerte 
predictor de este constructo de aprendizaje. Por otro lado, las pruebas de Sobel y del procedimiento PROCESS 
indicaron que el marco de las 5T influía indirectamente en la WTC a través de la mediación del L2MSS. Finalmente, 
un análisis de componentes principales permitió reducir el número de ítems de la escala de las 5T manteniendo su 
capacidad predictiva respecto a los constructos L2MSS y WTC. A partir de estos hallazgos, se discuten diversas 
implicaciones, como el beneficio potencial de aplicar un procedimiento similar para identificar las necesidades que los 
estudiantes esperan que el docente cubra en un curso de inglés. 

Introduction  
Learners’ communicative capability is one of the ultimate goals of any L2 teaching-learning process. 
Learners’ proficiency in communicating the target language depends on frequency of practice inside and 
outside the classroom, and frequent practice of the target language depends on the number of 
opportunities and the learners’ readiness to take advantage of these opportunities. This readiness is known 
as willingness to communicate (WTC), a learning construct which MacIntyre et al. (1998) defined as “a 
readiness to enter into discourse at a particular time with a specific person or persons, using a L2” (p. 
547). These researchers also indicated that learners with high WTC will effectively use any opportunity to 
practice their target language and gradually improve their communication skills (MacIntyre, 2007; 
MacIntyre et al., 1998). 
Research has shown that learning motivation affects WTC (e.g., Darasawang & Reinders, 2021; Fallah, 
2014; Hashimoto, 2002; MacIntyre & Charos, 1996). To investigate the relationship between motivation 
and WTC, L2 Motivational Self System (L2MSS), proposed in detail by Dörnyei (2005) has been frequently 
used in recent years (e.g., Ghanizadeh et al., 2016; Munezane, 2013; Wei & Xu, 2021).  
Characteristics of the teacher can affect the student’s WTC and learning motivation. Teacher immediacy, 
teacher credibility, teacher-student rapport, teacher support, and task orientation are frequently discussed 
as teacher-induced factors that may affect L2 learners’ WTC, motivation, and other learning constructs. A 
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decade ago, Renandya (2014) proposed a 5Ts framework for teacher-induced variables. This framework 
systematically lists what a teacher can do to improve the students’ motivation to learn. The 5Ts are 
Teacher, Teaching methodology, Text, Task and Test. More recently, Wang and Lee (2019) effectively 
adapted Renandya’s 5Ts framework for their research. 
As mentioned above, a student’s WTC is related to their frequent use of the target language inside the 
class. This frequency of L2 use by the student is related to how the teacher performs the teaching activities. 
In other words, teacher-induced factors can affect the student’s WTC directly or indirectly. Research has 
shown that teacher immediacy is associated with this L2 learning construct (Alrabai, 2022; Gol et al., 
2014; Sheybani, 2019). Teacher-student rapport, teacher credibility, teacher caring behaviour, teacher 
error correction and topic selection, and the teacher’s L2 use can also influence a student’s WTC (Alrabai, 
2022; Cai, 2021; Dewaele & Dewaele, 2018; Song et al., 2022; Zarrinabadi, 2014). Despite many studies 
on the teacher-induced factors listed above, there has been no report of a similar research employing the 
5Ts framework. Therefore, this case study uses the 5Ts to explore the relationship between teacher-led 
factors, student motivation, and WTC. The primary purpose of this work is to test how students’ 
perceptions of the 5Ts might predict WTC, and the possible mediating role of learning motivation in the 
relationship between these two factors. in the hope that the finding would be applicable in a foreign 
language teaching-learning process.  

