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Increased attention has been given to the role of self-regulation and motivation in second language acquisition, particularly in enhancing English-speaking proficiency. This study investigates the psychometric properties of the Vietnamese Version of the Self-Regulated Motivation for Improving Speaking English as a Foreign Language (VV-SRMIS-EFL) among 414 English majors at a public university in Vietnam. Grounded in Pintrich's Self-Regulated Learning Model, the scale assesses four dimensions: Task Value Activation, Regulation of Learning Environment, Regulation of Affect, and Regulation of Peers. The VV-SRMIS-EFL demonstrated strong internal consistency (Cronbach's α = 0.89) and acceptable convergent validity (AVE = 0.55). Descriptive and correlational analyses revealed high levels of self-regulated motivation among participants, with Task Value Activation, Regulation of Peers and Regulation of Affect showing significant positive associations with speaking achievement scores. These findings highlight the relevance of motivational regulation in developing speaking skills and underscore the need for pedagogical and policy interventions that support self-regulated learning strategies in Vietnamese EFL contexts.
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1 Introduction

Self-regulated learning (SRL) has emerged as a central concept in education, emphasizing learners' ability to actively manage their cognition, motivation, and behaviors to achieve academic goals (Pintrich, 2004; Zimmerman, 2002). In second language (L2) acquisition, SRL plays a vital role in promoting learner autonomy and improving overall language proficiency (Dörnyei, 2015). Through goal setting, self-monitoring, and adaptive strategy use, learners can regulate their progress across different language skills (Teng and Zhang, 2016).

Research on language learning strategies has increasingly emphasized SRL strategies, shifting the focus from specific behaviors to broader cognitive and motivational processes (Dörnyei, 2015; Rose, 2012; Stevens, 2016). While debates persist on whether SRL strategies should replace traditional learning strategies (Oxford, 2016; Rose et al., 2018), many scholars emphasize their integration to understand second language learning better (Dörnyei, 2015; Tseng et al., 2006).

Given the increasing focus on SRL's role in enhancing language proficiency, its application to specific language skills warrants further investigation. Among the four core language skills, speaking is widely acknowledged as one of the most cognitively and affectively demanding (Pawlak, 2018). It requires linguistic competence, real-time processing, confidence, and social interaction skills. While SRL research in L2 learning is growing, studies specifically examining its application to speaking proficiency remain limited (Alotumi, 2021; Rose et al., 2018).

In response to this gap, Uztosun (2020) developed the Self-Regulated Motivation for Improving Speaking English as a Foreign Language (SRMIS-EFL) scale, a 20-item instrument measuring learners' motivational strategies across four dimensions: task value activation, learning environment regulation, emotion regulation, and classroom environment regulation. Although this tool provides a valuable foundation, further research is needed to validate its use in diverse EFL settings, particularly in contexts where learners face unique sociocultural and educational challenges (Alotumi, 2021; Uztosun, 2020).

Recent studies highlight the increasing complexity of SRL in multilingual environments, emphasizing the interaction between learners' motivational profiles, language contexts, and self-regulatory behaviors (Wang S. et al., 2024). Similarly, Wang and Wang (2024) explore how learners' multifaceted motivations shape their engagement with multiple languages, underscoring the need for a more contextualized understanding of motivation in diverse EFL settings.

In the Vietnamese EFL context, traditional grammar-based instruction often hinders learners' ability to develop communicative competence (Truong et al., 2022). Many students rely on passive strategies such as translation and rote note-taking rather than actively managing their speaking practice (Tran and Nguyen, 2020). Nevertheless, English remains highly valued, especially for employment opportunities, and learners are further motivated by parental expectations and peer influence (Truong and Archer, 2018; Pham, 2017). Despite these motivators, SRL research in Vietnam has primarily centered on listening (Ngo, 2019) and grammar (Truong, 2022), leaving a gap in understanding how learners regulate their speaking skill development.

Building on this foundation, the present study adopts the Vietnamese version of Uztosun's SRMIS-EFL scale (VV-SRMIS-EFL) to investigate self-regulated motivational strategies among English majors at a Vietnamese public university. Specifically, it examines the reliability and validity of the VV-SRMIS-EFL and explores the extent to which learners use these strategies to enhance their speaking skills. Additionally, the study investigates the relationship between self-regulated motivation and academic achievement in speaking courses.

By addressing this underexplored area, the research contributes to a more nuanced understanding of how self-regulated motivation supports speaking proficiency in EFL learners. The findings have practical implications for language education policies, classroom practices, and intervention strategies to improve English language outcomes among Vietnamese students.

Therefore, this study addresses the following research questions:

Research Question 1: What is the reliability and validity of the Vietnamese version of the Self-Regulated Motivation for Improving Speaking English as a Foreign Language (VV-SRMIS-EFL)?

Research Question 2: What is the level of self-regulated motivation for improving speaking English as a foreign language among Vietnamese public university English majors?

Research Question 3: Is there any relationship between self-regulated motivation for improving speaking English as a foreign language and English-speaking achievement scores among Vietnamese public university English majors?



2 Literature review


2.1 Theoretical framework

This study is grounded in Self-Regulated Learning (SRL) theory, particularly the model developed by Pintrich (2000), which conceptualizes SRL as a cyclical process involving four phases: forethought, monitoring, control, and reflection. These phases guide learners in planning, regulating, and evaluating their learning activities. Within this framework, motivation is not only a prerequisite for engagement but also a dynamic element that learners actively regulate throughout the learning process, particularly in demanding tasks such as speaking.

In the forethought phase, students set goals, activate prior knowledge, and assess their motivation. During the monitoring phase, they track their attention, monitor their progress, and regulate motivation levels. Effective motivational self-monitoring sustains effort, especially when facing challenges. Strategies such as positive self-talk and short-term goal-setting help learners remain engaged. The control phase involves adjusting learning strategies based on feedback and perceived progress. In the reaction and reflection phase, learners evaluate their performance, attribute outcomes to specific causes, and experience emotional responses, reinforcing future self-regulated behaviors. Positive experiences enhance self-efficacy, fostering a cycle of motivation and improved performance (Zimmerman and Schunk, 2011). Constructive self-reflection enables students to develop resilience and refine their strategies, even in the face of setbacks.

To deepen the motivational dimension of SRL, this study incorporates Self-Determination Theory (SDT; Deci and Ryan, 1985), which provides a robust framework for understanding the quality of learners' motivation. SDT distinguishes between intrinsic motivation and extrinsic motivation. Intrinsic motivation has been linked to greater persistence and deeper engagement (Noels et al., 2000; Ryan and Deci, 2000; Vallerand et al., 1993). In contrast, extrinsically motivated learners—especially those focused on exam results—may lack the autonomy necessary for effective self-regulation (Truong et al., 2022).

Furthermore, this study includes the Expectancy-Value Theory (Eccles and Wigfield, 2002; Wigfield et al., 2016), which explains how learners' expectations for success and the value they attach to speaking tasks influence their effort and persistence. Speaking English as a foreign language often involves high levels of uncertainty, performance pressure, and fear of negative evaluation, making motivational regulation strategies critical for learners to sustain engagement and manage affective responses. By incorporating motivational regulation into self-regulated learning (SRL), educators can encourage students to take greater ownership of their learning, overcome speaking anxiety, and enhance their long-term language proficiency (Uztosun, 2020).

Building on the theoretical foundations, this study conceptualizes self-regulated motivation for speaking as a dynamic process in which learners mobilize personal and contextual resources to initiate, sustain, and adjust their speaking practice. This framework underpins the design and validation of the Vietnamese Version of the Self-Regulated Motivation for Improving Speaking English as a Foreign Language Scale (VV-SRMIS-EFL) and informs the investigation of how self-regulated motivational strategies relate to learners' speaking outcomes.



2.2 SRL in L2 learning: global perspectives

Self-regulation is a key construct encompassing cognitive, metacognitive, and motivational strategies (Tobias and Everson, 2009). It plays a vital role in lifelong learning competence (European Council, 2002), enabling students to monitor and adjust their learning processes for deeper understanding and real-world application. Research in the United States has established a strong link between self-regulatory strategies and academic success (Boekaerts and Cascallar, 2006; Zimmerman and Cleary, 2006). Over the past decades, numerous intervention studies have explored ways to enhance self-regulation skills and their impact on learning (de Boer et al., 2018; Kostons et al., 2012). Self-regulated learners actively develop self-awareness, motivation, and behavioral control (Zimmerman and Pons, 1986), leading to improved academic achievement and learning motivation.

In the context of English as a Second Language (ESL) and English as a Foreign Language (EFL), SRL has gained significant attention, particularly in developing strategies to enhance language acquisition. Studies have shown a correlation between SRL and English proficiency across various global contexts, including China (Bai, 2018; Bai and Guo, 2018; Peacock and Ho, 2003), Taiwan (Lai, 2009; Lan and Oxford, 2003), and Singapore (Wharton, 2000). This connection underscores the crucial role of SRL strategies in language learning (Wang and Sun, 2024). Advanced learners, in particular, tend to apply cognitive and metacognitive strategies more flexibly and effectively than their lower-proficiency peers (Boekaerts and Cascallar, 2006; Oxford, 1999). Further studies have confirmed this trend in diverse contexts, including Hong Kong (Bai and Wang, 2020), China (Wang et al., 2013; Wang and Bai, 2017), and Vietnam (Ngo, 2019). However, research specifically focusing on SRL strategies for speaking remains limited despite evidence that applying these strategies enhances oral proficiency and helps learners overcome task-related challenges (Sun, 2022).



2.3 SRL and speaking skill development

Although the role of self-regulated learning (SRL) in language learning is well-established, its application to speaking skills remains relatively underexplored. In a qualitative study, Pawlak (2018) investigated twenty advanced English students at a Polish university as they completed two communication tasks. The findings revealed a strong preference for metacognitive strategies—such as planning, monitoring, and self-evaluation—alongside frequent use of social strategies (e.g., seeking clarification and collaboration) and compensatory strategies (e.g., gestures, use of the native language, approximation, and reformulation). These strategies were employed at various stages of task execution, highlighting their importance in developing spoken language. Similarly, Wael et al. (2018), in a qualitative study involving 12 third-year Thai university students, found that learners used memory strategies to enhance speaking performance more frequently than metacognitive or social strategies.

To further understand how SRL supports speaking skill development, it is important to move beyond strategy use and consider the motivational foundations that sustain these behaviors. Uztosun (2020) was among the first to systematically measure Turkish students' motivational regulation in speaking using the Self-Regulated Motivation for Improving Speaking English as a Foreign Language (SRMIS-EFL) scale, which covers four dimensions: Task Value Activation, Learning Environment Regulation, Emotion Regulation, and Peer Regulation. Building on this work, Alotumi (2021) applied the SRMIS-EFL scale to a sample of 300 Yemeni EFL college students. The findings indicated that both juniors and seniors generally exhibited moderate to high levels of self-regulated motivation, with Task Value Activation emerging as the strongest subdomain. Regarding Affect Regulation, senior students demonstrated better management of anxiety and self-confidence than juniors. Both groups used Peer Regulation moderately, reflecting students' occasional reliance on peers for motivation and support. However, Learning Environment Regulation was reported as the least frequently used strategy, indicating limited efforts to seek additional speaking practice outside the classroom, particularly with native speakers. The study found no significant differences in SRMIS-EFL scores based on academic level. Nevertheless, gender had a small but significant effect, with female students scoring slightly higher than their male counterparts. While the role of gender in SRL strategy remains inconclusive, with some studies reporting no significant differences (Dinsa et al., 2022; Suhesti et al., 2022), others find small statistically significant effects favoring female students (Alotumi, 2021; Lee, 2018), suggesting that further research is needed to clarify these findings.