Literature Review 

Willingness to communicate and its relationship with teacher-induced factors 

Foreign language classes often include students who lack the desire to communicate in the target 
language. Working with such students is challenging and time-consuming for many L2 teachers. 
Willingness to communicate (WTC) is a construct defined by students’ tendency to enter or not to enter 
into L2 communication when given a free choice (McCroskey & Baer, 1985). According to MacIntyre and 
Charos (1996), a low level of WTC may be related to several causes, including anxiety, shyness, and low 
linguistic competence.  
Teachers’ activities can help students become more willing to comunicate. In other words, teacher-led 
factors can affect the WTC construct, and many studies have confirmed this relationship. For instance, Hsu 
et al. (2007), studying a sample of 335 EFL Taiwanese students, showed a positive relationship between 
teacher nonverbal immediacy and students’ WTC in English classes. Gol et al. (2014), with a smaller 
sample of 90 participants in Iranian classrooms, found a similar association not only for teacher nonverbal 
behaviour but verbal behaviour as well. Recently, working with a much bigger sample of 414 Saudi EFL 
undergraduates, Alrabai (2022) found that teacher immediacy behaviour only indirectly predicted students’ 
WTC via communication confidence. This author also found an association between teacher credibility and 
the students’ WTC. Cai (2021) confirmed the positive correlation between teacher immediacy and student 
WTC, and also found a link between teacher-student rapport and WTC. The teacher’s frequent use of the 
target language was another teacher-induced factor found to be a strong predictor of WTC (Dewaele & 
Dewaele, 2018).  

L2 motivational self system and its relationship with WTC  

The original L2 Motivational Self System (L2MSS), proposed by Dörnyei (2005), consists of the ideal L2 
self, the ought-to L2 self, and the components of L2 learning experience. The ideal L2 self is related to the 
student’s imagination of the future in which they have become a person fluently using the target language. 
Through this image, the L2 student can be motivated to achieve language proficiency, fitting the image in 
the future (Dörnyei & Ryan, 2015). The ought-to self is related to external factors that force the student 
to learn the L2, such as their friends’ expectations of them to do well in the present L2 course and the 
respective status of an L2 competent person in the community. Finally, the L2 learning experience relates 
to the student’s feelings about the learning course, especially the classroom-related aspects. 
Researchers can employ all three L2MSS components or fewer in their work. Munezane (2013), for 
instance, used only the ideal L2 self to study a sample of Japanese EFL students and showed that this 
motivational construct was a predictor of WTC. Ghanizadeh et al. (2016) found a significant relationship 
between the ideal L2 self and WTC of the Iranian EFL students. Bursalı and Oz (2017) showed a positive 
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correlation between the ideal L2 self and WTC inside the classroom among Turkish students majoring in 
English. On the other hand, employing the ideal L2 self and the ought-to L2 self in their work, Shen et al. 
(2020) found a positive correlation between the ideal L2 self and classroom WTC for Chinese overseas 
students in the UK university context, while the ought-to L2 self correlated with the classroom WTC only 
for students not majoring in English, not for their counterparts with English majors. Wei and Xu (2021) 
indicated that these two components positively related to the WTC of Chinese EFL undergraduates, and 
the total impact of ideal L2 self was much more intensive than the ought-to L2 self. Ebn-Abbasi et al. 
(2022) found both of these components positively correlated with the WTC of public school students, while 
only the ought-to L2 self had a positive correlation with the WTC of private language institute learners.  