Building on the foundational work of Uztosun (2020) and Alotumi (2021), who identified key dimensions of self-regulated motivation for improving speaking in English as a Foreign Language (EFL)—namely, Task Value Activation, Emotion Regulation/Regulation of Affect, Peer Regulation, and Learning Environment Regulation—recent studies have further illuminated how these components that underpin effective SRL interact to enhance speaking proficiency.

Among these, Task Value Activation is pivotal in motivating learners to engage in speaking activities. When students perceive speaking tasks as valuable and relevant to their personal goals, they are more likely to invest effort and persist in facing challenges. This intrinsic appreciation for the task enhances engagement, facilitates deeper learning, and significantly predicts self-regulation and language achievement (Ghasemi and Dowlatabadi, 2018).

Equally important is Emotion Regulation, which plays a critical role in managing the anxiety and apprehension often associated with speaking in a foreign language. Effective emotion regulation strategies enable learners to maintain composure and confidence during speaking tasks, thereby improving performance and reducing communication apprehension (Wang P. et al., 2024). Research indicates that individuals with higher emotion regulation abilities tend to exhibit greater adaptability in their communication styles across various social contexts, enhancing their interpersonal communication dynamics and language proficiency (Eisenberg et al., 2005).

In addition, Peer Regulation involves leveraging interactions with peers to enhance motivation and learning. Collaborative activities and peer feedback allow learners to practice speaking in a supportive environment, boosting confidence and fostering English enjoyment (Pan and Yuan, 2023). Such social interactions are instrumental in developing communicative competence. Studies have shown that positive peer relationships can facilitate emotion regulation, leading to improved social behaviors such as cooperation and leadership. These behaviors are associated with increased peer acceptance, which in turn bolsters students' confidence and communicative abilities (Huang, 2023).

Finally, Learning Environment Regulation entails strategically manipulating one's learning context to optimize speaking practice. This includes seeking out opportunities for authentic communication, such as engaging with native speakers and participating in language exchange programs and situated learning. By proactively shaping their learning environments, students can create conditions conducive to speaking development (Alotumi, 2021; Yan et al., 2024).

In short, integrating the motivational components within SRL frameworks can significantly enhance speaking skills in EFL learners. Learners can develop greater confidence and communicative competence in speaking by fostering task value, regulating emotions, engaging with peers, and optimizing learning environments.



2.4 The Vietnamese EFL context

In Vietnam, English education remains largely grammar-focused, with limited emphasis on communicative competence (Truong et al., 2022). As a result, learners often adopt passive strategies such as translation and memorization (Tran and Nguyen, 2020). Speaking remains a significant challenge for Vietnamese EFL learners due to low confidence, fear of mistakes, a lack of real-world speaking opportunities, speaking anxiety, and linguistic factors (Ho and Truong, 2022; Le et al., 2025; Nguyen et al., 2023). While the utility value of English for career success is a major motivator (Truong and Archer, 2018), many students are still driven by extrinsic goals shaped by exams and social expectations (Le et al., 2025; Pham, 2017). This exam-oriented context may restrict learners' autonomy, motivation, and capacity to regulate their speaking development.

While several Vietnamese studies have examined self-regulated learning (SRL), most have focused on language skills such as listening (Ngo, 2019) and grammar (Truong, 2022), with limited attention to speaking. However, a growing body of research has recently begun to address this area. For example, Pham (2020) found that A1-level students frequently relied on compensatory strategies during speaking tasks. Vu (2023) reported that individual video assignments enhanced students' SRL abilities. Similarly, Dinh and Hoang (2025) identified a positive relationship between SRL strategy use and speaking proficiency in MOOCs, although their study did not examine face-to-face communication.

Despite these developments, most existing research emphasizes general learning contexts or online environments. Little is known about how Vietnamese university students regulate their motivation in developing speaking skills. This study seeks to address that gap by validating the Vietnamese version of the SRMIS-EFL scale (VV-SRMIS-EFL) and exploring the relationship between students' self-regulated motivational strategies and speaking achievement.




3 Methodology


3.1 Participants

All second-year (N = 178) and third-year (N = 410) English majors at Ho Chi Minh City University of Industry and Trade were invited to participate. A total of 490 students responded, but only 414 students provided valid responses. The final sample comprised 269 females and 145 males, with an average age of 19.76. Regarding the academic year, 121 were in their second year, while 293 were in their third year. On average, participants reported 10.75 years of experience learning English and spent 1.19 h daily practicing spoken English. Table 1 provides a concise overview of their demographic details, including total numbers, gender distribution, age, university year, years of English study, and post-class self-directed practice hours.


TABLE 1 Participants' demographic information (N = 414).
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3.2 Instruments
 
3.2.1 Vietnamese version of the self-regulated motivation for improving speaking English as a foreign language (VV-SRMIS-EFL)

Vietnamese Version of the Self-Regulated Motivation for Improving Speaking English as a Foreign Language (VV-SRMIS-EFL) was adapted from Uztosun's (2020) Self-Regulated Motivation for Improving Speaking English as a Foreign Language (SRMIS-EFL). Uztosun (2020) validated the SRMIS-EFL among 1,065 Turkish university students, reporting high overall reliability (α = 90). Each subfactor demonstrated strong internal consistency, with Cronbach's alpha values exceeding 0.80. The scale employs a 5-point Likert scale (1 = Strongly Disagree, 5 = Strongly Agree). Uztosun's (2020) SRMIS-EFL consists of 20 items, categorized into four factors: Task Value Activation (items 1–7), Regulation of Learning Environment (items 8–12), Regulation of Affect (items 13–15), and Regulation of Peers (items 16–20).

In line with Uztosun's (2020) SRMIS-EFL, this study modified certain items to enhance clarity and precision. For example, item SRM2 was revised to emphasize active listening in English learning, changing the original phrasing, “When the teacher speaks English, I carefully listen to their voice” to “I carefully listen to the teacher's voice when speaking English”. Similarly, item SRM5 was adjusted to highlight a more proactive approach to learning from others' mistakes in spoken English, rewording “To speak English more correctly, I learn from the mistakes others often make when they speak English” as “I learn from the mistakes others often make when they speak English so that I can speak English more correctly”.

Additionally, Item 6 has been revised for conciseness while emphasizing sustained attention: “I try to pay attention all the time in English lessons”, instead of “In English lessons, I try to pay attention all the time”. Item 8 now clarifies the goal of finding international friends for English practice, stating: “I try to find international friends to practice speaking English”, rather than “I try to find friends from abroad”. In the case of Item 11, the revised wording underscores the purpose of visiting tourist-heavy locations during holidays to enhance spoken English: “I try to visit places with a lot of tourists during the holidays to improve my spoken English”, as opposed to “During the holidays, I try to visit places with a lot of tourists, in order to improve my spoken English”. Similarly, Item 12 has been rephrased to emphasize the active practice of English in interactions with foreigners: “I try to practice my English when meeting foreigners”, replacing “When I meet foreigners, I try to practice my English”.

Line 520: Pls change " I entertain the notion of speaking English in class" into "I try to speak English in class"

Finally, Items 18, 19, and 20 have been refined for precision. Item 18 now explicitly focuses on active participation in English-speaking tasks and activities during class: “I try to participate as much as possible in English-speaking tasks and activities in class”, rather than “I try to participate as much as possible in English-speaking activities in class”. Item 19 clarifies the intention behind speaking English in class: “I try to speak English in class”, instead of “I make the point of speaking English in class”. Lastly, Item 20 highlights the collaborative and supportive nature of peer interactions in language learning: “I spend time with friends who help and motivate each other to speak English”, replacing “I spend time with friends who encourage each other to speak English”.

These revisions aim to improve the clarity and specificity of the questionnaire items in this study (Appendix A). Following these revisions, all the adapted questionnaire items were translated into Vietnamese using the back-translation technique (see Appendix B), and VV-SRMIS-EFL consists of the following four factors.

Factor 1, Task Value Activation (TVA), comprises items SRM1, SRM2, SRM3, SRM4, SRM5, SRM6, and SRM7. TVA refers to the perceived importance, interest, and utility of a task, which are crucial for SRL (Uztosun, 2020). This concept, introduced by Eccles (1983) and further expanded by Pintrich (1999), underscores how learners' engagement is influenced by the value they attach to tasks. It is crucial in sustaining motivation and fostering self-regulation (Eccles, 1983; Pintrich, 1999; Zimmerman, 2002).

Factor 2, Regulation of the Learning Environment (RLE), comprises items SRM8, SRM9, SRM10, SRM11, and SRM12. This factor pertains to efforts to practice spoken language in environments with limited exposure to English. Regulating the learning environment underscores the significance of controlling one's environment in SRL (Uztosun, 2020). It involves creating a conducive learning environment and adapting contextual conditions to enhance learning effectiveness, such as seeking additional language input beyond the classroom to compensate for limited exposure (Paris and Winograd, 2001).

Factor 3, Regulation of Affect (RA), includes SRM13, SRM14, and SRM15. This factor is critical for developing speaking skills, especially in environments with limited language exposure. It highlights the importance of managing emotions, such as anxiety, to improve learning outcomes (Dörnyei, 2015; Uztosun, 2020) and emphasizes coping strategies to mitigate negative emotional impacts (Pintrich, 2000).

Factor 4, Regulation of Peers (RP), consists of SRM16, SRM17, SRM18, SRM19, and SRM20. This factor explores how individuals interact with and influence their peers within a learning context (Uztosun, 2020). Regulation of Peers aligns with concepts of co-regulated learning, involving activities such as collaboration, providing peer feedback, and utilizing peer learning strategies (Hadwin et al., 2011).

The framework for interpreting the mean scores of VV-SRMIS-EFL in English speaking skills was based on the suggestions provided by Alotumi (2021) to facilitate the assessment and categorization of the effectiveness and intensity of VV-SRMIS-EFL in enhancing speaking skills, Specifically, mean scores (M) in the range of 1.0–1.8 indicate very low levels of self-regulated motivation for improving English speaking skills. Scores between 1.8 and 2.6 suggest low levels, while those between 2.6 and 3.4 indicate medium levels of self-regulated motivation. Mean scores ranging from 3.4 to 4.2 signify high levels, and scores between 4.2 and 5.0 represent very high levels of self-regulated motivation for improving speaking English as a foreign language.



3.2.2 English speaking achievement scores

Achievement in the educational context refers to attaining specific learning objectives central to instructional activities and expected outcomes for learners (Hattie and Anderman, 2013). The achievement assessment is typically based on tests and exams, serving as “indicators of achievement” (Hattie and Anderman, 2013, p. 5). Therefore, this study uses the final speaking exam scores as an indicator of speaking achievement to align with criteria for accuracy and effectiveness in assessing achievement. The speaking test comprises three parts (Appendix C). In Part 1, students introduce themselves and answer questions about their interests, habits, and studies. Part 2 involves a topic card provided beforehand, giving students 1 min to prepare and 2 min to respond. Part 3 includes a follow-up discussion on the given topic.

English speaking scores are based on four criteria: varied and accurate use of structures, pronunciation, lexical resource, fluency, and coherence, and are evaluated on a 10-point scale (Appendix D). The scores can be interpreted using a structured framework based on a scale from 0 to 10. Scores between 0 and 2.5 indicate very low proficiency, suggesting significant difficulty in basic communication tasks. Scores from 2.6 to 5.0 represent low proficiency, where communication may be limited and somewhat challenging. Proficiency levels between 5.1 and 7.5 indicate moderate proficiency, reflecting adequate communication skills in most everyday situations. Scores ranging from 7.6 to 10 signify high proficiency, where speakers can effectively communicate complex ideas fluently and accurately.




3.3 Data collection procedure

The Institutional Ethics Committee at Ho Chi Minh City University of Industry and Trade approved the research (Reference No: 118/HD-DCT). Before participation, all students signed a Consent to Participate in Research form after being informed about the research objectives and assured of data confidentiality. A quantitative approach was employed, with primary data collected through a direct survey questionnaire administered to second and third-year students during break times between classes from August 24, 2023, to August 29, 2023. Survey responses and speaking scores were gathered. To ensure data quality, the researcher reviewed and excluded surveys with unanswered questions or identical responses with all questions. The final pool of participants that had valid responses included 414 students.