The teacher-induced 5Ts framework 
Teacher emotions, behaviour and teaching activities may affect students’ learning motivation and other 
constructs directly or indirectly. As a systematical summary of teacher-induced factors in the classroom, 
the 5Ts framework, introduced by Renandya (2014), consists of five components. They include Teacher, 
Teaching methodology, Task, Text, and Test. The T first concerns the teacher’s passion towards the target 
language and behaviour inside the classroom. This component is connected to teacher immediacy and 
credibility. The second T relates to choosing appropriate teaching methods for the L2 course. The third T 
refers to task design of the L2 course and how to make it work effectively. The fourth includes the learning 
materials chosen for the course by the teacher and the student. The last component deals with the student 
assessment, including participation in classroom activities, project work, and final examinations. Except 
for the first component, the remaining four are connected to teaching strategy. 
Recently, Wang and Lee (2019), building on Renandya (2014), introduced a 20-item questionnaire to 
investigate the perspectives of both students and teachers on motivational teaching.  The responses from 
190 Chinese EFL undergraduates revealed that they would feel motivated when their English teachers 
implemented the 5Ts framework and ranked the importance of the effects as Teacher > Teaching methods 
> Task > Text > Test. The survey of 122 Chinese English teachers also found that they believed the 5Ts 
would motivate students to learn English, but ranked their importance as Task > Teaching methods > 
Teacher > Text > Test. Apparently, within 20 items adapted by Wang and Lee (2019), the 5Ts cannot 
reflect every teacher-related aspect intensively. However, this questionnaire appears to be a simple way 
for an L2 teacher to obtain critical information at any time through the teaching-learning process. Thus, it 
is worth investigating the influence of the 5Ts framework on other L2 learning constructs, such as 
motivation and WTC, and a review of the literature reveals no articles on this exact topic. Therefore, this 
study explored the relationship between the 5Ts, the L2MSS, and WTC to answer the following questions: 
(1) Are there any correlations between English-majored students’ perceptions of the 5Ts, the L2MSS, and 
the WTC? 
(2) Does the 5Ts framework play a predictive role for the L2MSS and the WTC? 

Hypothesis 

This study supposes the following null hypotheses: 
(1) English-majored students’ perceptions of the 5Ts framework do not influence the L2MSS and WTC. 
(2) The L2MSS is not a mediator in the influence of the 5Ts on WTC. 
(3) The 5Ts framework is not a predictor of L2MSS and WTC. 

 
Figure 1: The hypothesized diagram 
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Methodology 
Research design 
The present study employed an inferential quantitative research design using an adapted questionnaire to 
obtain data on English-major students' perceptions of the 5Ts, the L2MSS, and WTC. These quantitative 
data were used to investigate the relationship between the three factors and whether the 5Ts framework 
can predict the L2MSS and the WTC factors.  
Participants 
The participants of this study were English-major students enrolled in the Faculty of Foreign Languages 
and Oriental Studies of a private university in Vietnam. Second-year students were invited to participate 
in the study, since they had relatively good competence in English and were the most populous group of 
students. Of the 59 candidates, 48 students, including 15 males (31.2%) and 33 females (68.8%), 
voluntarily joined this study. The participants answered a questionnaire in the classroom with no time 
limitations. Before that, the authors of this work assured them their responses being used only for research 
purposes. 
Instruments 
This study used a questionnaire consisting of three parts: the 5Ts framework, the L2 self system, and 
WTC. Each part used five-point Likert scales, ranging from 1 (strongly disagree) to 5 (strongly agree). The 
questionnaire was translated into Vietnamese to ensure a clear understanding. Cronbach’s alpha 
performance showed the whole questionnaire to reach high scale reliability, α = 0.933. Details of the three 
parts of the questionnaire are as follows.  
5Ts framework 
The 5Ts framework scale consists of 20 items, developed by Renandya (2014) and adapted by Wang and 
Lee (2019). A Cronbach’s alpha of α= 0.848 demonstrated satisfactory scale reliability in this research. 
Appendix 1 presents the statements and obtained descriptive statistics. 
L2 self-system scale 
Nineteen items related to L2MSS were taken from Taguchi et al. (2009). A Cronbach’s alpha of α= 0.882 
demonstrated satisfactory scale reliability in this research. Appendix 2 presents the statements and 
obtained descriptive statistics. 
Willingness to communicate scale 
The current study used a modified version of the WTC in a Foreign Language Scale (WTC-FLS). The original 
scale, developed by Baghaei (2011), consisted of 20 items. To better suit the Vietnamese context, this 
work deleted statements 7, 8, 9, 10, 11, 12 and 20. This investigation also changed the expression “some 
native speakers of English” into “foreigners who spoke English” in the version delivered to the students. 
The modified 13-item scale reached high scale reliability, with α = 0.915. Appendix c shows the 
statements, item mean, and standard deviation of responses. 
Analyses 
This work conducted analyses including descriptive statistics, Cronbach's alpha scale reliability, Pearson's 
correlation, simple and multiple regressions, the Sobel test and the PROCESS Procedure for mediation, 
and the principal component analysis (PCA) for a reduction of factor. 