3.4 Data analysis

Smart PLS (Version 3.3.3) was used to analyze the collected data, with a predetermined alpha level of 0.05, a widely accepted threshold in educational research (Fraenkel et al., 2011). While covariance-based structural equation modeling (CB-SEM) is commonly employed after exploratory factor analysis (EFA) to confirm theoretical relationships, partial least squares structural equation modeling (PLS-SEM) is often preferred for predictive relevance (Sharma et al., 2018). Confirmatory composite analysis within partial least squares (PLS-CCA) has been proposed to validate measurement models (Henseler et al., 2014).

This study adopted a disjoint two-stage approach (Jarvis et al., 2003) to evaluate the reflective measurement and structural models of VV-SRMIS-EFL. The reliability and validity of VV-SRMIS-EFL were examined, along with the relationship between SRL strategies and English-speaking scores. The decision to use a reflective model was based on the characteristics of the measured construct, where items exhibit a shared theme, and the conceptual domain remains unchanged even if items are added or removed (Coltman et al., 2008). Given the established relationship between self-regulated learning and self-efficacy in prior studies, it is hypothesized that this relationship extends to speaking learning.

In addition to Smart PLS, SPSS (version 25) was used for the quantitative analysis. Descriptive statistics (mean and standard deviation) were calculated to assess English majors' VV-SRMIS-EFL levels and speaking achievement scores. Pearson correlation analysis examined the relationship between VV-SRMIS-EFL and English-speaking achievement scores.




4 Research findings


4.1 Reliability and validity of VV-SRMIS-EFL

Cronbach's alpha was calculated using SPSS to assess the overall reliability of VV-SRMIS-EFL. As shown in Table 2, the scale's internal consistency was high, with an overall Cronbach's alpha of 0.888 (20 items), exceeding the 0.70 threshold (George and Mallery, 2019). The second-order components also demonstrated acceptable to good internal consistency with values of 0.76 for Task Value Activation (7 items), 0.78 for Regulation of Learning Environment (5 items), 0.86 for Regulation of Affect (3 items), 0.78 for Regulation of Peers (5 items). These results meet established standards, as Cronbach's alpha values are between 0.76 and 0.86 (Hair et al., 2018). Besides, all items in the column labeled Corrected Item-Total Correlations exceeded 0.3, indicating strong correlations with the overall scale. These findings confirm that students' responses to the VV-SRMIS-EFL items were reliable.


TABLE 2 Item-total statistics for VV-SRMIS-EFL.
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4.2 Lower-order components

In the initial stage, a model incorporating all lower-order components, including exogenous and endogenous constructs, was estimated using Smart PLS. The primary focus was on the reflective measurement models of the four lower-construct components related to self-regulated motivation (SRM): Task Value Activation, Regulation of the Learning Environment, Regulation of Affect, and Regulation of Peers.

Cronbach's alpha and composite reliability (CR) were calculated to assess the indicator reliabilities and ensure the robustness of the measurement model. The average variance extracted (AVE) was also computed to establish convergent validity. Discriminant validity was examined using the Heterotrait-Monotrait (HTMT) criterion to confirm that lower-order components were distinct from one another.

The assessment of the construct quality followed a systematic approach. Factor loadings were first examined, and construct reliability and validity were subsequently established. The reliability of indicators was assessed through standardized factor loadings, which measure the correlation between each item and its respective principal component in the correlation matrix. These loadings range from −1.0 to +1.0, with higher absolute values indicating stronger correlations with the underlying construct (Field, 2018).

Hair et al. (2022) state that standardized loadings should ideally be 0.708 or higher, with t-values exceeding ±1.96 in reflective measurement models. However, indicators with outer loadings between 0.40 and 0.70 may still be retained to maintain content validity if they contribute meaningfully to the construct (Hair et al., 2022). If composite reliability (CR) and average variance extracted (AVE) fall below the recommended thresholds, removing weaker factor loadings can enhance these values. The preliminary PLS Algorithm analysis revealed factor loadings, as depicted in Figure 1.


[image: Figure 1]
FIGURE 1
 Structure of VV-SRMIS-EFL subconstructs with loadings and AVE values.


Following the execution of the PLS algorithm, the findings indicate that SRM1 and SRM7 had low factor loadings of 0.531 and 0.534, respectively. Most of the remaining items demonstrated factor loadings above 0.70, though some ranged between 0.627 and 0.683 (Table 3).


TABLE 3 Summary of measurement models.

[image: Table 3]

To assess multicollinearity among the indicators, the Variance Inflation Factor (VIF) was computed, following the recommendations of Fornell and Bookstein (1982). According to Hair et al. (2018), multicollinearity is a concern when VIF values exceed 5, and VIF values should remain below 3.

The PLS algorithm results confirmed that multicollinearity was not an issue, as all VIF values were below 3.0, except for SRM14, which had a VIF of 3.14—slightly exceeding the recommended threshold but still well below the critical limit of 5.0. Therefore, multicollinearity does not pose a significant concern in this study.

Composite Reliability (CR) and Cronbach's Alpha were examined to evaluate the internal consistency and reliability of the constructs. Composite Reliability (CR) provides a more comprehensive measure of construct reliability by accounting for item loadings, with values ranging from 0.834 to 0.914—all exceeding the recommended threshold of 0.7. Similarly, Cronbach's Alpha values range from 0.766 to 0.857, indicating acceptable to good reliability. Among the subconstructs, Regulation of Affect (RA) exhibited the highest internal consistency (α = 857). These findings suggest the constructs demonstrate strong reliability, ensuring consistent measurement across items.

Convergent validity is established when the Average Variance Extracted (AVE) exceeds 0.50, indicating that the items adequately represent the underlying construct and explain at least 50% of the variance (Fornell and Larcker, 1981). In this study, all AVE values for the sub-constructs of VV-SRMIS-EFL were above 0.50, except the task value activation (TVA; Table 3).

While the TVA construct reported composite reliability (CR) above 0.70, its AVE was 0.421, which falls below the commonly accepted threshold of 0.50. Two indicators within TVA—SRM 1 (“I remind myself that I need to speak English well”) and SRM7 (“I try to find ways to increase my motivation to speak English”)—had factor loadings of 0.531 and 0.534, respectively. While these values are slightly below the ideal threshold of 0.60–0.70, they were retained for several reasons. Firstly, these indicators represent key aspects of TVA, including self-awareness of the importance of speaking English and active efforts to enhance motivation. Removing them would weaken the conceptual coverage of the construct (Pintrich, 2004). Secondly, factor loadings above 0.50 are still acceptable in exploratory models (Hulland, 1999), ensuring a more comprehensive representation of TVA. Thirdly, despite the low AVE, the construct was retained because its CR exceeded 0.70, indicating that the indicators still explain a significant portion of the construct's variance (Fornell and Larcker, 1981; Hair et al., 2022). Lastly, the higher-order construct, self-regulated motivation, has good AVE and CR, meaning that any minor issues at the lower-order level do not significantly impact the overall measurement model.

Discriminant validity is established when the AVE of a construct exceeds its shared variance with other constructs. According to Fornell and Larcker (1981) and Chin (2010), this criterion is met when the square root of the AVE (bold diagonal values) for a latent variable is greater than its correlations with all other variables (off-diagonal values). In this study, the analysis confirmed that the square root of the AVE for each construct exceeded its correlations with other constructs, providing strong evidence for discriminant validity (Table 4). This finding indicates that each construct is more closely related to itself than any other construct.


TABLE 4 Discriminant validity.
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4.3 Higher-order construct (HOC)

In the second stage, latent variable scores from the lower-order components were used to construct and estimate the higher-order construct (HOC), Self-Regulated Motivation (SRM). The validity of the HOC was assessed using the bootstrapping technique. Self-regulated motivation (SRM) served as the study's HOC, comprising four lower constructs: Task Value Activation, Regulation of Affect, Regulation of Learning Environment, and Regulation of Peers. The outer loadings for each lower-order construct were significant and exceeded 0.50 (Sarstedt et al., 2019; Table 5).


TABLE 5 Higher-order construct.

[image: Table 5]

VIF values were examined to check collinearity, with all values remaining below the recommended value of 3 (Hair et al., 2022). As all criteria were met, the validity of the HOC was confirmed. Additionally, the composite reliability for the structural model was strong (CR = 0.855) with an AVE of 0.597, indicating good model reliability.



4.4 Research question 1

Vietnamese public university English majors exhibited a high level of English-speaking self-regulated motivation (M = 3.80, SD = 0.47), with subscale scores ranging from moderate to high (3.39–4.13). Among the SRM subscales, Task Value Activation (TVA) received the highest mean score (M = 4.18, SD = 0.48), followed by Regulation of Affect (RA; M = 3.76, SD = 0.80) and Regulation of Peers (RP; M = 3.70, SD = 0.61). In contrast, the Regulation of the Learning Environment (RLE) had the lowest mean score (M = 3.39, SD = 0.65). Participants' English-speaking test scores reflected a medium level (M = 7.46, SD = 0.95), with raw scores ranging from 4.00 to 9.80 on a scale of 0 to 10. Table 6 presents the descriptive statistics of SRM, its subscales, and speaking scores by gender and university year.


TABLE 6 Descriptive statistics.

[image: Table 6]

To determine whether gender and university year significantly affect students' overall Self-Regulated Motivation and whether the effect of university year differs by gender, a two-way ANOVA was conducted. Table 7 showed no significant interaction between gender and university year on SRM, F(1, 410) = 1.11, p = 0.294, η2 = 0.003. Additionally, there was no significant main effect of gender, F(1, 410) = 1.97, p = 0.161, η2 = 0.005, or university year, F(1, 410) = 0.00, p = 0.982, η2 = 0.000.


TABLE 7 Analysis of variance for VV-SRMIS-EFL, its subconstructs and speaking scores by university year and gender.
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Regarding different areas of self-regulated motivation (Task Value Activation, Regulation of Learning Environment, Regulation of Affect, and Regulation of Peers), the analysis revealed that none of the factors (university year and gender) had a significant main and interaction effect on Task Value Activation, Regulation of Learning Environment and Regulation of Affect. However, a significant effect was found for the Regulation of Peers, with the main effect of university year [F(1, 410) = 6.21, p = 0.013] and gender [F(1, 410) = 4.45, p = 0.036]. These results suggest that both academic year and gender play a role in how students regulate their peers. The interaction of university year × gender was not significant, F(1, 410) = 3.01, p = 0.083.

A two-way ANOVA was conducted to examine the effects of gender and university year on students' speaking proficiency. There was a significant main effect of gender, F(1, 410) = 15.93, p < 0.001, η2 = 0.037, indicating that speaking proficiency differed significantly between male and female students. Similarly, there was a significant main effect of the university year, F(1, 410) = 9.40, p = 0.002, η2 = 0.022, suggesting that students' year in university also influenced their speaking proficiency. However, the interaction effect between gender and university year was not significant, F(1, 410) = 1.21, p = 0.272, η2 = 0.003, indicating that the effect of gender on speaking proficiency did not differ significantly across university years.



4.5 Research question 2

The correlation matrix in Table 8 provides insights into the relationships among the study variables, with the interpretation guided by Guilford's (1973) rule of thumb. Speaking scores exhibit weak, yet significant, positive correlations with the overall Self-Regulated Motivation (SRM; r = 0.17, p < 0.01) and its subscales: Regulation of Affect (r = 0.18, p < 0.01), Regulation of Peers (r = 0.19, p < 0.01), Task Value Activation (r = 0.12, p < 0.01). Howevever, speaking scores show no significant correlation with Regulation of the Learning Environment (r = 0.05, p > 0.05).