Results 

Students’ perceptions of the 5Ts framework, L2self-system, and willingness to communicate 

Table 1 below shows descriptive statistics for the participants’ questionnaire responses.  
 Minimum Maximum M SD 
5Ts framework 3.40 5.00 4.39 .33 
L2MSS 2.11 4.63 3.74 .59 
WTC  2.46 5.00 3.89 .63 
aN=48; 1=Strongly disagree, 2=Disagree, 3=Neutral, 4=Agree, and 5=Strongly agree. 

Table 1: Descriptive statistics for follow-up questionnaire scalesa 
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As shown in Table 1, the mean values of the students’ perceptions of the 5Ts framework, L2MSS and WTC 
were higher than 3. The mean value for the 5Ts was much higher than that of L2MSS and WTC. The gap 
between the minimum and maximum for this factor was also narrower than those of the remaining two 
learning constructs.  

Relationship between teacher-induced factor and willingness to communicate 

The result in Table 2 shows that the participants’ perceptions of the 5Ts framework positively correlated 
with the L2MSS and the WTC. All the coefficients were larger than 0.5, meaning a strong correlation. These 
relationships indicate that increasing one factor will likely cause an increase in the other factor. 

 L2MSS WTC 
5Ts framework 

Coefficient (p-value) 
.560** (.000) .578** (.000) 

WTC .641** (.000)  
** Correlation is significant at the 0.01 level (2-tailed). 

Table 2: Pearson correlation analysis results 

Predictive role of the 5Ts for WTC and L2MSS 

Based on Pearson’s correlation result, this study used the 5Ts to predict WTC and L2MSS. Table 3 shows 
the results of this regression analysis. As shown in Table 3, students’ perceptions of the 5Ts predicted the 
WTC learning construct as the p-value was smaller than 0.05 and VIF = 1.000. This predictor accounted 
for 32% of the variance in the WTC. The 5Ts also played a predictive role for the L2MSS, with a similar 
accounted variance of 31.4%.  

 B b Adjusted R 
square p-value VIF 

WTCa Constant 
5Ts framework 

-0.931 
1.098 

 
0.578 

 
0.320 

 
0.000 

 
1.000 

L2MSSb Constant 
5Ts framework 

-1.319 
1.167 

 
0.560 

 
0.314 

 
0.000 

 
1.000 

a Dependent variable  b Predictor 

Table 3: Result of regression analysis using 5Ts framework as a predictor 

The Sobel test for mediation 

The result of the Sobel test (Table 4) indicated that the L2 self-motivational system was a mediator in the 
influence of the 5Ts framework on the student’s WTC, with a p-value of 0.00489646. 

Input Test statistic Std. error p-value 
a: 1.167 
b: 0.421 
Sa: 0.255 
Sb: 0.118 

2.81376751 0.17460824 0.00489646 

Table 4: The result of Sobel test for L2 self-system as a mediator 

The calculation of the point of indirect effect resulted in a value of 0.4913. 
As the result of the Sobel test might be questionable because of the relatively small sample size, this study 
conducted another calculation of the indirect influence of the students’ perceptions of the 5Ts framework 
on their WTC through L2MSS employing model 4 of the PROCESS Procedure. The result showed a value of 
indirect effect of 0.4192 (Table 5), almost identical to that of the Sobel test. 

 Total effect    
of X on Y 

Direct effect     
of X on Y 

Indirect effect of X     
on Y via M 

Perceptions of the 5Ts 
Framework (X) 

L2MSS (M) WTC (Y) 1.0976 0.6064 0.4912 

Table 5: Indirect effect calculated by the PROCESS procedure 

Component reduction performance for the 5Ts scale 

This study conducted a principal component analysis (PCA) to reduce the number of items on the 5Ts 
scale. The result (Table 5) revealed that the remaining three components, with two statements in each, 
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accounted for 77.858% of the variance of the 5Ts. The subsequent correlation and regression performance 
(Table 6) showed a positive relationship between the PCA 5Ts framework, the L2MSS, and the WTC. The 
result also showed a predictive role of the PCA 5Ts for the remaining two learning constructs.  

 Factor loading 
Text Teacher Test 

Text 3 .896   
Text 4 .866   
Teacher 2  .880  
Teacher 1  .856  
Test 3   .885 
Test 2   .818 

Note: Extraction Method: Principal Component Analysis. Rotation Method: Varimax 
with Kaiser Normalization. Cumulative variance explained: 77.858% 

Table 6: Principal component analysis (PCA) result for the 5Ts framework 

Pearson’s correlation 

  L2MSS WTC 

PCA 5Ts framework Coefficient (p-value) .443** (.002) .586** (.000) 
** Correlation is significant at the 0.01 level (2-tailed). 

 

Regression using PCA-scale of the 5Ts framework 

  B b Adjusted       
R square 

p-
value VIF 

WTC a 
 

Constant 
PCA 5Ts 
framework b 

0.727 
0.741 

 
0.586 

 
0.330 

 
0.000 

 
1.000 

L2MSS a 
Constant 
PCA 5Ts 
framework b 

1.182 
0.615 

 
0.443 

 
0.196 

 
0.002 

 
1.000 

   a Dependent variable. b Predictor 

Table 7: Correlation and regression using PCA 5Ts framework 

The Sobel test also indicated an indirect effect between the PCA scale of the 5Ts framework and WTC via 
L2MSS, with a point effect of 0.2656 and a p-value of 0.00898401. An examination by model 4 of the 
PROCESS Procedure resulted in an indirect effect of 0.2658, as presented in Table 8. This value was very 
similar to that of the Sobel test. 

 Total effect    
of X on Y 

Direct effect     
of X on Y 

Indirect effect of X   
on Y via M 

PCA of the 5Ts     
Framework (X) L2MSS (M) WTC (Y) 0.7412 0.4754 0.2658 

Table 8: Indirect effect of PCA 5Ts framework on WTC calculated by the PROCESS Procedure 