TABLE 8 Correlations.
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4.6 Discussion and implications

This study provides valuable insights into Vietnamese university university students' self-regulated motivation (SRM) in developing their English speaking skills. Contrary to previous research highlighting the dominance of teacher-centered approaches in Vietnam (e.g., Truong et al., 2022), our findings reveal a more dynamic learning landscape. Students reported moderate to high engagement in SRM strategies, including Task Value Activation (TVA), Regulation of Affect (RA), Regulation of Peers (RP), and Regulation of the Learning Environment (RLE). The positive correlation between SRM and English-speaking scores suggests that learners actively employ strategies that support autonomous and effective language acquisition.

The Vietnamese version of the SRMIS-EFL (VV-SRMIS-EFL) demonstrated strong psychometric properties. The overall Cronbach's alpha of 0.89 indicates high internal consistency, with subscale reliabilities ranging from 0.76 to 0.86. Although the Average Variance Extracted (AVE) for TVA was slightly below the ideal threshold (0.421), its composite reliability exceeded 0.70, justifying the retention of items. These results align with Uztosun's (2020) original scale, confirming the VV-SRMIS-EFL as a robust and culturally appropriate instrument for assessing Vietnamese students' motivational regulation in English language learning.

Vietnamese English majors exhibited high levels of SRM (M = 3.80, SD = 0.47), with third-year students slightly outperforming second-year students. TVA emerged as the most frequently used strategy (M = 4.18), reflecting students' strong perception of English as valuable for academic and career advancement. This intrinsic valuation aligns with earlier findings (Alotumi, 2021; Ghasemi and Dowlatabadi, 2018) and underscores the critical role of task value in sustaining motivation and promoting goal-directed learning.

Students also reported relatively high levels of Regulation of Affect (RA; M = 3.76) and Regulation of Peers (RP; M = 3.70), indicating that emotional regulation and peer collaboration are significant strategies in their language learning process. These findings align with previous research emphasizing the role of peer support and emotional regulation in language skill development. For instance, Huang (2023) found that peer support positively influences foreign language enjoyment and anxiety through the mediating effect of self-efficacy. Similarly, Pan and Yuan (2023) demonstrated that peer support and regulatory emotional self-efficacy positively predict English enjoyment among Chinese university students. In contrast, RLE received the lowest average score, suggesting that students may lack access to supportive external environments for practicing English. This is especially salient in Vietnam, where authentic speaking opportunities are often limited, particularly for students in rural or economically disadvantaged areas (Truong and Wang, 2019).

The relationship between SRM and speaking performance was strongest for RA and RP, followed by TVA. These results are in line with prior studies (Eisenberg et al., 2005; Wang S. et al., 2024), emphasizing that emotional control and peer engagement are crucial for building confidence and increasing communicative competence. Our findings reveal a distinctive profile of self-regulated motivation among Vietnamese EFL learners, particularly in speaking tasks. Notably, affective regulation (RA) emerged as one of the top three self-regulatory components, indicating a heightened emphasis on managing emotions during speaking activities. This contrasts with Pawlak's (2018) study, where metacognitive strategies—planning, monitoring, and self-evaluation—dominated, and affective strategies were notably underutilized. The divergence may stem from cultural factors; Vietnamese learners often exhibit a strong concern for face-saving and a fear of making mistakes, which could necessitate greater emotional regulation during speaking. Comparing our results with Wang S. et al.'s (2024) study on multilingual international students in China, similarities in the emphasis on motivation and emotional control as core SRL components are observed. In the current study, the participants' high scores in task value and affective regulation, along with the predictive role of self-regulation of motivation (SRM) on speaking performance, align with Wang S. et al.'s (2024) identification of motivation and self-efficacy as central to SRL.

Interestingly, RLE shows no significant correlation with speaking scores and has the lowest mean score among the four components, suggesting that students may have limited access to English-speaking environments. In Vietnam, where English is learned as a foreign language, opportunities to engage in real-life English conversations are relatively scarce (Truong and Wang, 2019). While some students practice English in language centers or city-center parks where tourists gather, these options are not equally accessible to all. Many students live far from city centers, making frequent visits impractical due to time constraints and financial costs. Additionally, interactions with native speakers at tourist sites often require organized visits, which may not be feasible for all learners.

Given these challenges, universities should explore alternative ways to create structured speaking opportunities, such as integrating peer speaking activities, online conversation exchanges with native speakers, and teacher-facilitated interactions into the curriculum. Collaborating with international organizations or virtual exchange programs could expand students' access to authentic language use. By addressing these barriers, universities can ensure that all students, regardless of location or financial situation, have equitable opportunities to develop their speaking skills.

A notable contribution of this study is its examination of gender and academic year differences in SRM. While no significant gender differences emerged across TVA, RA, or RLE, Regulation of Peers (RP) showed significant variation based on both gender and academic year. Specifically, third-year students and male students reported higher RP use, suggesting that peer regulation develops with educational experience and may be influenced by gender-related socialization. These findings challenge prior results by Alotumi (2021), which reported higher SRM among female learners and invite reflection on cultural and educational factors that shape gendered learning behaviors in Vietnam. Gender-based differences could reflect societal expectations: in Vietnam, male students may receive more encouragement to lead or engage in assertive communication, while female students may experience greater anxiety or less access to collaborative opportunities (Ho and Truong, 2022). Despite these differences, both genders demonstrated a shared preference for TVA, RA, and RP over RLE, indicating universal value in these motivational strategies.

Vietnamese cultural norms, rooted in Confucian values, emphasize respect for authority and collectivism, significantly influencing students' interactions with peers and educators (Truong and Wang, 2019). Collectivist values encourage collaboration and support-seeking behaviors, aligning with self-regulated motivation strategies like peer collaboration. However, hierarchical educational structures and cultural expectations in Vietnam, which often emphasize deference to teachers and structured learning environments, may further inhibit learners from actively seeking or creating their own speaking opportunities, thereby affecting the development of RLE. The current study did not find significant results regarding RLE, suggesting a potential gap in students' autonomous control over external learning conditions. This may be attributed to limited institutional support for independent or peer-initiated speaking practice in Vietnamese EFL classrooms.