Discussion 
As shown in Table 1, the mean of the 5Ts framework was high, 4.39, and the gap between the minimum 
and maximum was narrow at 1.60. That means most of the participants feel motivated by a teacher who 
effectively conducts the 5Ts, regardless of their level of L2 self-motivation and WTC. This finding is 
consistent with a study by Frymier (1993), who, using different teacher-induced factors from the 5Ts, 
found that students with low or moderate motivation increased this learning construct with a highly 
immediate teacher, while those with high motivation maintained it regardless of the level of immediacy of 
their teacher. 
The current work found a positive correlation between the students’ perceptions of the 5Ts framework and 
their L2 motivational self-system. This finding is consistent with many past studies employing different 
teacher-led variables from the 5Ts, such as those described below. Hsu (2010) concluded that teacher 
nonverbal behaviours positively related to EFL students’ motivation and suggested that the teacher might 
use nonverbal expressions such as smiles and gestures to improve English learning motivation. Khajavy 
et al. (2016) found that the classroom environment directly affected learners’ motivation. Quadir (2021) 
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observed that teachers with poor instructional styles/teaching methods, individual tutoring, personality 
and behaviour, competence and classroom management, and attitude/commitment negatively affected 
learners’ motivation , with the extent of effect decreasing from the first to the last. In his review article, 
Liu (2021) found that the teacher immediacy factor positively correlated with student motivation in most 
studies.  
The positive relationship between L2MSS and WTC uncovered in this study is consistent with previous 
investigations. Fallah (2014), for example, reported that learning motivation influences learners’ WTC 
inside the class. Lin (2019) and Dewaele (2019) showed that academic motivation affects EFL students’ 
WTC to some extent. Many other studies also found that the ideal L2 self-system is strongly associated 
with WTC (e.g., Rajabpour et al., 2015; Shen et al., 2020; Teimouri, 2017).  
The present study found a positive correlation between the 5Ts and students’ WTC and the predictive role 
of the former for the latter. This finding might imply that the better the teacher implements the 5Ts items 
(at least those suggested by the PCA-5Ts scale), the higher the students’ WTC will be. It also means the 
higher the students’ WTC is, the more they feel motivated in their English learning by the teachers’ 
implementation of the framework. In other words, high WTC students will feel more motivated to study 
English by the teachers’ 5Ts framework implementation than low WTC ones. Past investigations using 
other teacher-based factors instead of the 5Ts partly support this conclusion. Dewaele and Dewaele (2018) 
suggested that teachers can foster learners’ WTC by delivering the teaching activities positively and 
enjoyably to help students overcome their anxiety, and that frequent classroom use of the target language 
by the teacher enhances the student’s WTC. Cai (2021) found that teacher-student rapport is associated 
with with students’ WTC, while teacher immediacy is associated with learners’ communicative readiness. 
Song et al. (2022) demonstrated that teacher-caring behaviour and teacher-student rapport can predict 
learners’ WTC in L2 teaching and learning. Peng and Woodrow (2010) discovered that teacher-creating 
classroom environment predicts students’ WTC. Meanwhile, Sheybani (2019) pointed out another 
predictor, teacher verbal and nonverbal immediacy.  
As the result of the Sobel test for mediation in this study has pointed out, the influence of the 5Ts on 
learners’ WTC might be direct, and/or indirect through the mediation of the L2 motivational self-system. 
Other constructs which were not studied here, such as communicative competence, anxiety, enjoyment, 
and shyness, might mediate this relationship as well. Previous authors’ findings regarding these constructs 
also lend support this study’s implications. For example, Yu (2009) indicated that teacher immediacy 
indirectly affected students’ WTC via communication competence. Fallah (2014) also showed a similar 
influence but through the mediation of learners’ self-confidence and motivation. On the other hand, Alrabai 
(2022) insisted that teacher immediacy indirectly predicts WTC via only one mediator, communicative 
confidence, while teacher credibility does so through the meditation of students’ learning motivation and 
confidence in communication.  
The present investigation carried out a principal component analysis (PCA) for the 5Ts scale to reduce the 
number of components and items. The purpose was to make the framework more applicable for those 
teachers who want to focus only on the principal factors. As the results showed (Tables 5 and 6), the 
contracted 5Ts framework consisted of only three components with eight items in this research sample. 
The PCA 5Ts worked well as the original did, except that it accounted for 77.858% of the variance. This 
percentage is statistically very high and worth a trial in a virtual course for an L2 teacher who feels 
interested in this work and is short of time to implement all twenty items.  

Pedagogical implications  

The present study showed that the teacher-induced 5Ts framework is a strong predictor of WTC and L2MSS 
of English majors at the Faculty of Foreign Languages and Oriental Studies. This work also revealed the 
mediating role of the L2MSS in the influence of the 5Ts on WTC. These findings imply that, by improving 
the 5Ts, a teacher can boost students’ communicative willingness directly and indirectly via the L2 
motivational self-system. The performance of the 5Ts also enhances the L2 learners’ motivation, which 
might result in an improvement of other learning constructs such as students’ autonomy and language 
achievement (Dicinson, 1995; Dörnyei & Ushioda, 2013), speaking ability (Mengo, 2018), and pragmatic 
engagement (Alsmari, 2023). 
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Thus, the 5Ts framework might be a helpful tool to improve the L2 teaching-learning process since it is a 
simple way to find out what the students require from their teacher. The first step of this procedure is 
collecting the students’ perceptions of the 5Ts framework and the target learning construct(s), then 
analyzing the obtained data to choose an appropriate practice. As the findings of the current work indicate, 
the teacher might fulfil all 20 items of the framework or focus only on the ones which the PCA test found 
to ccount for most of the variance. As L2 learning variables depend on individual differences and learning 
context (Henrich et al., 2010), a similar PCA performance of the 5Ts framework on other groups of students 
may reveal a different result, namely different components and items. 

Limitations  

Despite its potential application, this study has some limitations. There are inevitable drawbacks associated 
with convenience sampling. In addition, the three scales used in the questionnaire were self-reported. 
Therefore, response bias might occur. Another weak spot was the study’s limited number of participants. 
However, as the study design required English-major undergraduates with a similar level of WTC and 
learning context, a larger sample size was difficult to obtain.  

Conclusion 
This article reported on the perceptions of the 5Ts framework, the L2 self-system, and the learning 
construct of willingness to communicate from Vietnamese undergraduate English majors via descriptive 
statistics. It also investigated the relationship between these factors. The study concluded that students’ 
perceptions of the teacher-induced 5Ts framework affect their WTC learning construct directly and 
indirectly via the L2 motivational self-system. The examination also revealed that the students’ perceptions 
of the 5Ts framework strongly predicted the students’ WTC.  
The findings of this work indicate that the higher the students’ L2 self-motivation, the more intensively 
the students expect their English language teacher to implement the 5Ts framework and that the better 
the teacher implements the 5Ts, the higher students’ WTC. Thus, teachers might improve the L2 teaching-
learning process by simply surveying their students’ perceptions of the 5Ts framework, the L2 motivational 
self-system, and the learning construct of willingness to communicate, analyzing these data, finally 
fulfilling what the analytical results suggest. 
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Appendix 1 
 

Students’ perceptions towards teacher-related 5Ts work 
 

Statement5 : I am motivated to learn English when… M6 S.D. 

1. Teacher   

(1) My English teacher loves the subject matter and teaches it with passion. 4.60 .536 
(2) My English teacher is friendly and approachable. I can talk to her not only about school work but also other 
things related to my personal and social life. 4.77 .425 

(3) My English teacher creates a low-stress classroom environment so I can participate without fear of losing 
face when I make mistakes. 4.54 .582 

(4) My English teacher treats every student fairly and does not practice favoritism. 4.65 .526 

2. Teaching methods   

(1) My English teacher uses different teaching aids such as images, videos, songs and movements. 4.46 .582 

(2) My English teacher uses a variety of activities to keep me interested and engaged. 4.69 .512 
(3) My English teacher carefully selects and structures learning activities that support the attainment of lesson 
objectives. 4.48 .684 

4) My English teacher signals clearly when we are moving from one activity to another. 4.29 .683 

3. Task   

(1) My English teacher encourages every student to be involved in the task. 4.35 .699 

(2) My English teacher provides sufficient assistance before, during and after the task. 4.44 .616 

(3) My English teacher explains the linguistic, communicative or cultural value of the task clearly. 4.46 .617 

(4) The teacher assigns us tasks which meet our different needs and interests. 4.23 .778 

5. Text   

(1) The materials used in class provide ample opportunity for me to learn what we really need or want to learn. 4.10 .722 

(2) My teacher allows us to choose reading materials that we are interested in. 4.23 .692 

(3) The texts used in the class do not contain too many words or expressions that are beyond my reach.  3.85 .799 

(4) Teaching and instructional materials are varied, including print, electronic, oral & written ones. 4.31 .829 

 4. Test   
(1) The teacher can provide feedback, guidance and advice to me and assess me on an on-going basis, rather 
than concentrating on a single day, week or end of the term. 4.52 .545 

(2) My English teacher allows us to assess ourselves. 4.21 .713 
(3) The teacher gives me alternative assessments such as project work and other activities in the classroom, 
besides the examination. 4.35 .635 

(4) My English teacher uses marking rubrics that are carefully calibrated to avoid subjectivity. 4.35 .668 
 
  

 
5 Statements were developed by Renandya (2014) and adapted by Wang and Lee (2019). 
 
6 Sample size N = 48; 1 = Strongly disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, and 5 = Strongly agree. 
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Appendix 2 
 

Students’ perceptions towards L2 motivational self system 
 

Statement 7 M8 S.D. 