Additionally, traditional educational values in Vietnam emphasize rote memorization and exam-oriented learning (Truong et al., 2022), which may initially hinder the development of autonomous learning behaviors. As a result, students often prioritize short-term exam preparation over long-term skill development, potentially affecting their motivation to engage with SRL strategies deeply. However, with the gradual shift toward learner-centered approaches, there is growing recognition of the importance of SRL strategies in fostering critical thinking and lifelong learning skills among Vietnamese students (Ngo, 2019). This transformation underscores the crucial role of self-regulated motivation in enhancing educational outcomes and equipping students with the skills needed to navigate future academic and professional challenges.

The prominence of affective regulation among Vietnamese EFL learners underscores the need for pedagogical approaches that address the emotional aspects of language learning. Instructors should consider integrating activities that build learners' confidence and reduce anxiety, such as low-stakes speaking exercises and positive feedback mechanisms. Recognizing the influence of academic year and gender on peer regulation suggests that tailored interventions could be developed to encourage peer collaboration, especially among groups less inclined to engage in such strategies.

To enhance students' speaking proficiency, educational programs should prioritize the development of self-regulated motivational strategies, particularly those related to affect regulation and peer interactions, which have shown strong correlations with performance. Encouraging task value activation can further boost learners' motivation and engagement in language learning. Integrating self-regulated learning into national curriculum frameworks and investing in teacher training for strategy-based instruction are crucial at the policy level. Emphasizing evidence-based practices and ongoing evaluation of self-regulated learning initiatives can support adaptive policies that promote equitable access to quality language education and prepare learners for future global demands. Moreover, the lack of significant findings in regulating the learning environment (RLE) highlights an area for curriculum development. Institutions should provide more opportunities for autonomous learning through initiatives like self-directed speaking clubs and peer-led discussion groups. Teacher training should also focus on fostering learner autonomy and designing classroom environments that support independent language practice.

While self-regulated motivation plays a critical role in enhancing students' English speaking proficiency, the findings also revealed that both gender and university year had significant effects on speaking scores. These results suggest that speaking ability is influenced by individual motivational strategies and demographic factors. Therefore, instructional practices should be designed with sensitivity to these differences, ensuring that language teaching approaches and motivational support are appropriately tailored to address the specific needs of students across genders and academic levels.

In short, this study provides a comprehensive understanding of the self-regulated motivational strategies employed by Vietnamese English majors in developing their speaking skills. While the traditional teaching methods persist, students actively engage in self-regulation, with emotional regulation, peer collaboration, and task value activation playing crucial roles in speaking proficiency. The validation of the VV-SRMIS-EFL further reinforces the reliability and applicability of self-regulation constructs in a Vietnamese context. Despite students' positive engagement in self-regulated motivation, the relatively lower use of environmental regulation highlights potential challenges in accessing English-speaking environments. This limitation underscores the need for universities to implement structured speaking opportunities, such as online exchanges and peer collaboration, to enhance students' language practice. These findings highlight the importance of considering cultural and contextual factors in the development of self-regulated motivational strategies among EFL learners. By aligning instructional practices with learners' specific needs and cultural backgrounds, educators can more effectively support the development of comprehensive self-regulatory skills in language learning.




5 Conclusion, limitations, and suggestions for further studies

This study underscores the significant role of self-regulated motivation (SRM) in enhancing English-speaking proficiency among Vietnamese university students majoring in English. Key components—Regulation of Affect (RA), Regulation of Peers (RP), and Task Value Activation (TVA)—demonstrated positive correlations with speaking achievement, highlighting their importance in language education programs. Conversely, Regulation of the Learning Environment (RLE) did not have a significant relationship with speaking proficiency, suggesting its impact may be context-dependent. While overall SRM and its dimensions showed no significant gender differences, RP varied across academic years and genders, indicating demographic influences on peer collaboration strategies. These findings offer valuable insights into English education policies and instructional practices in Vietnam.

Despite its contributions, this study has several limitations. First, the research focused on English majors at a single public university in Vietnam, which may limit the generalizability of the findings to other educational settings or student populations. Second, data collection relied on self-report questionnaires, which can be susceptible to biases such as social desirability or inaccuracies in self-assessment. Third, the study's survey design restricts the ability to infer causal relationships between SRM components and speaking proficiency.

Building upon the insights gained from this study, several avenues for future research are recommended to deepen the understanding of SRM in English language learning among Vietnamese students. Firstly, expanding the participant pool to include students from diverse academic years, disciplines, and institutions across Vietnam would enhance the generalizability of the findings. Such diversity would allow for a more comprehensive analysis of SRM across different educational contexts and student demographics.

Secondly, incorporating a mixed-methods approach that combines quantitative measures with qualitative data, such as interviews or classroom observations, could provide a more nuanced understanding of how students employ SRM strategies in real-world settings. This approach would help capture the complexities of learners' experiences and the contextual factors influencing their motivational regulation.

Thirdly, conducting longitudinal studies would be beneficial in examining how SRM components influence language proficiency over time. Longitudinal research could establish causal relationships and track the development of SRM strategies and their impact on language learning outcomes throughout students' academic journeys.

Additionally, exploring the role of cultural and institutional factors in shaping the effectiveness of SRM strategies, particularly RLE, is crucial. Given that RLE did not significantly correlate with speaking proficiency in this study, future research should investigate the conditions under which RLE contributes to language learning outcomes, considering cultural norms and educational structures in Vietnam.

Lastly, the significant effects of gender and university year on English speaking scores could imply that motivational strategies or interventions may need to be tailored based on these demographic factors for greater effectiveness. Future studies should use controlled designs (e.g., ANCOVA, SEM) to isolate the effects of self-regulated motivation while accounting for these demographic influences. By addressing these areas, future studies can provide deeper insights into how self-regulated motivation influences language learning and inform the development of more effective educational practices.
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