1. Ideal L2 self   
(1) I can imagine myself living abroad and having a discussion in English. 3.77 .951 
(2) I can imagine myself living abroad and using English effectively for communicating with locals. 3.58 1.028 
(3) I can imagine a situation where I am speaking English with foreigners. 3.88 .841 
(4) I can imagine myself speaking English with international friends or colleagues. 3.73 .844 
(5) I can imagine myself speaking English as if I were a native speaker of English. 3.52 1.052 
(6) Whenever I think of my future career, I imagine myself using English. 3.92 .942 
(7) The things I want to do in the future require me to use English. 4.25 .911 
(8) I can imagine myself writing an English e-mail fluently. 3.83 .953 
2. Ought-to L2 self   
(9) I study English because my parents/close friends think it is important. 3.40 1.300 
(10) Learning English is necessary because people surrounding me expect me to do so. 3.69 1.274 
(11) I consider learning English important because people I respect think that I should do it. 3.56 1.219 
(12) Studying English is important to me in order to gain the approval of my peers/teachers/family. 3.40 1.216 
(13) I will have a negative impact on my life if I do not learn English. 3.73 1.144 
(14) Studying English is important to me because an educated person is supposed to be able to speak English. 3.40 1.250 
(15) Studying English is important to me because other people will respect me more if I have knowledge of English. 3.63 1.160 
(16) If I fail to learn English, I will be letting other people down. 3.21 1.304 
3. L2 Learning experience   
(17) I like the atmosphere of my English class. 4.10 .881 
(18) I find learning English very interesting. 4.38 .606 
(19) I really enjoy learning English. 4.15 .772 

 
 
  

 
7 Extracted from Taguchi et al. (2009). 
8 Sample size N = 48; 1 = Strongly disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, and 5 = Strongly agree. 
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Appendix 3 
 

Descriptive statistics of the students’ WTC 
 
Statement9 M10 S.D. 

(1) In group work activities in the class, I am willing to speak in English. 3.81 1.003 
(2) I am willing to give a presentation in English to my classmates. 4.02 .699 
(3) I am willing to have pair and group activities in the class so I can talk in English with my classmates. 4.08 .871 
(4) I am willing to talk and express my opinions in English in the classroom when all my classmates are present. 4.00 .899 
(5) I am willing to ask questions in English in the classes at the university. 3.96 .798 
(6) If someone introduced me to a foreigner, I would like to try my abilities to talk with that person in English. 4.17 .859 
(7) In order to practice my English, I am willing to talk in English with my classmates outside the class. 3.85 .922 
(8) I am willing to talk with a foreigner in English. 4.00 .945 
(9) I am willing to accompany some foreigners who speak English and be their tour guide for a day free of 
charge. 3.58 1.088 

(10) If I encountered some foreigners who spoke English who were facing problems in my country because of 
not knowing our language, I would take advantage of this opportunity and talk to them. 4.15 .922 

(11) In order to practice my English, I am willing to talk in English with my professors outside the class. 3.71 .824 
(12) If I encountered some foreigners who spoke English, I would find an excuse and talk to them. 3.29 .898 
(13) If I encountered some foreigners who spoke English, I hoped an opportunity would arise, leading them to 
talk to me. 3.98 .785 

 
 

 

 

 
9 Modified those developed Baghaei (2011). 
10 N = 48; 1 = Strongly disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, and 5 = Strongly agree. 
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